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Key concepts for the research: 

 

(Authentic) literature. Literature that has not been developed or modified for the purposes 

of language education. Authentic literature is literature that has been written for native 

users of a language, including different formats (such as audiobooks and e-books) and 

different genres (e.g. fiction, poetry, drama and screenplays as well as non-fiction such 

as biographies and historical literature). The definition excludes teaching materials. 

 

In the practical part of the current study, authentic literature is represented by English 

language children’s fiction in printed format.  

 

EFL (English as a Foreign Language). Within the Finnish education system, English is 

studied as a foreign language. Most learners study English according to a comprehensive 

A-syllabus. 

 

Learner. For the sake of simplicity, EFL students of all grade levels and age groups are 

referred to as learners (instead of e.g. pupils, students). In the practical part of the current 

study, learners are 5th grade primary school pupils (11-12 years old). 

 

Primary school. Within the Finnish education system, primary school encompasses the 

first years of comprehensive basic education, i.e. grades 1-6 (approximately ages 7-12). 
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1 INTRODUCTION 

 

Literacy is one of the basic preconditions for an individual’s successful participation in 

the modern information society. Together with other language skills it plays an important 

role in education, working life as well as social participation and involvement in the 

society. In order to acquire a sufficient level of literacy, children and youth should be 

encouraged to read diversely from early age both in school and in their free time. Instead 

of being exposed to only a narrow selection of text types and literary materials (such as 

teaching materials intentionally produced for the purposes of foreign language teaching), 

learners would benefit from broader exposure to different types of texts and authentic 

language. Overall, the versatility of texts and reading materials is linked with commitment 

to reading and higher levels of literacy (see e.g. Sulkunen et al. 2010; Leino et al. 2019). 

Therefore, a wide variety of literary materials used in language education provides good 

premises for learning, and authentic materials, in addition to teaching materials, can help 

build on the learners’ language competences through providing insights into real, 

authentic uses of language. In Finland, assessment programmes have found a particularly 

strong connection between fiction-related reading, reading activity and literacy (Sulkunen 

et al. 2010; Leino et al. 2019). 

 

On the other hand, authentic texts that have not been modified to meet the language 

learners’ skills are not without challenges either. They can be considered too demanding 

to be utilised with heterogenic groups of learners where the level of language skills can 

vary considerably between learners (see e.g. Rönnqvist & Sell 1994). Within a group, not 

all individuals necessarily have the skills to work with authentic foreign language 

literature. This is a challenge, however, that can be overcome through careful choice of 

texts and other literary materials. It is of crucial importance to find materials that are not 

only suitable and appropriate language-wise but also relevant and meaningful for specific 

groups and learners. Still, it may seem too demanding or time-consuming for teachers to 

look for suitable materials outside their general existing teaching materials. Therefore, 

the research at hand aims at surveying the characteristics of such literature that 5th grade 

EFL learners at primary school level consider not only interesting and motivating but also 

appropriate in terms of the levels of their EFL skills. This research will hopefully provide 

EFL teachers with not only some tools for independently selecting authentic text materials 
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to be used in EFL teaching but also some more concrete tips on today’s English language 

children’s literature that can be utilised in the classroom. 

 

An additional intention of the research is to examine how a method referred to as book 

talk could function within the context of foreign language teaching. Book talk is widely 

used as a method for introducing literature and cooperation between schools and public 

libraries in Finland within the subject of Finnish (mother tongue) and literature. Literature 

in foreign languages is introduced through book talk much less, and book talk as part of 

foreign language teaching has not yet gained recognition. 

 

The research questions for the present research are: 

 

1. How do primary school EFL learners perceive the use of authentic target language 

literature as a part of their EFL instruction? 

2. What are the advantages and challenges posed by book talk as a method for 

introducing authentic target language literature in the EFL classroom? 

3. Which characteristics of authentic literature are perceived as meaningful and 

linguistically appropriate by primary school EFL learners and why? 

 

This thesis is organised in seven chapters. Chapter 2 delineates the theoretical background 

for L2 reading and the integration of authentic literature in the educational setting of EFL 

teaching and learning. In chapter 3, the research design for the current study is presented, 

including descriptions of ethical considerations of the study as well as of the materials 

and methods used. Chapter 4 presents the results of data collection, and the results are 

then discussed in more detail in chapter 5. Finally, chapter 6 then concludes the results 

and applications of the current study. 
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2 THEORETICAL BACKGROUND 

 

“Literacy is linked to reading enjoyment. Children who like to read, read 

more. Because they read more, they read better, and because they read 

better, they read more. Positive attitudes generate a virtuous cycle where 

literacy fuels reading motivation and reading achievement. Literacy also 

supports the learning of other subjects, such as mathematics.” (Lukukeskus 

2020; translation by the author). 

 

The results of international PISA studies (see e.g. Sulkunen et al 2010; Sulkunen 2012; 

Leino et al. 2019) have shown that an individual’s commitment to reading has a strong 

effect on their literacy. This commitment to reading consists of three areas: perceived 

interest in reading, time spent on reading, and the versatility of reading materials (PISA 

assessments focus on printed texts such as fiction, non-fiction, magazines, comics and 

newspapers). Therefore, encouraging especially children and young people to read is of 

great importance in the modern world of information societies where literacy levels have 

been constantly lowering during the recent decades (MINEDU 2014; Sulkunen et al 2010; 

Leino et al. 2019; Sulkunen & Nissinen 2012; Lukukeskus 2017; Lukukeskus 2020). 

Furthermore, literacy in one language helps advance a learner’s literacy in another 

language (see e.g. Gibbons 2002). Reading in a foreign language can develop one’s skills 

and literacy in that language, which in turn can benefit the reader’s general literacy across 

their total language reservoir. 

 

Researchers have claimed that in order to learn and to become a good reader one needs 

to read a lot (see e.g. Smith 1986, ix-x; Wikström 1991, 62 & 85; MINEDU 2014; 

MINEDU 2019). According to Smith (1986), in the educational setting it is the teacher’s 

task is to make reading as easy as possible for every child. In achieving this he stresses 

the teacher’s role in “making reading a meaningful, enjoyable, useful and frequent 

experience for children” (Smith 1986, 144). He also argues that learning is only possible 

through the use of materials and activities that are not only sensible but also relatable for 

the children (i.e. that the children can relate the contents of the texts to something that 

they already know or want to know). 

 

Wide research on the field of literature and reading has shown that the benefits of reading 

(even in one’s L1) are various. For example, reading employs and activates the reader’s 

long-term memory capacities in a way that positively affects and helps develop 
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concentration skills. In this way, reading also provides counterbalance to the modern 

hectic and short-spanned life of continuous interruptions from various electronic devices. 

Furthermore, reading helps develop one’s social and communication skills as well as 

empathy, and to reduce stress levels (Huotilainen & Peltonen 2017, 141; Watson 2015; 

Berns et al. 2013; Kidd & Castano 2013 as cited in Lukukeskus 2017). 

 

According to Wikström (1991, 62 & 85), reading not only affects verbal skills positively, 

but learners who have read a lot find it easierto express themselves in writing also. 

Wikström claims that through reading extensively the reader becomes a better writer and 

that reading indeed is essential for the development of writing skills. Reading also 

stimulates the reader’s imagination and creativity, and therefore has an impact on their 

overall language skills also. In fact, Wikström (1991, 85) considers reading the core of 

all language education with the other areas of language skills (oral communication and 

writing) building around that core in constant interaction with each other.  

 

Smith (1986, 67; see also Wikström 1991, 85) emphasises the role of reading in learning 

new words no matter what language (i.e. L1/L2) one reads in. He stresses the importance 

of interaction with relevant materials in meaningful circumstances and claims that 

vocabulary can be learned through reading without formal exercises, just like he claims 

that speech is learned in active involvement with spoken language. Others (see e.g. 

Paribakht & Wesche 1997 as cited in Niitemaa 2014, 150: Niitemaa 2014) emphasise the 

importance of structured exercises in addition to extensive reading in the process of 

learning new words and acquiring them to the productive vocabulary of the reader. These 

exercises can include for example reading comprehension tasks as well as vocabulary 

recognition and production tasks. 

 

2.1 Literacy and reading in Finland 

 

In the past, the Finnish education system and its high-quality performance has been 

widely recognised internationally through the country’s positive performance in 

international assessment programs such as the PISA studies. PISA studies assess the skills 

of 15-year-olds in areas of literacy, mathematics and science, and Finnish youth have 

traditionally ranked among the best especially in terms of literacy. However, during the 

recent years the number of weak readers has increased in most of the participating 

countries as well as in Finland (MINEDU 2014; MINEDU 2019; Sulkunen et al 2010; 
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Leino et al. 2019; Sulkunen & Nissinen 2012; Lukukeskus 2017; Lukukeskus 2020). The 

trend is worrying on many levels. Poor literacy can have serious effects on both individual 

and societal levels in terms of future prospects not only for the individual learner but also 

for the country’s national competence (Sulkunen & Nissinen 2012). The number of weak 

readers in a small country such as Finland is relatively greater than in countries with a 

larger population: in every age group there are now thousands of young people in Finland 

who do not possess strong enough reading skills to survive the future challenges in further 

education or in working life (Sulkunen et al 2010; Sulkunen 2012; Sukunen & Nissinen 

2012; Lukukeskus 2017). The risk of falling outside the modern information society is 

real for those whose literacy level does not reach the minimum level required to function 

in a society that emphasises textual skills and where literacy is a crucial ability (see e.g. 

Sulkunen & Nissinen 2012; Leino et al. 2019). 

 

Literacy in the international PISA studies does not assess basic reading skills (such as 

reading accuracy and fluency) because they alone are not enough to succeed in the 

modern society. Instead, the assessments measure literacy in terms of those skills that the 

youth will be needing in the future in their further studies or in working life: skills to 

understand, use and assess written texts being read as well as their commitment to reading 

(Sulkunen et al 2010; Sulkunen & Nissinen 2012; Leino et al. 2019). To help young 

learners develop this kind of literacy, frequent and versatile reading should be encouraged 

and enabled also within the educational setting. This will help strengthen the overall 

literacy levels of young learners.  

 

The difference between genders in terms of levels of literacy in Finland is one of the 

highest in all countries participating in the PISA assessment studies (see e.g. MINEDU 

2019; Sulkunen et al 2010). According to the PISA2015, Finnish girls were ahead of the 

boys in terms of their level of literacy by approximately one year’s studies, and in 

PISA2018 the gender gap was even wider (Vettenranta et al. 2016; Lukukeskus 2017; 

MINEDU 2019; Leino et al. 2019). Consequently, one of the biggest challenges in terms 

of literacy in Finland is posed by the great gender gap. Within the group of the weakest 

readers a clear majority are boys, and it is a challenge for the Finnish education system 

to ensure continuous equality development and reduce the gender differences in literacy 

levels that now exist in favour of girls (Sulkunen 2012; Sulkunen & Nissinen 2012; 

Lukukeskus 2017; Leino et al. 2019). 
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As mentioned earlier at the beginning of chapter 2, voluntary interest in and motivation 

to reading links strongly with reading skills and literacy. Thus, another worrying trend 

proposed by recent PISA results is that the perceived interest in reading has diminished 

both among boys and girls (Sulkunen 2012, 26) and the number of youth reading for their 

own pleasure has reduced as much as by 11% between 2000 and 2009 (Sulkunen 2012). 

The results of PISA2018 show that the trend still continues: In Finland, more students 

than before reported a negative attitude towards reading, and as much as 63% of Finnish 

boys in the study agreed or strongly agreed to the statement “I read only if I have to.” 

(MINEDU 2019.) Overall, Finnish youth show a very low motivation and interest towards 

reading (Lukukeskus 2020). The time they spend on reading has decreased almost by half 

during the last 20 years. Only 10% of 15-year-old Finnish youth read fiction several times 

a week. For reading non-fiction the percentage is even lower (merely 4%) (Lukukeskus 

2020). A research by Linnakylä and Malin (2007) shows that little dedication towards 

reading (in addition to modest socio-economic background) accentuated the risk for weak 

reading skills. According to the research, voluntary dedication to reading not only 

strengthens reading skills but it also has the potential to diminish the gender gap in literacy 

levels (Linnakylä & Malin 2007). 

 

As a contemporary phenomenon, smart phones and other electronic devices and their 

applications as well as the internet and its endless possibilities have admittedly affected 

the reading habits of young people, and interest towards longer texts has in general 

decreased (Lukukeskus 2020). However, electronic devices and applications pose not 

only a threat towards literary arts and reading. Instead, they can provide new formats and 

environments for exploring and enjoying literature and reading (see e.g. Lukukeskus 

2020). They can offer new valuable possibilities for encouraging especially boys and 

others not having an interest in traditional literary forms to get acquainted with these new 

diverse forms of literature. 

 

In order to respond to the challenges posed by the lowering levels of literacy of Finnish 

children and youth various programs have been launched in the recent years. To name a 

few, Lukuinto (Joy of Reading) was a three-year program (2012-2015) by the Ministry of 

Education and Culture, implemented by the University of Oulu. The aim of the program 

was to develop comprehensive reading skills in children and young people and to promote 

the joy of reading through cooperation between schools, libraries and homes (Lukuinto 

2020). Additionally, Literacy Movement is a program started in 2017 by the Finnish 
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government that aims at promoting literacy and multiliteracy of Finnish residents, 

especially children and youth. The program follows four guidelines in its operations: 

inspiring children and young people to read, encouraging communities to support literacy, 

promoting the competence and cooperation of professionals, and creating structures that 

promote learning (The Literacy Movement 2020). As can be seen, involving schools in 

the national crusade for promoting reading and developing the literacy levels of Finnish 

children and youth is considered important. School is the only place where children and 

youth can be targeted as whole age groups, and this should be taken advantage of. Young 

learners should be directed towards frequent and versatile reading also within the 

educational setting. Moreover, reading in foreign languages in addition to their L1 will 

only help make the learners’ reading more diverse and richer in nature, adding to their 

overall literacy levels.  

 

2.2 L1 and L2 reading 

 

As regards to reading in a foreign language, the learner reading in the target language is 

almost by necessity disadvantaged when compared to a L1 reader in several areas. These 

areas cover dimensions such as vocabulary, synonyms, rhetorical and cohesive devices 

as well as colloquial expressions in that specific language (Häggblom 2006, 51). 

Therefore, instead of being able to read fluently for the overall content and meaning, the 

foreign language reader might need to compensate with reading every word and checking 

definitions and meanings of any unfamiliar ones, which not only places high demands for 

the reader’s memory and concentration but also prevents proper reading for meaning (Day 

& Bamford 1998 and Gregory 1996 as cited in Häggblom 2006, 51-52; Wikström 1991, 

27 & 38). Furthermore, differences in spoken and written language might cause further 

challenges for foreign language readers since the language skills needed for reading 

literature might be different from those (oral) skills usually practiced in foreign language 

classrooms (Häggblom 2006, 52; Wikström 1991, 35).  

 

On the other hand, foreign language learners are usually older than readers learning to 

read in their L1, and they can thus make use of their knowledge and experience to decode 

words and meanings in a foreign language. Furthermore, learners reading in a foreign 

language are already competent and literate in at least one other language, which might 

help reading literature in another language, too (Day & Bamford 1998 as cited in 

Häggblom 2006, 52). The relationship between L1 and L2 reading has been debated over 
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the decades. For example, Alderson and Urquhart (1984) questioned whether L2 reading 

(as opposed to L1 reading) is primarily related to language skills or reading skills (i.e. 

whether poor reading in L2 is due to poor L1 reading or insufficient L2 proficiency). They 

concluded that both reading skills and language skills affect reading comprehension but 

that language skills are of greater importance in this respect. Consequently, Alderson and 

Urquhart (1984) established a linguistic threshold which presents the level of language 

proficiency a reader must grasp in order to reach a reading level similar to that of a fluent 

L1 reader. 

 

As to the level of language skills required to be able to read fluently in L2, Niitemaa 

(2014, 142) notes that the extent of language learners’ L2 language skills and vocabularies 

has often been studied in terms of reading comprehension. In this approach the percentage 

of words a reader needs to know in order to understand a text is studied. It has been 

estimated that with the knowledge of 3000 language families a reader gets through 95% 

of English language text, but the number varies between different text types (Niitemaa 

2014, 102). The number also varies according to the reader’s interests and areas of 

expertise (Chen 2014, 234). This implies that a reader is more able to read texts that are 

closely related to their own areas of interests than texts that cover topics outside these 

areas. 

 

According to Niitemaa (2014, 143), there is a difference between receptive and 

productive knowledge of words. Receptive knowledge (i.e. sight vocabulary) refers to 

words a reader recognises and understands in a text while productive knowledge covers 

the words one is able to use when actively producing language. The receptive vocabulary 

is usually wider than the productive vocabulary. Research on the effect of versatile 

reading on a language learner’s vocabulary has suggested that through reading, new 

words can indeed be acquired but the usage of those new words often remains on the 

receptive level (Niitemaa 2014). Exercises such as reading comprehension and 

vocabulary recognition and production in addition to extensive reading can strengthen the 

acquisition process of the newly acquired vocabulary (Paribakht & Wesche 1997 as cited 

in Niitemaa 2014, 150). Reading in itself does not necessarily promote vocabulary 

expansion, and even if it does, a learner has to meet a new word multiple times – even 

10-20 times, according to different researchers (see Niitemaa 2014, 150) – before even 

being able to recognise its meaning. Therefore, extensive reading can be said mostly to 
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benefit those language learners that read considerably in their free time also (Pietilä & 

Merikivi 2014). 

 

2.3 L2 reading in the educational context 

 

In didactics, the concept of language skills in foreign language teaching and learning has 

evolved as notions of learning and language as such have evolved in the fields of 

psychology and linguistics (Veivo 2014, 26). The point of emphasis in foreign language 

teaching has varied accordingly. Language teaching in Finland today consists mainly of 

communicative language teaching (CLT) practices that build around the notion of 

communicative competence. CLT is based on a functional understanding of a language 

that implies that the primary function of a language is to deliver meanings in interaction 

with others. Communicative competence includes not only knowledge of what is being 

said but also the skills to say it in a way that is appropriate for the particular situation as 

well as to take into account the roles and intentions of those participating in the 

communication (Järvinen 2014, 101-102). CLT aims at authentic and relevant 

communication in target language that combines listening, speaking, reading and writing. 

Moreover, CLT aims at creating possibilities for authentic communication situations with 

interaction and negotiation of meanings (Järvinen 2014, 102). Perhaps along with the 

increased value on authenticity in language teaching and learning, a renewed interest in 

literature and reading in foreign language education seems to have awakened after a 

period of excessive emphasis of oral proficiency (Patrikis 2003, 2-3). Highlighting the 

importance of oral language skills can have led to the neglecting of “serious reading” with 

which Patrikis (2003, 2) refers to reading that is more than referential or merely searching 

for facts, and that functions to provoke questions as well as to awaken the reader’s 

judgement and imagination.  

 

In addition of purely linguistic skills, intercultural learning is an important aspect of 

language learning. Authentic literature along with other materials such as various types 

of texts and pictures, tv and radio shows as well as the internet can help the learner become  

acquainted with the real target culture. They provide valuable illustrations of the culture 

of those areas where the target language is spoken. Possibilities for authentic use of target 

language also benefit the learners and their needs since it can be assumed that the learner 

is learning a language precisely for the purposes of future authentic encounters. Authentic 
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materials such as literary texts bring to language teaching intercultural encounters, new 

perspectives and conflicts through which learning can take place (Pyykkö 2014, 201). 

 

Sell (1994) is one of the advocates for using literary texts and literature-based activities 

in language education. There are several benefits of integrating authentic literature into 

the L2 classroom (these benefits are described and discussed in section 2.3.1 below), but 

as Rönnqvist and Sell (1994, 59) state, enjoying literature can prove a valuable end in 

itself. Also Williams (1994, 32) emphasises the idea of working with literature without 

the necessity of being exposed to follow-up tasks related to the texts: “The signal this 

gives [the children] is that stories have an intrinsic value of their own: stories are 

something to be enjoyed, and they are not necessarily connected with some ‘ulterior’ 

didactic purpose.” Along with these lines of thought, Sell also states that teachers should 

be careful not to too heavy-handedly correct the learners’ errors when working with 

literature and that they should try to support the learners’ enjoyment of literary texts 

instead of using them too extensively as sources for linguistic examples. He recognises, 

however, that the learners’ understanding of linguistically correct forms must be ensured 

elsewhere in the education programme for them not to automate incorrect language forms 

when working with literature (Sell 1994, 8-10). 

 

2.3.1 Opportunities 

 

In general, literature should be used to complement language teaching and its linguistic 

aims in order to utilise it to the greatest possible extent (Erkaya 2005). Integrated in such 

a manner, the advantages of authentic literature in the EFL classroom are various. For 

example, Khatib, Rezaei and Derakshan (2011, 202-203) have compiled an impressive 

list of these advantages. They emphasise the role of literature as a source of authentic 

material and motivation, the latter of which is linked with a text’s relevance and 

enjoyment for a reader. According to the authors, literature can also enhance cultural 

consciousness and competence by bridging different cultures through universally shared 

concepts (such as love, hate, death and nature). Additionally, the authors point out the 

advantages of using authentic literature for learning different reading strategies, 

sociolinguistic skills, emotional intelligence and critical thinking as well as enhancing 

one’s grammatical and structural knowledge and broadening one’s vocabulary (Khatib et 

al. 2011, 203). 
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Hişmanoğlu (2005) considers literature as a tool to promote the process of language 

learning instead of a final objective that language learning aims at (see also Williams 

2014). Regarding the advantages of integrating literature in EFL teaching, Hişmanoğlu 

bases his article on an earlier study by Collie and Slater (1990, 3 as cited in Hişmanoğlu 

2005, 54-55), stressing the role of literature as valuable authentic material, presenting 

examples of rich and varied language and enticing personal commitment as well as an 

opportunity to familiarise oneself with different cultures. Furthermore, Hişmanoğlu 

(2005) emphasises the importance of literature in EFL teaching for not only all 

components of language (e.g. vocabulary, grammatical structures and pronunciation) but 

also to all areas of language competence (i.e. reading, writing, listening and speaking). 

This view seems to have gained also wider acceptance (see also e.g. Khatib et al. 2011, 

203; Erkaya 2005). For example, Erkaya (2005) uses short stories as an example of 

authentic literature reinforcing all four areas of language skills. She concludes this to be 

possible because of the motivational benefit embedded in fictional literature such as short 

stories. The motivational benefit of stories is based on them having a plot and a storyline 

(a clear structure with a beginning, a middle and an end) that facilitate comprehending 

the text and that encourage readers to continue reading to reach the conclusion and to find 

out the complete arch of the story (Erkaya 2005, 5; see also Wikström 1991, 37). 

 

Additionally, literature in the EFL classroom can be used for example to teach literary, 

cultural and higher-order thinking (Erkaya 2005), to strengthen the reader’s integrative 

motivation for language learning (Rönnqvist & Sell 1994, 59), and to engage the reader’s 

imagination and empathy. (Wikström 1991, 37.) Learning new words and expanding 

one’s vocabulary is often stated as the most important benefit of – or objective for – using 

authentic literature in L2 teaching and learning. This might happen even though it would 

not necessarily be a conscious objective when using literature. For example, Häggblom 

(2006, 228) claims that incidental vocabulary learning occurred during her research since 

any vocabulary work with the young EFL learners working with EFL texts concentrated 

on helping the readers understand the texts rather than learning new vocabulary per se. 

 

Rönnqvist and Sell (1994, 59) claim that through literature, readers (including foreign 

language learners) can increase their sociocultural awareness and that literature is one of 

the easiest ways to making pragmatic connections between linguistic forms and 

sociocultural as well as situational context. Also Erkaya (2005, 8) considers authentic 

literature good for teaching target culture to EFL learners. She states that authentic 
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literature provides insights into the culture about which it has been written, and that 

learning about different cultures then helps learners to understand and respect differences 

between people and cultures. 

 

In conclusion, the advantages of integrating authentic literature into the EFL classroom 

are various. They range from fairly concrete benefits to more abstract ones as well as 

from immediate achievements to future benefits. A large part of the benefits and 

opportunities of working with L2 reading are similar to those provided by L1 reading, 

however adding an extra component in terms of simultaneous improvement of L2 

competence. 

 

2.3.2 Challenges 

 

However, integrating literature into L2 teaching and learning is not without challenges. 

A vast part of these perceived challenges is related to challenges namely posed by the 

language itself: too demanding syntax, vocabulary, semantics and even phonetics and 

phonology (Khatib et al. 2011, 204-205). Unlike teaching materials produced or modified 

for teaching and learning purposes in the educational setting, authentic literature has not 

been written or modified to suit the needs of a L2 learner. Authentic materials with non-

modified language can thus be considered too difficult for language learners in general. 

Moreover, finding suitable material can be seen as too difficult and time-consuming. In 

addition, in the EFL setting, another major challenge is posed by the groups of learners, 

that by necessity consist of individual learners with different levels of language skills in 

English. Not only finding and choosing literature for such heterogenous groups of 

language learners but also enabling learners with different levels of language skills work 

on that literature can intimidate EFL teachers. However, it is not a requirement for 

integrating literature in the EFL classroom that the whole group of learners work on the 

same material, instead the learners themselves can be encouraged and helped to choose 

material that suits their individual levels of language skills. Accordingly, researchers have 

noted (see e.g. Carter & Long 1991 as cited in Khatib et al. 2011, 204) that challenges 

like these can be overcome with careful choice of materials and with involving the 

learners themselves in the process of material selection. 

 

Another challenge met by any foreign language literature project can be posed by the 

limited availability of materials. For example, a vast majority of materials in public 
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institutions such as libraries in Finland is naturally offered in the country’s two official 

languages, Finnish and Swedish. Materials in any other language are scarcer, even though 

for English the situation is not as difficult as for many other languages. Geographically, 

the circumstances are a little better in the Helsinki metropolitan region where, due to a 

growing number of inhabitants with foreign backgrounds, public institutions such as 

libraries have included more foreign language materials in their collections. However, in 

projects involving larger groups of readers (e.g. school groups), larger numbers of certain 

titles are usually needed, and individual copies available in public libraries might not be 

enough to ensure easy access to interesting titles for all participants. 

 

Moreover, as discussed earlier in chapter 2, overall interest and commitment towards 

reading has been declining during the recent decades. This might pose another challenge 

for introducing literature in the L2 classroom also, since if the learners are not accustomed 

to nor interested in reading in general, they might initially resist reading in a foreign 

language also. However, this is a challenge that needs to be tackled on a broader scope 

with all possible assistance available: Reading in any language will help engage learners 

in the joys of literature and reading.  

 

2.3.3 Choosing literary materials 

 

As mentioned in the section 2.3.2 above, one of the most challenging aspects of the use 

of literature in language education relates to choosing the literary materials to be used. 

Learning groups are often highly heterogenous in many ways, and materials need to be 

chosen accordingly. Concerning the criteria for selecting appropriate literature for EFL 

teaching, Hişmanoğlu (2005, 57) points out that when choosing the literary material to be 

integrated into the EFL classroom, the teacher needs to take into account the varying 

needs, motivations, interests, cultural backgrounds and language levels of the learners. 

Literature is more likely to have a valuable long-term effect on the reader’s linguistic and 

extralinguistic skills when the material is both meaningful and amusing. Thus, it is 

important to allow readers to approach literature relevant for themselves through selecting 

literary material that is relatable to the real-life experiences, emotions and dreams of the 

readers (Hişmanoğlu 2005; Rönnqvist & Sell 1994). In order to promote children’s 

motivation towards language learning, they should be encouraged to find pleasure in 

literary texts via enabling them to approach literature from their own point of view and 

with their own interests and preferences (Sell 1994, 24-25). Differentiation and 
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individualisation of foreign language reading through for example exposing learners with 

books of different levels of difficulty and allowing them to influence the choice of their 

own literary materials is of great importance to successfully build EFL literacy (see e.g. 

Häggblom 2006, 252). Some researchers strongly advocate the readers’ own choice as 

the only possible solution to choosing reading materials for L2 reading (see e.g. Bamford 

& Day 2004, 2). 

 

The level of linguistic difficulty of a text to be used in the EFL setting must be carefully 

considered. Aspects relating to a text’s level of difficulty include for example its lexical 

features, organisation, syntactic complexity, discourse structure, instances of irony, 

rhetorical structures, coherence and amount (lack) of pictures. Additionally, idioms, 

transfers of meaning, words with several alternative meanings, sub-technical vocabulary, 

superordinates, synonyms and autonyms can prove particularly difficult for foreign 

language readers (Häggblom 2006, 57). In her research, Häggblom (2006, 58) found that 

literary characteristics such as description (vs. action) and extended dialogue were 

difficult for the young EFL learners to grasp.  

 

Authentic literature written for native speakers of a certain language in its original form 

is sometimes considered too complex and demanding for second language learners of that 

language. For example, according to Rönnqvist and Sell (1994, 64-65), the literary canon 

such as classic novels can prove unsuitable for the purposes of language education 

because of them being outside the concentration span, interests and language skills of 

most young language learners. However, the use of simplified, graded or abridged 

versions of original literary texts can also have its drawbacks. Rönnqvist and Sell (1994, 

64) note further that important sociocultural connotations valuable for a specific text and 

its context as well as subtle nuances relating to for example the text’s characters and plot 

can disappear in the process of simplification. The readers might be left wondering as 

they sense that something has been left out. Moreover, a stylistic problem can occur as 

the simplified text might not repeat the linguistic sophistication of the original text, 

leaving the readers without the enjoyment of the text’s linguistic attraction. 

 

Overall, learning a language requires a substantial amount of target language input on a 

suitable level of challenge. For L1 learning the most important input is by necessity 

auditive, but older learners of a foreign language also benefit from considerable textual 

input (Pietilä & Lintunen 2014, 16). Krashen (1982; see also Chen 2014, 232) concludes 
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that EFL acquirers of all ages benefit from being challenged with language input that is 

slightly beyond their level of language skills in terms of independent language 

comprehension and that language acquisition input is most effective when it is natural, 

interesting and understood. Additionally, it is important that reading offers suitable 

challenges and that the learners’ own interests as well as choices relating to which books 

to read are valued in educational settings along with feelings of reading for excitement 

and enjoyment (Linnakylä & Malin 2007, 311). As a tool for encouraging learners find 

their own level of L2 reading, the term scaffolding is often referred to. Scaffolding refers 

to the temporary assistance that helps a learner to move towards new skills. It is future 

oriented and closely related to Vygotsky’s notion of zone of proximal development: 

“What a child can do with support today, she or he can do alone tomorrow” (Vygotsky, 

as cited in Gibbons 2002, 10). Therefore, helping a learner read and work on literature 

that is slightly above their level of language skills, encourages and enables them to 

develop their language skills accordingly. 

 

In conclusion, matching the learner with the optimal text in terms of both linguistic 

difficulty and relevance is of crucial importance for a successful reading experience (see 

also Chen 2014). Also, the concept of learner’s choice is an important aspect of 

motivation, meaning that having a choice in choosing reading materials is likely to have 

an effect on reading motivation as well as diminishing resistance towards literature and 

reading in general (Chen 2014; Lukukeskus 2017). In addition to giving the readers wider 

choice in choosing their own books, acknowledging different text types and formats can 

positively affect reading motivation and help induce even resistant learners towards 

literature and reading (Lukukeskus 2017). 

 

2.4 Guidelines for using authentic text materials in EFL teaching in Finland 

 

The practises of an EFL teacher in Finland are guided by certain broader guidelines such 

as the Common European Framework of Reference for Languages: Learning, teaching, 

assessment (CEFR) by the Council of Europe. The framework does not in itself require 

integration of authentic text materials or literature into EFL teaching but it takes into 

consideration the notion that foreign languages can be learned through exposure to 

authentic language such as unmodified literature in the target language (CEFR, 2001). 
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The CEFR was developed to overcome challenges arising from the different national 

education systems in Europe, and it intends to provide a common basis for foreign 

language teaching, learning and assessment across Europe through promoting 

transparency and international cooperation within the area of language teaching (CEFR 

2001, 1). The framework breaks language competence into different components, 

emphasising, however, at the same time the complex and holistic nature of 

communicational competence consisting of all the separate components of language 

competence interacting in the development of each unique human being (CEFR 2001, 1). 

However artificial the establishment of specific and distinct levels of language 

proficiency might be, the scale of defined levels proposed by the framework is useful for 

the practical purposes of segmenting the learning process and the components of language 

competence (CEFR 2001, 17).  

 

In addition to the CEFR, EFL teaching in Finland is guided both by the national 

curriculum and locally specified curricula for different levels of education that are, to 

some extent, linked with the CEFR. The national core curriculum for basic education 

(Finnish National Agency for Education 2014) presents the objectives for language 

learning according to the competence levels of the CEFR. For example, according to the 

national core curriculum, the learning objective for A-syllabus English after completing 

primary school (i.e. at the end of grade 6 in the Finnish education system) is A2.1 on the 

CEFR scale. Specifically for skills relating to interpretation of both oral and written texts 

(thus including also reading skills relevant for the purposes of the current research) this 

means that 

 

the student understands easy, familiar vocabulary and expressions as well 

as texts including clear speech. The student understands the main contents 

and the most important ideas of short and simple messages that are of 

personal interest for them and that consist of familiar vocabulary and 

predictable text. The student is able to derive simple meanings from the 

context (Finnish National Agency for Education 2014, 223; translation by 

the author).   

 

Also, the Finnish national core curriculum for basic education notes the importance of 

different types of texts, including authentic ones, in foreign language teaching already at 

primary school level. For example, A-syllabus EFL teaching for grades 3-6 includes a 

learning objective T10 that aims at “guiding the student to work with spoken and written 
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texts of different levels of difficulty through the use of different strategies for 

comprehension” (Finnish National Agency for Education 2014, 220; translation by 

author). Moreover, regarding the contents of A-syllabus EFL teaching, “deriving meaning 

of an unfamiliar word from immediate context” is mentioned as a part of language 

learning skills (Finnish National Agency for Education 2014, 220; translation by author). 

It is also specified that: 

 

Vocabulary and structures are learned through a variety of texts such as 

small stories, plays, interviews and lyrics. Opportunities to practice 

language use in more challenging situations are provided (Finnish National 

Agency for Education 2014, 220; translation by the author). 

 

Notions of diverse channels and mediums for communication, versatile learning 

environments as well as natural and relevant situations for language use for the learner 

are documented in the objectives relating to learning environments and methods (Finnish 

National Agency for Education 2014, 221). Authentic literature in target language that 

has not been produced or modified for teaching purposes provides particularly good 

opportunities for these. 

 

Moreover, the national core curriculum for basic education takes into consideration the 

notion of multilingual competence as a lifelong process, starting from early childhood 

and developing not only in school but also at home and during a learner’s free time. This 

concept has been noted in the curriculum for the teaching and learning of not only L1 but 

also of foreign languages (Finnish National Agency for Education 2014, 196). Therefore, 

as part of the school’s language education, the learners should be encouraged to use 

foreign languages also outside the classroom: 

 

 Students are guided to read texts suitable for their language skills. 

[---] 

Education establishes and strengthens the students’ confidence in their own 

capabilities to learn languages and to use even minor language skills 

courageously (Finnish National Agency for Education 2014, 196; 

translation by the author). 

 

In other words, already with just elementary knowledge of a language it is important to 

have access to different types of authentic texts in addition to materials developed or 

modified specifically for teaching purposes. Encouraged by the teacher and with 
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confidence in one’s own abilities, a learner can achieve positive experiences of success 

when working with authentic language. Personal and relevant experiences with language 

use make studying languages meaningful and attractive for learners. 

 

2.5 Authentic literature in the Finnish EFL classroom 

 

Today, authentic literature is used very little as part of foreign language teaching in 

Finland. This is due to several reasons. First of all, existing teaching materials (mainly 

available textbook series and attached exercise books by large publishers) are considered 

generally adequate for their purposes, which is why teachers of foreign languages seem 

to rely on these materials to a great extent. According to a wide research, 98% of foreign 

language teachers in Finland use a specific textbook often in their class. Out of the same 

teachers, 81% state to use fiction in their teaching rarely or never (Luukka, Pöyhönen, 

Huhta, Taalas & Keränen 2008, 95). In contrast, 76% of L1 teachers used the textbook 

often, whereas all L1 teachers participating in the research claim to utilise authentic 

fiction in their teaching (often 88% and sometimes 12%) (Luukka et al. 2008, 91). 

 

According to the same research conducted by Luukka et al. (2008, 97), a significant 

majority (89%) of foreign language teachers participating in the study agreed or partially 

agreed (50% and 39%, respectively) that textbooks (including books with both texts and 

exercises) are the most important teaching material in foreign language teaching. 

Furthermore, 37% of them agreed or partially agreed that all teaching materials needed 

can be found in the textbook whereas only about 25% of them disagreed (Luukka et al. 

2008, 97-98). This dominance of modified teaching materials and the absence of authentic 

materials in language education is not entirely without problems: 

 

The influence [of textbooks] on teaching practices and policies has been 

considered so great that [they] have been seen to function as a so-called 

hidden curriculum.  

[---] 

Teaching materials have an effect not only on the contents [---] of language 

teaching but also on what kind of activities and functions they guide 

students towards. Through reading a textbook and completing exercises 

attached to it, the students are socialised into a certain way of reading texts 

and working with them. The exercises delineate the objectives and ways of 

interaction in the classroom (Luukka et al. 2008, 64; translation by the 

author). 
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In other words, L2 teaching materials produced intentionally for the purposes of teaching 

can guide the learners towards artificial uses of target language, away from diverse and 

authentic use that should, in fact, be the ultimate objective of foreign language education. 

 

Moreover, the prevailing emphasis on oral language skills in foreign language teaching 

(e.g. dialogues and conversations as exercises in the classroom setting) has resulted in 

decreased attention on language skills relating to written language (i.e. reading and 

writing) (Luukka et al. 2008, 152). Also, the range of different types of texts utilised in 

foreign language teaching is very narrow, usually including mostly texts from the printed 

textbooks or narrative texts (Luukka et al. 2008, 103-105 & 152). Additionally, a little 

over a half (about 54%) of teachers of foreign languages felt that the textbooks correspond 

well to the contents of national curricula (Luukka et al. 2008, 98). In other words, almost 

half of the foreign language teachers do not think that the textbooks meet the contents of 

the curricula, but still in practice textbooks are the material extensively used in the FL 

classroom. A clear need for ways to encourage foreign language teachers to integrate 

authentic materials outside textbooks into their classrooms can be seen. 

 

All in all, as Sulkunen (2012, 32) notes, reading should be encouraged and explicitly 

taught through for example the teaching of reading strategies. Sulkunen also calls for 

teaching reading in the educational setting over subject specific borders and combining 

efforts between between individual subjects. 
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3 RESEARCH DESIGN 

 

In this chapter the research design of the current study is discussed. First, the process of 

applying for a research permit and some important ethical considerations relating to the 

research are discussed. Second, the actual research design is described. Then, book talk 

as a method for introducing literature to various audiences is presented, and finally, the 

role of book talk in foreign language education is briefly outlined.  

 

In practice, the research at hand was conducted as a case study. A group of 5th grade (11-

12 years old) EFL learners in a Finnish primary school in Helsinki participated in a book 

talk session given by a special library assistant from the Helsinki City Library. Actual 

data for the survey was gathered through two separate questionnaires carried out after the 

book talk session. Prior to the data gathering, a research permit was applied for from the 

Education Division of the City of Helsinki. Also, especially since the participants of the 

research were young children, a strict code of ethical considerations was followed in order 

to ensure rightful gathering, handling as well as analysing of the information collected 

during the research at hand. The process of applying for a research permit is delineated 

below. 

 

3.1 Research permit and ethical considerations 

 

The Education Division of the City of Helsinki requires any researcher wishing to collect 

information within its field of practice to apply for a research permit. In the application, 

the aims, purposes and methods of the research as well as safe storage and filing or 

obliteration of the collected data must be clarified. Moreover, a consent to participate 

must be obtained from a guardian if the participants are children under the age of 15 (The 

Education Division of the City of Helsinki, 2019). 

 

The Finnish National Board on Research Integrity (TENK) has prepared a set of ethical 

guidelines all research conducted in Finland must comply with. The ethical principles for 

research in the humanities and social and behavioural sciences – and thus guiding the 

ethical consideration for the present study also – are divided into three areas: 

1. Respecting the autonomy of research subjects, 

2. Avoiding harm and 

3. Privacy and data protection (TENK 2009, 5). 
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First, autonomy of research subjects includes that participation in any research should be 

voluntary and based on informed consent. Second, the principle for avoiding harm relates 

to data collection, data storage and possible consequences following the publication of 

research results. Any mental harm should be avoided through treating research subjects 

with respect as well as reporting the results in a respectful manner. Avoiding social and 

financial harm relates to proper consideration of privacy and data protection throughout 

the research. Finally, protection of privacy is an established principle in research ethics, 

and data protection forms the most important part of privacy protection in research data 

collection and processing as well as publication of findings (TENK 2009, 5-13). These 

issues were carefully considered both before and during the research process. 

 

To begin the actual process for obtaining a research permit, the principal of the primary 

school selected was first contacted by the researcher after preliminary discussions with 

the EFL teacher of the learning group to be participating in the research. The research 

plan was approved by the principal and a permit to carry out the research with the 

particular learning group was obtained from the school. Next, an official research permit 

application form with relevant annexes was delivered to the Education Division of the 

City of Helsinki. The annexes included descriptions of the research plan (including 

samples of the questionnaires to be used to collect information) and ethical considerations 

of the research as well as an information letter to be sent for the participants’ guardians 

and the consent document for guardians to be signed for the learners to be allowed to 

participate in the research (The Education Division of the City of Helsinki, 2019). In the 

information letter and the consent form it was clarified what for and how information was 

to be collected, how and for how long the collected data would be stored, and that no 

personal information or details other than the participant’s gender would be asked for in 

the questionnaires. It was also made clear that participating in the research was 

completely voluntary and that a participant could withdraw from it at any point of the 

process. Following the guidelines of the research permit procedure, the participants’ 

guardians were to sign a hard copy of the consent form sent to them and to return it to the 

researcher before the start of the data collection phase.  

 

The research and its data collection process were very transparent and safe for the 

participants. The activities relating to the research were similar to those of normal EFL 

learning activities at a primary school. Data was collected through anonymous 
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questionnaires where no personal details were asked for, and the collected data was 

handled anonymously also at the analysis phase. No individual participant could be traced 

back to their answers in the research. It was made clear that the collected information 

would only be used for the purposes of the particular researcher’s Master’s Thesis and 

that the information would be stored only on the researcher’s personal computer and 

handled by the researcher only. None of the data collected was to be handed over for 

anyone not directly involved with the research (i.e. the researcher). The research did not 

involve any attempts to try to affect the participants and it did not have any harmful 

consequences for them afterwards. Instead, it was stated that the research might carry 

positive effects not only for the school participating in the research but also for EFL 

teachers on a wider scale through valuable information on integration of authentic 

literature on EFL teaching and learning already with learners as young as primary school 

age.   

 

Out of the learning group of sixteen learners, fourteen received the guardian’s consent 

required to participate in the actual research conducted through two questionnaires. 

 

3.2 Research design 

 

The research was conducted as a case study. A group of 5th grade EFL learners in a 

Finnish primary school in Helsinki participated in a book talk session given by a special 

library assistant from the Helsinki City Library. During the book talk session, the special 

library assistant introduced twelve English language children’s books to the group. 

Afterwards the learners were encouraged to familiarise themselves with the books and 

choose at least one for closer inspection and/or reading. Reading a complete book was 

not required, nor were the learners supposed to complete assignments or reports based on 

the books they had read. The focus of the project was thus on getting acquainted with 

authentic English language literature through extensive reading. The books were stored 

in the group’s EFL classroom for the duration of the project to ensure easy access to them. 

After the book talk, actual data gathering for the present study was conducted via two 

separate questionnaires mapping the learners’ thoughts and ideas on both the book talk as 

well as the books introduced. Only the responses by learners with appropriate parental 

consent were taken into consideration as a part of the information gathered for the present 

study (n=14).  
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The group of learners participating in the project was studying English according to a 

comprehensive A2-syllabus (i.e. at the point of the research, they had been studying 

English at school for two years). All learners in the group studied French as their first 

foreign language at school. According to the EFL teacher of the group, the learners’ levels 

of English skills were quite high, and at the beginning of the following school term the 

group was to be united with learners of A1-syllabus English (i.e. those learners who had 

studied English as their first foreign language at school for three years or more). 

 

Several researchers have emphasised the need for a teacher to help structure foreign 

language reading with the objective of equipping the readers with strategies for coping 

with unfamiliar vocabulary (see e.g. Häggblom 2006, 228-229). Such strategies for 

solving problems at times of comprehension break-downs can include approaches such 

as re-reading, stopping and thinking (guessing), word-skipping, making connections to 

similar sounding words in one’s L1, note-taking, group discussions and using dictionaries 

as well as asking a grown-up, a sibling or the teacher (Häggblom 2006, 229). In some 

instances of extensive reading, the use of dictionaries can be discouraged since it easily 

disrupts the flow of reading, and instead, the readers are encouraged to read on in spite of 

any unfamiliar words (Bamford & Day 2004, 2). However, for the literature project at 

hand, the choice was left for the learners whether to ignore and skip unfamiliar words or 

to check their meaning from a dictionary or a nearby person. Therefore, before the start 

of the actual project, the learners briefly discussed possible supporting strategies for 

reading authentic literature in a foreign language with their EFL teacher as instructed by 

the researcher. During the discussion, it was highlighted that the idea in the present 

literature project was to read for the main contents of a story instead of having to 

understand every single word in the text. This was emphasised in order to encourage the 

learners to continue reading in spite of unfamiliar words. Furthermore, a list of tools for 

figuring out the meaning of unknown words was compiled in class with the teacher’s 

help, and a poster of the list was hung up on the wall of the school’s EFL classroom. The 

list included the following strategies for overcoming unknown words: 

• deriving meaning from surrounding words (context), 

• using pictures to deduce meaning of words, 

• asking a classmate/friend, 

• asking the teacher, and 

• using a dictionary. 
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3.3 Book talk – inspiration and persuasion 

 

Book talk is all about telling, about opening books for listeners through 

telling about them. By nature, it is closer to fiction than fact: it is more 

important to tell about the book’s characters than its number of pages 

(Mäkelä 2015, 13; translation by the author). 

 

Book talk is a method that aims at luring people towards books and literature. It is about 

inspiration and declaration, persuasion, declamation and seduction as well as coaxing and 

ranting about books – about making a book feel alive and exciting (Mäkelä 2015, 19). 

The underlying idea is to talk about a particular book in a manner that engages the 

listeners and leaves them feeling an urge to read the book to find out more about the story. 

Book talk is not a book report or a review (Bodart 1980, xii), but it serves to offer 

experiences and function as a mediator between a reader and a story (Mäkelä 2015, 19). 

Book talk can even provide new ideas and alternatives even for an experienced reader 

(Mäkelä 2015, 19). 

 

A person giving a book talk does not have to be a librarian or any other professional 

within the field of literature (Mäkelä 2015, 22). For example, teachers can easily reach 

vast numbers of children and youth, and with their own example inspire them to develop 

an interest in books and reading. Furthermore, the audience of a book talk can consist of 

any kind of people and take place anywhere (Mäkelä 2015, 38). Local libraries often offer 

book talk for school groups either at their own premises or at the school, but they can also 

arrange events with book talks addressing different genres and different age groups of 

readers outside the national education system. A very efficient way to reach adults as well 

as children is to introduce book talk at parental meetings at schools and kindergartens 

(Mäkelä 2015, 38). 

 

According to Joni Bodart (1980, 12-14), a book talk must have an assigned structure for 

each book introduced: 1) an introduction to action, 2) an insight on what happens in the 

book, and 3) a culminating sentence (ending action without an actual conclusion: leaving 

the listeners aware that something is about to happen). In other words: It is good to begin 

the book talk by naming both the author and the book, allowing time for everyone to view 

the cover unhurriedly. The first sentence of the actual talk is important: it functions to 

activate the listening process as well as to awaken interest. The ending is also of great 

importance. The idea is to leave listeners uncertain and wanting more; with a fear of 
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missing out on something if not finishing the story by reading the book. In between, it is 

recommended to avoid talking too much about details and revealing too much of the 

book’s secrets. It might prove useful to read out loud a well-chosen excerpt from the book 

(Mäkelä 2015, 62). 

 

Mäkelä (2015, 73) recommends including different types of books in a book talk session: 

something for everyone. During the session, it is good to vary between longer and shorter 

talks, between books targeted at different readers (e.g. female and male), and between 

different themes and types of books (e.g. sports-related stories, animal stories as well as 

humorous, adventurous and melancholic ones). It is important to include easier and 

shorter pieces but also more challenging ones (Mäkelä 2015, 73-74) as within a group of 

learners, the readers are most likely going to settle on a very wide continuum as regards 

to their reading skills, practices and motivation. However, it is also possible for a person 

giving book talks to concentrate and specialise in a specific genre or field of literature 

such as poetry, fantasy, horror or comics (Mäkelä 2015, 77-83). 

 

Mäkelä (2015, 55) states that children should not be forced or required to read books but 

instead they should be lured towards literature and reading through bringing interesting 

examples of a wide variety of books into their hands. In a classroom, book talk can also 

be implemented as peer inspired activities. Books introduced by classmates might seem 

even more exciting than those brought in by an adult. Moreover, preparing a book talk 

for peers equips the student with a variety of skills: from reading to thinking, writing and 

presenting (Mäkelä 2015, 102-103). 

 

In the Finnish education system, the subject of mother tongue (i.e. Finnish or Swedish) 

was re-labelled in the 1990s to more clearly express the notion of literature as a part of 

language studies. The previous title was replaced with the new name mother tongue and 

literature (äidinkieli ja kirjallisuus), and along this shift of attention has not only the 

number of teachers interested in book talk as a method of introducing and teaching 

literature in the classroom increased but the same seems to have happened with the 

number of those teachers who actually themselves implement the very method in their 

teaching (Mäkelä 2015, 23; see also Mäkelä 2010). 
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3.3.1 Book talk in foreign language education 

 

However, even though book talk is gaining more prominence in Finland as a method for 

bringing literature into the classroom, a vast majority of it occurs within the scope of 

mother tongue (i.e. Finnish/Swedish) education. Book talk as part of foreign language 

education is still remarkably rare. On the homepage of the national Association of book 

talkers in Finland (http://kirjavinkkariyhdistys.fi/), there is no information on book talk 

in English. There are no book talkers either on the homepage who report to give book 

talks in English. Moreover, the special library assistant participating in the project for this 

particular research at hand stated to be the only person in the whole Helsinki library to 

work on book talks about English language children’s and youth books. Therefore, one 

factor affecting the scarcity of foreign language book talk might be the limited availability 

of foreign language book talkers themselves. Also, as discussed earlier in section 2.3.2, 

another challenge met by any foreign language literature project in Finland is posed by 

the limited availability of materials. Public institutions such as libraries usually offer wide 

selections of material in both Finnish and Swedish, but materials in any other language 

are fairly rare even within Helsinki area where the situation tends to be better than in other 

parts of the country. For projects involving larger groups of readers (e.g. school groups), 

a larger number of certain titles are usually needed, and individual copies available in 

public libraries might not be enough to ensure easy access to interesting titles for all 

participants. If schools themselves do not have enough foreign language titles and copies 

of relevant and up-to-date literary works in their own libraries and inventories, L2 reading 

might be further discouraged. 

 

For the purposes of the present study, book talk was utilised to research the opportunities 

of and challenges in implementing authentic literature into EFL teaching and learning 

with young, primary school learners. As a part of this research, a special library assistant 

introduced twelve children’s books in English for a group of 5th grade EFL learners. As 

proposed by the special library assistant, taking into consideration the learners’ young 

age and their level of EFL skills, Finnish was used at times to support the learners’ 

comprehension even though English was the main language of the book talk. The book 

talk was between 20-25 minutes in length, and it was implemented on a Friday afternoon, 

during the last class of the week for the group of learners.  
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3.4 Materials 

 

The books for the book talk were selected by the special library assistant. One of the key 

elements of book talk is that the titles introduced are to be of personal liking and 

preference for the person introducing them. Furthermore, as a professional in their field, 

the library assistant has held similar sessions earlier as well. He is aware of the general 

levels of EFL learning on a more personal level also. Moreover, the books were relatively 

recently published and selected so that they would correspond to the interests and 

language skills of 5th grade EFL learners, but since the aim of the research at hand was to 

collect information on learners’ thoughts on literary materials’ suitability for their own 

use both regarding their interests and level of language skills, also books deemed “less 

suitable” would have given important information for the purposes of this research. (In 

addition, as the idea of book talk is to give fresh ideas and insights about literature, it is 

usual to leave out examples of well-known and popular books or books series. Here too, 

books such as the Harry Potter -series and the Wimpy Kid -series were not included.) 

Finally, it can be considered to increase the reliability of the study that the materials used 

were selected by a person neutral to and detached from the interests of this study. 

 

The books selected are briefly introduced in table 1 and presented in more detail in 

appendix A. The order of the books in table 1 follows the order of their presentation at 

the book talk (starting from easier picture books and ending with more demanding, longer 

novels). 
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Table 1. The books selected for and introduced in the book talk. 

 Author Book title Genre/category No. of 

pages 

1. Milner, Kate My Name is Not Refugee picture book 32 

2. Santat, Dan After the Fall: How Humpty 

Dumpty Got Back Up Again 

picture book 36 

3. Easton, Grace Cannonball Coralie and the 

Lion 

picture book 40 

4. Harris, Chris I’m Just No Good at Rhyming 

And Other Nonsense for 

Mischievous Kids And 

Immature Grown-Ups 

rhyming book 230 

5. Fisher, Isla Marge in Charge children’s novel 192 

6. Seegert, Scott Sci-fi Junior High  children’s novel 300 

7. Walliams, David Billionaire Boy children’s novel 296 

8. Patterson, James Pottymouth and Stoopid children’s novel 305 

9. Harris, Neil 

Patrick 

The Magic Misfits children’s novel 253 

10. Libenson, Terri Invisible Emmie children’s 

graphic novel 

192 

11. Dahl, Roald Charlie and the Chocolate 

Factory 

children’s novel 176 

12. Messner, Kate The Exact Location of Home children’s novel 250 

 

The twelve books introduced for the group of learners in the book talk by the special 

library assistant included different kinds of books: picture books with varying number of 

words, children’s novels with varying number of pictures, as well as one graphic novel. 

Additionally, the number of pages of the books varied quite notably from 32 to 205 (see 

table 1). Furthermore, theme-wise, the titles responded to different interests. 

 

3.5 Methods 

 

The actual data gathering was completed through two questionnaires filled in by learners 

of the 5th grade EFL group participating in the project. Both questionnaires aimed at 

surveying the learners’ thoughts and ideas about the book talk itself, the literature project 

as a whole, as well as the particular books introduced. The objectives were to find out 
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what kind of books the learners had found both interesting and suitable for their actual 

level of language competence. Another objective was to study the opportunities book talk 

as a method has to offer for introducing literature into foreign language education. Both 

questionnaires were completed in Finnish (L1 for all learners in the group). The English 

translations of the questionnaires are provided for the purposes of this thesis only (see 

appendices B.2 and C.2). 

 

The first questionnaire (the original in Finnish presented in appendix B.1; English 

translation in appendix B.2) was filled in by 14 learners of the group immediately after 

the book talk. The learners were encouraged to familiarise themselves with the books 

presented by the special librarian and fill in the questionnaire based on their thoughts 

about the book talk as well as the books themselves. Regarding the book talk, the 

questionnaire aimed at surveying the learners’ general thoughts and perceptions, as well 

as the level of challenge posed by the talk being held (for the most part) in English. 

Learners were also asked to name at least one book they found the most interesting out 

of the books introduced as well as to provide reasons for naming that particular book. 

Learners were also asked if there was a book (or several) they felt they did not want to 

read, and the names and reasons for these were again requested. Furthermore, an open 

question at the end of the questionnaire provided the learners the possibility to tell what 

kinds of books they would have liked to hear more about. Finally, some background 

information was gathered from the learners: their gender, reading habits in L1 as well as 

whether or not they had read a book (or several) in English before. 

 

The second questionnaire (the original in Finnish presented in appendix C.1; English 

translation in appendix C.2) was filled in by 13 learners of the same group of learners 3,5 

weeks later. (One of the respondents in the first questionnaire was not present when filling 

in the second questionnaire.). With the second questionnaire, the purpose was particularly 

to investigate the learners’ perceptions and impressions on the books they had reviewed 

and/or read during the project period after the book talk. Due to practical reasons the 

books were read mainly at school during EFL lessons under the duration of those 3,5 

weeks. Regarding the books the learners had leafed through but not read, reasons and 

motives behind the decisions not to read a particular book were inquired. This data was 

to be used not only to compile a list of books the learners have considered meaningful 

and linguistically suitable for themselves within the scope of the present study, but also 

to chart characteristics of such suitable literature in more general terms. For background 
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information, like the first one, the second questionnaire also included questions on the 

respondent’s gender, their previous experience on reading in English and the quantity of 

their reading in L1. 
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4 RESULTS 

 

In this chapter the results drawn from the two questionnaires are presented question by 

question in the order of their appearance on the actual questionnaires. All English 

translations for the academic purposes of this research report are by the author. The 

questionnaires were designed and answered wholly in Finnish (the respondents’ L1) in 

order to avoid any possible disruptions in understanding when filling in them.  

 

4.1 Questionnaire 1 

 

The first questionnaire was filled in by the learners after the book talk given by the special 

library assistant. Out of the group, a total of 14 learners had received the required parental 

consent, and only their reactions and thoughts about the book talk and the books 

introduced were surveyed with the first questionnaire. Out of these respondents (n=14), 

eight classified themselves as boys, three as girls and three did not want to specify their 

gender.  

 

Two general questions not directly relating to the book talk and research project itself 

were included in the questionnaire to gain some background information on the learners’ 

reading habits. As can be seen from figure 1, eight (57%) of the respondents stated that 

they read books in their L1 (i.e. Finnish) often or fairly often, and three respondents 

replied reading in Finnish sometimes. Only three of the respondents claimed to read in 

Finnish fairly rarely, and no one admitted never to read books in Finnish. 

 

 

Figure 1. Reading in L1. 

often 50%
(7)

fairly often 7% (1)

sometimes 21%
(3)

fairly rarely 21% 
(3)

never 0% 
(0)

Reading in L1 (n=14)
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The second question asked whether or not the respondents had read a book or several 

books in English before the project. As figure 2 shows, nine (64%) of them had indeed 

read in English before. The question did not allow for a possibility to specify what kind 

of a book/books the learner had read (or even whether some had considered EFL 

textbooks as such), but it seems apparent that some of the learners in the group had been 

exposed to English language literature at least to some extent already before the project 

at hand. 

 

Figure 2. Learners’ earlier reading in English. 

 

4.1.1 The book talk  

 

Next, questions related to the book talk were presented. A majority of ten respondents 

stated that it had been easy for them to understand the book talk given in English whereas 

five of them had experienced some difficulties. One of the learners particularly 

commented that there could have been more talk about the books in Finnish.  

 

For the question asking for the learners’ thoughts and initial reactions about the book talk 

given by the special library assistant, the respondents were asked to choose as many 

alternatives as they found suitable for their own response (for the results, see figure 3). 

Additionally, the learners had a possibility to answer the question in their own words 

(though none of them chose to do so). Most of the respondents regarded the book talk 

given by the special library assistant as fun (eight responses) and interesting (seven 

responses). Furthermore, five respondents considered the book talk useful, and four of 

them found it inspiring. On the other hand, some of the respondents thought the session 

yes 64%
(9)

no 36% 
(5)

Read a book/books in English before 
(n=14)
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was boring and not interesting (five and four responses, respectively). However, since 

the learners were asked to choose all alternatives as they found suitable, there were only 

three respondents who did not choose any of the more positive alternatives in their 

responses. Even these learners considered the books introduced at least to some extent 

positively and all of them found at least one book they would have liked to read. 

 

 

Figure 3. The book talk: learners’ views (A). 

 

The book talk was implemented on a Friday afternoon, during the last lesson of the week 

for the group of learners. The group had participated in an outdoor sports event earlier 

that day, and they returned to school specifically for the book talk. This might have had 

an effect on the learners’ concentration and their overall energy levels. As figure 4 shows, 

five of the respondents considered the book talk (ca. 20-25 minutes) as suitable in length, 

whereas nine of them thought it was too long. None claimed it to have been too short. 

 

0% (0)

29% (4)

29% (4)

36% (5)

36% (5)

50% (7)

57% (8)

0 10 20 30 40 50 60

other, please specify

not interesting

inspiring

boring

useful

interesting

fun

% (no. of responses)

The book talk, A (n=14)
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Figure 4. The book talk: learners’ views (B). 

 

4.1.2 The books: First impressions 

 

The learners were encouraged to take a closer look at the titles and familiarise themselves 

with the books after the book talk. Then, the learners’ first impressions on the books were 

surveyed in two (to some extent overlapping) respects: first, how appealing the books 

seemed content-wise and second, how appropriate the learners found them in terms of the 

level of required language skills.  

 

As can be seen from figure 5, most of the respondents considered the books funny and 

nice (eight responses) as well as including a suitable number of pictures in them (nine 

responses). Additionally, five respondents also found the books interesting. However, 

three of them regarded the books as boring, and some thought there was too much text in 

the books (two responses). Two of the characteristics listed in figure 5 relate not only to 

the contents of the books but also to the considered level of difficulty: the number of 

pictures and the amount of text in the books. However, they are included here in figure 5 

in order to specifically include in figure 6 only those factors clearly connecting solely 

with the level of difficulty.  

0% (0)

36% (5)

64% (9)

0 10 20 30 40 50 60 70

too short

suitable in lenght
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% (no. of responses)

The book talk, B (n=14)
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Figure 5. The books: First impressions: perceived characteristics. 

 

As can be seen from figure 6, a vast majority with ten of the respondents considered the 

books as suitably difficult language-wise. Four respondents regarded them as too easy 

and three as too difficult. This is a clear indication that there is a definite need for different 

kinds of books that require different levels of language skills even within a single book 

talk. This was anticipated since, as discussed earlier in section 2.3.2, most times learning 

groups are so heterogenous in nature that the language skills levels of individual learners 

might differ from those of others greatly. Respondents reacted to different books in a 

different manner: here, too, they were able to choose all alternatives they found suitable. 

Therefore, some of the respondents had answered both “suitably difficult” and “too easy” 

or any other combination of the alternatives when responding to more than one book. 
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Figure 6. The books: First impressions: perceived level of difficulty. 

 

In general, the respondents considered the books positively. More than a half of them 

(eight responses) stated there was no book among those twelve books introduced in the 

book talk that they would not like to read. When asked to name one or more titles they 

found the most interesting, the responses were quite divided. This too was expected, 

considering the individual learners’ distinct interests and preoccupations. The responses 

can be seen in table 2. 
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Table 2. Titles considered interesting by the respondents. 

Book title 
No. of 

responses 

I’m Just No Good at Rhyming and Other Nonsense for 

Mischievous Kids And Immature Grown-Ups 
3 

The Magic Misfits 3 

After the Fall: How Humpty Dumpty Got Back Up Again 2 

Invisible Emmie 2 

Cannonball Coralie and the Lion 2 

Billionaire Boy 2 

Marge in Charge 2 

Pottymouth and Stoopid 2 

Exact Location of Home 1 

Charlie and the Chocolate Factory 1 

Sci-fi Junior High 0 

My Name is Not Refugee 0 

 

total no. of responses 
20 

 

Two of the titles, Sci-fi Junior High and My Name is Not Refugee, did not receive any 

namings: they did not appear particularly interesting for the learners at this point of the 

project. 

 

The learners were then asked to specify why they found a particular book interesting. The 

responses were requested in the form of an open-ended question, and a relatively wide 

range of reactions was offered, varying from clearly content-related motivators to those 

linked purely with the expected level of language skills required to read a particular book 

(see table 3). Some of the responses consist of two parts (e.g. A nice book but too difficult) 

or are more ambiguous in nature (e.g. Nice illustrations; because it’s half novel half 

graphic book). Therefore, it is not relevant to try to locate the responses in clear-cut 

categories, and instead, they are positioned on a continuum ranging from content-related 

reactions to those more clearly relating to the perceived level of difficulty. 
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Table 3. Appealing characteristics of interesting books: the learners’ views. 

 

content 

 

 

 

 

 

 

 

 

 

 

 

 

level of difficulty 

Because magicians are funny. 

Because there are funny rhymes in it. 

Because rhymes are funny. 

Books that include magic are nice. 

magic is good 

Because toilet paper. 

Seemed quite funny 

a quite funny and interesting book 

It is quite interesting. 

Nice illustrations 

because it’s half novel half graphic book 

Suitable amount of text and not too difficult words 

A nice book but too difficult. 

Seemed funny and suitably difficult 

because it was easy to read 

Suitable level, not too much text. 

 

The same occurred when the respondents were asked whether there were titles they would 

not care to read. Five titles were named: Sci-fi Junior High (two namings), Billionaire 

Boy, The Magic Misfits, Cannonball Coralie and the Lion and I’m Just No Good at 

Rhyming and Other Nonsense for Mischievous Kids And Immature Grown-Ups. The 

respondents’ reasons for not finding the specific titles interesting enough to be read can 

be placed on a similar continuum as in table on the previous page, ranging from content-

related reactions to those relating to the perceived level of difficulty (see table 4). 

 

Table 4. Characteristics of uninteresting books: the learners’ views. 

 

content 

 

 

 

level of difficulty 

magic is not good  

seemed boring 

Just seemed boring 

It didn’t look like an interesting book 

because the story was not interesting and the text was 

quite difficult 

Too long 
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Finally, the learners were asked what kind of books they would have liked to hear more 

about in the book talk, and even here the responses cannot be clearly distinguished into 

content-related and those related to the level of difficulty: 

• Fantasy books. 

• Rhyming books probably. 

• Comic books/cartoons. 

• Comics. 

• Easy books. 

• Books that are easy to understand. 

 

4.2 Questionnaire 2 

 

The second questionnaire was filled in by 13 learners of the group (one of the original 

respondents of the first questionnaire was not present at the time of the second survey). 

Seven of them had completed or almost completed reading at least one of the books 

introduced for them in the book talk 3,5 weeks earlier. Out of these seven learners, one 

had read three books and two others had read two each. Additionally, even those students 

who had not read a book fully had read parts of at least one book. The most common 

reason for not completing a book was lack of time. Only one student stated that they had 

neither read nor leafed through any of the books.    

 

4.2.1 The books 

 

The books read completely and partially by the learners during the project are presented 

in table 5.  
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Table 5. Titles read (almost) completely or partially by learners. 

Book title 

Read (almost) 

completely 

(no. of learners) 

Read partially 

(no. of 

learners) 

After the Fall: How Humpty Dumpty Got Back 

Up Again 

2 1 

Cannonball Coralie and the Lion 2 - 

Sci-fi Junior High 2 1 

Charlie and the Chocolate Factory 1 1 

I’m Just No Good at Rhyming and Other 

Nonsense for Mischievous Kids And Immature 

Grown-Ups 

1 - 

Marge in Charge 1 2 

My Name is not Refugee 1 - 

Pottymouth and Stoopid 1 - 

Billionaire Boy - 1 

Invisible Emmy - 1 

The Exact Location of Home - 1 

 

The learners were asked how they had liked the book they had read completely or almost 

completely. Some more general responses included statements such as it was a really 

good book, it was quite a good book., and it was nice. Other responses (presented in table 

6) were more precisely related to either the content of the book or the perceived challenge 

posed by the language in the book. 

 

 

 

 

 

 

 

 

 

 

 



 

41 
 

Table 6. The learners’ opinions on books read. 

Content of the book: 

• I liked the book because it had a funny plot. 

• It was quite nice because there were some funny things happening in it. 

• I liked it even though I didn’t read it completely. I liked it because I like sci-

fi books. 

• There was enough of humour and pictures and there was a good story. At the 

same time I learned new words. 

• The book was really good because the poems in it were clever and extremely 

funny. 

• It was happy and nice. 

Difficulty of language (perceived challenge): 

• The level [of difficulty] was easy. 

• The book was good because there were not too many new words in it. 

• They were too short and I read them both in a minute. I only read them as I 

was waiting for to get to read “I’m no good at rhyming”. 

 

In the second questionnaire, the learners were also asked why they had not finished 

reading a book they had chosen (NB: However, reading a complete book was not required 

at any point of the project). The most common answer was the lack of time (seven learners 

named this as a reason for not completing their reading). One learner stated: “I didn’t 

finish reading the book because there was too little time and the text was too difficult.” 

The response does not specify whether there was not enough time for reading in general 

or whether the book was so difficult to read that it took too much time (in which case an 

easier book could have been finished). Additionally, one learner stated that they did not 

have the energy to read the book any more. 

 

Even those learners who did not finish the books they had been reading were mostly 

intrigued by them. Most of the comments were related to the contents of the books, either 

an individual learner’s overall impression on a book or more specifically its plot, 

characters, pictures, or text:  
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• Nice book. Cute character. 

• It was quite good. I had read the same book in Finnish earlier. 

• The book was interesting and the plot seemed interesting. 

• The book seemed quite good but I didn’t have time to read that much. The pictures 

in the book were good and funny. Also the text was quite funny. 

 

In addition, two of the respondents reacted to the level of difficulty posed by the books 

and their language: 

• It was suitably difficult and quite nice. 

• There could have been more pictures in the book because they helped to 

understand what was happening in the book. The story was quite interesting but 

there were too difficult words in it. 

 

In the first response above (“It was suitably difficult and quite nice.”) it is clear that the 

learner has found the book not only suitable as regards to its perceived level of linguistic 

difficulty but also personally relevant and interesting in terms of its content. The second 

response above, on the other hand, suggests that the particular respondent considered their 

book personally quite interesting but too challenging in terms of its language (There could 

have been more pictures in the book because they helped to understand what was 

happening..., ... there were too difficult words in it.). 

 

One response was more general in nature: 

• [The book was l]ousy because I wasn’t allowed to read it completely. 

 

The response does not specify the reason for not being able to finish the book. However, 

based on other responses in the survey some possible explanations could have been either 

lack of time or limited availability of certain copies of the books (which resulted in 

learners having to share few available copies with their classmates).  

 

Some of the students leafed through some books but decided not to read them. When 

asked for reasons for this, two learners mentioned that the book seemed to be too short or 

to have too little text in it. This referred to these individual learners perceiving these 

particular books (“too short”, “I wanted a book that was a little longer”) as too easy or 

not providing challenge enough for them to appear interesting or motivating. 
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Additionally, some responses stated that the book did not seem interesting enough in 

general, and one claimed that the book was already taken by another learner: 

• I didn’t read the book because the story wasn’t interesting. 

• It wasn’t really interesting. 

• Because it was already taken. 

 

Interestingly, when studying the learners’ responses that consider the level of difficulty 

posed by different books, a distinct group of three books (My Name Is Not a Refugee, 

Cannonball Coralie and the Lion, and After the Fall...) stand out. All of them received 

several comments about them having too little text in them and thus being not perhaps as 

interesting as some of the other books available. Comments such as “too short” or “too 

little text” show that the respondents wanted to read longer texts that pose a little more 

challenge for them. All of these three books can be classified as picture books, and the 

numbers of pages in them were the lowest among the books in this research (reaching a 

maximum of 40 pages). 

 

Another group of books were deemed suitable in terms of the linguistic challenge posed 

by them. This group included the books Sci-fi Junior High, Invisible Emmie, Pottymouth 

and Stoopid, and Charlie and the Chocolate Factory. In spite of the fact that this grouping 

has been made based on individual learners’ comments and therefore most likely do not 

present the thoughts of the whole group, they have something in common that can be seen 

to influence them being seen as suitable in terms of their difficulty. All of these books 

have a great number of pictures in them, and especially in Sci-fi Junior High and Invisible 

Emmie the pictures carry an important role in the book and they thus support the story to 

a great extent. Reading such a book with plenty of illustrations is considered easier 

because the pictures help understand the plot even though a reader would not necessarily 

understand all individual words. 

 

Additionally, one book, Marge in Charge, was considered too difficult. In the 

respondent’s words: 

 

“I didn’t finish reading the book because there was not enough time and 

the text was too difficult. There could have been more pictures in the book 
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because they helped me to understand what happens in the book. The story 

was quite interesting, but there were too difficult words in it.” 

 

Here again, the comment is from an individual respondent only, but it clearly shows that 

even though the contents of a book would seem interesting for a reader, it is impossible 

to enjoy the reading experience if the text is too difficult. This is probably not the case 

for this individual learner only, but it is such a logical line of thought that it most likely 

affects most (if not all) L2 readers in general. What remains a question is whether this 

particular reader could have enjoyed the experience more with help from for example a 

teacher, who, through scaffolding practices, could have helped the reader understand the 

text better. This was, however, not part of the present study. 

 

4.2.2 Reading authentic literature in English 

 

The learners’ overall responses to reading authentic literature in English were surveyed 

through the second questionnaire. The responses were very positive. Nine learners (69%) 

considered reading in English nice or quite nice (four and five responses respectively), 

whereas only two responses regarded it as boring (15% of the total group of 13 learners). 

Some of the responses were more neutral in nature (either as separate answers or as 

additions to the positive comments):  

• It was not even terribly difficult. 

• They [the books] were quite easy to read though. 

• It was not that strange for me. 

• The same as it feels to read in Finnish. 

• Reading in English is familiar to me already. 

• You learned new words in a different manner [when reading in English], but the 

book talk was a little boring. 

 

However, as can be seen from these more neutral responses, several respondents indeed 

claimed that reading in English could not be considered very different from reading in 

Finnish (i.e. their L1). Also, reading in English was “not even terribly difficult” or “not 

that strange”. This seems a very positive outcome. It shows that even young EFL learners 

at primary school level are able to read in English just like they read in Finnish. Their 

level of language skills in L1 and L2 are by necessity greatly different, but this did not 

seem to affect them perceiving reading in their L2 negatively at all. The more L2 reading 
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feels to be on a level of difficulty suitable for a specific reader, the more likely they get 

to experience joy that at least to some extent fluent reading evokes. 

 

One respondent claimed very concretely having learned new English words through 

reading in English. (Another learner also stated this when explaining their reasons for 

liking a particular book, see table 6 on page 41.) The response does not specify how or 

why the learner feels this to have happened, but the learner’s response shows clearly that 

they feel something positive happened in their L2 vocabulary while reading.  

 

Overall, the learners reacted very positively to the project involving English language 

literature in the EFL classroom setting, and 11 (85%) of them claimed they would like to 

read English literature at school later also. Additionally, five of them were interested in 

having another book talk about English children’s literature at school. Furthermore, as 

can be seen from figure 7, four of the respondents stated that they would definitely read 

books in English in their free time even after the project. All of them had read English 

language literature already earlier. On the other hand, over a half of the respondents 

(seven responses) stated that in the future, they might read books in English in their free 

time. Interestingly, this category included six of the learners that had not read books in 

English before. Therefore, introducing authentic L2 literature into the primary school 

EFL classroom can be concluded to have had a positive effect on the learners’ attitudes 

towards L2 reading.   

 

 

Figure 7. Reading in English in the future. 

 

yes 31%
(4)

no 15%
(2)

maybe 54%
(7)

After this project, are you going to read books in 
English in your free time? (n=13)
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4.2.3 The literature project 

 

Finally, the second questionnaire aimed at surveying the learners’ overall reactions to the 

literature project as such. Their responses were very positive. Altogether nine respondents 

stated that the project was nice (two responses), quite nice (six responses), or quite good 

(one response). Two of the respondents were not very intrigued by the literature project 

(“Finnish is an exceptionally nice language.”, “Boring.”), and one remained undecided 

(“I don’t know.”). Other responses (either as separate entries or as part of the positive 

ones) elaborated a bit more on the question: 

• It was nice to get acquainted with books in English. 

• This wasn’t the first time for me to read books in English. 

• I could read in English during other times also. 

• There could have been more time. 

• Some of the books were a little boring but it was good that there were also very 

different kinds of books. 

 

These responses show that a majority of the learners found the EFL literature project 

interesting and that they viewed getting to know English language children’s books 

positively. Another positive aspect was that the learners voluntarily stated their wish to 

read in English in the future too. Regarding the variety of books introduced for the group 

during the project, it was interesting to notice that the learners acknowledged the 

importance of versatility of titles even if not all of them were interesting for themselves. 
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5 DISCUSSION 

 

In this chapter the research questions set for the study are revisited. The questions 

(originally presented on page 3) are: 

 

1. How do primary school EFL learners perceive the use of authentic target language 

literature as a part of their EFL instruction? 

2. What are the advantages and challenges posed by book talk as a method for 

introducing authentic target language literature in the EFL classroom? 

3. Which characteristics of authentic literature are perceived as meaningful and 

linguistically appropriate by primary school EFL learners and why? 

 

In the following sections these questions will be covered accordingly: Section 5.1 

addresses the first research question about the use of authentic literature in the primary 

school EFL education, and section 5.2 deals with the second question about book talk as 

a method for introducing authentic literature into the EFL classroom. Finally, sections 5.3 

and 5.4 address the third research question and the characteristics of relevant and 

linguistically suitable literature from the perspective of 5th grade EFL learners. 

 

5.1 Authentic literature in the primary school EFL classroom 

 

Both the learners’ initial responses to the introduction of authentic English children’s 

literature as well as their final conclusions about the project were very positive. The 

learners participated in the book talk with open minds, and their first reactions to the 

books introduced were optimistic. Among those books presented, more than half of the 

learners found at least one book they wished to read. The learners seemed to value the 

wide selection of different books, and for almost all of the books presented there was at 

least one learner who named that book as an interesting title.  

 

In the second questionnaire the learners often mentioned that they did not have enough 

time to finish reading a particular book they had started. A question left without an answer 

is whether a longer time period in general or more allocated reading time during the period 

of 3,5 weeks would have allowed the learners to actually read more. During this project, 

due to certain issues it was agreed that the books were kept in the school’s EFL classroom 

and the learners were not able to take the books home to read. This would, however, be 
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highly recommended in any situation where possible, since readers tend to read each at 

their own pace, some requiring more time to immerse themselves in literature than others. 

As Bamford and Day (2004, 3) note, the most part of extensive reading takes place outside 

school hours, at the learner’s own time, when and where they choose. 

 

As concluded above, the learners’ general responses to reading authentic English 

language literature were positive. Several of them mentioned that reading in English did 

not feel very difficult or very much different from reading in Finnish. This can be 

considered a positive sign in the sense that the learners, even though most of them were 

familiarising themselves with English language children’s books for the first time, were 

not intimidated by such authentic L2 literature. This supports the idea that even young 

EFL learners at primary school level can read and enjoy authentic L2 literature. The 

questionnaires did not precisely ask the learners to respond on the possible outcomes in 

terms of their EFL learning, but two of the respondents stated concretely having learned 

new vocabulary in English during the project. The learners themselves felt something 

positive happen in their EFL vocabulary while reading. 

 

Finally, yet another positive issue in the results of the study was that the learners wished 

to read in English in the future too. As many as 11 (85%) of the respondents stated that 

they would like to read English literature at school in the future too, and six respondents 

claimed that they might read books in English in their free time also in the future even 

though they had not done so prior to the project. Therefore, the results show that the 

introduction of authentic L2 literature in the primary school EFL classroom can generate 

a positive effect on the learners’ attitudes towards L2 reading in their free time also. 

 

5.2 Book talk as a method for introducing authentic literature into the EFL 

classroom 

 

Overall, the actual book talk given as a part of this research was regarded positively by 

the learners participating in it. Almost half of them were interested in having another book 

talk about English children’s literature at school in the future. Book talk clearly seemed 

like a good way to introduce authentic literature for a group of learners: the book talk 

situation itself did not differ too much from a normal EFL lesson and the learners were 

actively listening to the presentations on different books. After the short presentations, 

the learners were very eager to examine the books closer, and many of them were 
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disappointed for not being able to start reading immediately since the copies of the 

presented books could not be left at the school’s premises at that point. All in all, the book 

talk clearly engaged and inspired the learners.  

 

As discussed earlier in section 3.3.1, the challenges related to this approach relate most 

of all to resources: The limited number of book talkers working on languages other than 

Finnish (or in some instances Swedish) and the limited availability of literary materials 

on languages other than Finnish or Swedish within the public institutions such as the 

library networks or the schools themselves. Here too, some of the learners expressed their 

worry for not being able to read the most interesting books since the few copies were 

already taken by their classmates. 

 

In conclusion, even though book talk as a method for introducing authentic literature is 

not common in the educational EFL setting in Finland, it has the potential to function just 

as well as in the scope of L1 education where it is widely used, and its potential for 

introducing literature and generating interest and joy in reading should not be overlooked 

but actively taken advantage of.  

 

5.3 Characteristics of interesting and meaningful literature 

 

The learners’ initial responses on the books presented for them during the book talk were 

positive. Most of the comments about the books concerned the contents of the books on 

a very broad level (the books were mentioned to seem e.g. nice, funny, or interesting). 

Also, content-related issues were mentioned often when the learners were asked to specify 

why they found a particular book interesting. The responses related to broader 

characteristics of the contents of a book (e.g. interesting, funny, funny rhymes, nice 

illustrations) as well as to more specific themes or items related to the contents of a book 

(e.g. magic, magicians, toilet paper). Also for books not deemed interesting the reasons 

behind these thoughts had to do both more broadly with the overall impression of the 

book (e.g. boring, not interesting) as well as more specifically on the contents of 

particular book (e.g. magic is not good). Overall, almost all of the titles presented in the 

book talk were named by at least one student as an interesting book. This strongly reflects 

the anticipated versatility of interests between individuals in a learning group. It was also 

interesting to see that the learners inherently understood this and valued the versatility of 
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different types of book available even if they did not consider all of them interesting 

particularly for themselves. 

 

Furthermore, even though the book talk included a fairly wide variety of different types 

of books, the learners would have liked to hear more about for example fantasy books, 

rhyming books as well as comic books and cartoons. This, too, is a visible indication that 

readers’ preferences differ from one another and that their interests should be taken into 

account when choosing reading material for a group of learners so that every reader would 

be able to find such literature that feels both relevant and interesting and thus motivating. 

 

Moreover, the results of the second questionnaire show that content-related 

characteristics of books that the readers liked were related to the book’s events, story or 

plot (considered happy, nice or funny), characters, good humour, clever texts and nice 

illustrations. In many of the answers, the respondent had considered both the content of 

the book as well as its level of difficulty: them both being on an appropriate level (e.g. “It 

was suitably difficult and quite nice.”) or one of them, usually the challenge posed by the 

language, at a level not considered suitable (e.g. “The story was quite interesting but there 

were too difficult words in it.”). Finally, if a book did not seem interesting, it was enough 

for at least some learners to not read the book (“I didn’t read the book because the story 

wasn’t interesting.”). This emphasises the importance of an interesting content relevant 

for the reader in terms of reading motivation. 

 

5.4 Perceptions of linguistic challenges in authentic literature  

 

The learners’ initial responses to the books showed great variation in terms of how the 

learners considered the books presented in terms of their linguistic challenge. This 

emphasises the need for different kinds of books that require different levels of language 

skills even within a single book talk due to the heterogenic nature of learning groups and 

the differing levels of language skills between the learners in them.  

 

In some instances, considerations relating to the perceived level of challenge posed by 

the language also affected the book not being chosen to be read. Furthermore, one 

response stated that even though started, a book had not been finished because the 

language in it had been too difficult (“I didn’t finish reading the book because there was 

too little time and the text was too difficult.”). Therefore, a suitable level of linguistic 
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challenge is of importance in L2 reading. This could be seen also in the learners’ wishes 

to hear more about “easy books” and “books that are easy to understand” in the book 

talk. The levels of language skills in any given group of learners is likely to vary at least 

to some extent, and it is of crucial importance to take this into consideration when 

choosing materials for L2 reading. 

 

The results of the second questionnaire show that issues relating to the level of linguistic 

challenge posed by the book played an important role when determining the overall 

impressions on the books. A suitable level (not too challenging) was considered good 

(e.g. “The book was good because there were not too many new words in it.”), but on the 

other hand too short and easy books were not considered as interesting as some of the 

other titles (“They were too short - - - I only read them as I was waiting for to get to read 

‘I’m no good at rhyming’”, “I wanted a longer book.”). Finally, even if the content of the 

book was deemed interesting, too difficult language was sometimes a bigger barrier to 

enjoyment. 

 

The reasons relating to the level of language challenge for why particular books seemed 

interesting or not for the learners were stated either on a broader level (e.g. too difficult, 

suitably difficult, suitable level, easy to read) or in more precise terms (e.g. suitable 

amount of text, not too difficult words, not too much text). The number of illustrations was 

also brought up in some responses: a suitable number of pictures seemed to support 

understanding of a text otherwise too demanding. This was emphasised even further 

through the results of the second questionnaire. The books that the learners had found 

especially suitable in terms of the linguistic challenge posed by them were indeed those 

books that include plenty of illustrations. Similar impressions were expressed in the 

learners’ wishes to have had more cartoons and comic books presented in the book talk. 

All in all, illustrations seem to form an important aspect of books for ELF reading for 

primary school learners. 
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5.5 Limitations and suggestions for further research 

 

The present study has some limitations. First, as it was completed as a case study its 

purpose has been most of all to provide information on a particular field of study through 

examining data gathered from one particular group of respondents. The sample of EFL 

learners participating in the study was small, and many of the responses obtained through 

the questionnaires represent individual learners’ thoughts and values only. Therefore, the 

results of the study cannot as such be generalised to be true for all 5th grade EFL learners 

in Finland. It can, nevertheless, as an example, offer valuable information for both 

teachers and researchers in the field about the integration of literature into the EFL 

classroom.  

 

The method chosen for the research served well to fulfil the purpose of the study, that is, 

to obtain an overview of the issues related to its research questions. However, 

questionnaires as a method for data collection can include some challenges also, and in 

terms of this research also, it was not always possible to fully conclude whether a 

respondent had completed the questionnaire as to their best intent. However, most of the 

questionnaires completed could be appreciated to have been done so with care and 

attention and they followed a logical line of thought throughout the questions.  

 

Since the results of the present study cannot be generalised to apply on a wider level, an 

interesting possibility for further research would be to further study the subject with an 

emphasis on building a more comprehensive framework for determining characteristics 

of suitable L2 literature in terms of the contents of the literature as well as the challenge 

posed by its authentic language. Such general guidelines could help more EFL teachers 

in integrating appropriate authentic literature in their classrooms.  

 

Furthermore, the participating group’s teacher’s views on the project as a professional of 

EFL education as well as an expert on the specific group of learners could have provided 

interesting information to complement the data collected from the 5th grade EFL learners 

through the two questionnaires.  
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6 CONCLUSION 

 

The aim of the current research was to describe and understand issues involved in using 

authentic literature in the context of EFL education in Finland. In terms of the first 

research question about primary school level EFL learners’ perceptions on integrating 

authentic target language literature into their EFL education, it can be concluded that the 

responses of the learners both initially after the book talk as well as at the end of the 

project were very positive. Among the books presented in the book talk, most of the 

learners found at least one book they wished to read.  

 

At the end of the project many of the learners stated that they had not had enough time 

for reading and that they indeed would like to read in English both at school and in their 

free time in the future as well. Many of the respondents also mentioned that reading in 

English did not feel very difficult or very much different from reading in Finnish. This 

can be considered a positive sign in the sense that the learners, even though most of them 

were familiarising themselves with English language children’s books for the first time, 

were not intimidated by such authentic L2 literature. This supports the idea that even 

young EFL learners at primary school level can read and enjoy authentic L2 literature. As 

a general conclusion, therefore, it can be stated that the introduction of authentic L2 

literature in the primary school EFL classroom can generate a positive effect on the 

learners’ attitudes towards L2 reading in their free time also. Two of the respondents also 

in more concrete terms stated having learned new English words through reading during 

the project even though possible outcomes in terms of the respondents’ EFL learning were 

not specifically asked for in the questionnaires. The learners themselves had noticed 

something positive happen in their EFL vocabulary while reading. 

 

As to the second research question about book talk as a method of introducing authentic 

literature in the EFL classroom, it can be noted that served well in this type of a situation. 

Book talk clearly seemed like a good way to introduce authentic literature for a group of 

learners as well as to engage them in authentic English language children’s fiction, and 

almost half of the respondents were interested in having another book talk about English 

children’s literature at school in the future. 

 

In conclusion, even though book talk as a method for introducing authentic literature is 

not common in the educational EFL setting in Finland, it has the potential to function just 
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as well as in the scope of L1 education where it is widely used, and its potential for 

introducing literature and generating interest and joy in reading should not be overlooked 

but actively taken advantage of.  

 

Finally, for the third research question containing two parts concerning the characteristics 

of interesting and relevant as well as linguistically suitable authentic literature it can be 

concluded that the heterogenous nature of EFL groups results in the fact that a wide 

selection of reading materials should be made available when introducing authentic 

literary texts for a group and that individual readers valued aspects in the books widely 

different from their classmates. To begin with, the characteristics relating to the books’ 

contents the respondents deemed positively were various. They related to the book’s 

events, story or plot, characters, humour, text as well as illustrations. Almost all of the 

books presented in the book talk were considered interesting by at least one respondent, 

which reflects the expected variation in individual learners’ interests. Moreover, even 

though the book talk included many different types of books, the learners expressed their 

wish to have heard about an even wider variety of them. All this indicates that it is 

important to take into account readers’ different interests in the selection of reading 

materials. This enables every learner discover literature that they find both relevant and 

interesting and thus motivating. 

 

To elaborate further, the results show that also in terms of the linguistic challenge posed 

by the books individual readers require versatile possibilities for reading. In some cases, 

considerations relating to the perceived level of challenge posed by the language resulted 

in a book not being selected for reading or, if started, for not finishing reading the 

particular book. Thus, an appropriate level of linguistic challenge is crucial in L2 reading. 

This could be seen also in the learners’ wishes for more easy books to have been included 

in the book talk. 

 

The responses covering the books’ perceived levels of difficulty included comments on 

aspects such as the length of the book, the amount of text in it, the number of new or 

difficult words within the text, or the number of illustrations in the book. The number of 

illustrations seemed to greatly support a reader’s understanding of a text otherwise too 

demanding. The books deemed particularly appropriate by the learners in terms of their 

linguistic challenge were indeed those books that include plenty of illustrations. Similar 

impressions were expressed in the learners’ wishes to have had more cartoons and comic 
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books presented in the book talk. All in all, illustrations seem to form an important aspect 

of books for ELF reading for primary school learners. 

 

In conclusion, the results of this research show that different learners find different types 

of literature interesting. It was also clear that the book’s perceived relevance and interest 

combined with its alleged linguistic challenge together were the most important 

determinants for the book’s overall enjoyment. Since it is not possible for example for a 

teacher to know beforehand what will prove to be of interest as well as appropriate 

language-wise for learners in any given group, it is important to have a wide range of 

literature available when introducing authentic literature into the EFL classroom. In 

instances where the teacher has been working with a particular group for a longer time, 

they might know each other better and the teacher might thus have some knowledge of 

the learners’ areas of interest. This kind of information can be highly valuable when 

choosing what kind of books to introduce to the group. 
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APPENDICES 

 

Appendix A.1: Books (list of titles) 

 

 
 
Book talk May 3rd, 2019 

 

1. Kate Milner: My Name is Not Refugee 

2. Dan Santat: After the Fall: How Humpty Dumpty Got Back Up Again 

3. Grace Easton: Cannonball Coralie and the Lion 

4. Chris Harris: I’m Just No Good at Rhyming and Other Nonsense for Mischievous Kids And 

Immature Grown-Ups 

5. Isla Fisher: Marge in Charge 

6. Scott Seegert: Sci-fi Junior High  

7. David Walliams: Billionaire Boy 

8. James Patterson: Pottymouth and Stoopid 

9. Neil Patrick Harris: The Magic Misfits 

10. Terri Libenson: Invisible Emmie 

11. Roald Dahl: Charlie and the Chocolate Factory 

12. Kate Messner: The Exact Location of Home 

 

 



 

 
 

Appendix A.2: Books 

 

1. Kate Milner: My Name is Not Refugee (The Bucket List, 2017) 

 

“Our town is not safe for us any more. Leaving will be sad, but quite exciting too. The 

journey will belong, but Mum will be there every step of the way. How would you feel if 

you had to leave your home behind? 

Amnesty International UK endorses My name is not Refugee because it shows 

why the human rights to home, safety and dignity are so important.” 

 

2. Dan Santat: After the Fall: How Humpty Dumpty Got Back Up Again (Andersen Press 

Ltd., 2018) 

 

“Life begins when you get back up. My name is Humpty Dumpty. I’m famous for falling 

off a wall. But that’s only half the story, because I decided to get back up. And when I did, 

something amazing happened...” 

 

3. Grace Easton: Cannonball Coralie and the Lion (Lincoln Children’s, 2018)  

 

“Coralie longs to join the circus to be with her new friend, Lion, but the Man in the Big Hat 

says her tricks just aren’t good enough. 

A heart-warming tale about the importance of friendship and standing up for 

yourself.”  

 

4. Chris Harris & Lane Smith: I’m Just No Good at Rhyming and Other Nonsense for 

Mischievous Kids And Immature Grown-Ups 

 

“Do you love dinosaurs? Well, tough luck! There are NO DINOSAURS in this ENTIRE 

BOOK.  Not even a SINGLE MENTION. Don’t worry, though, there are plenty of other 

things in here, like: flying sharks, a four-humped camel, a balding werewolf, the word 

“ouroboros”, an upside-down cow, the baddest bad word. 

 All this and more in this radically inventive, absurdly funny (and a little bit 

naughty) poetry collection for children of ALL ages, except 11,5.” 

 

5. Isla Fisher & Eglantine Ceulemans: Marge in Charge (Piccadilly Press, 2016) 

 

“Meet Marge, the mischievous babysitter with rainbow hair who loves to make a mess and 

bend the rules... At dinnertime Chef Marge cooks up chocolate soup, and at school Marge 



 

 
 

the Musician conducts a chaotic concert in the playground! In these three stories, Jake and 

Jemima have brilliant fun with their new babysitter, but will they manage to tick off all the 

jobs on Mummy’s list?”  

 

6. Scott Seegert & John Martin: Sci-fi Junior High (Scholastic Children’s Books, 2017) 

 

“Hi, I’m Kelvin Klosmo, the new kid in the galaxy. This is my new school, and here’s what 

I learned on my first day at Sci-Fi Junior High: 

• Intergalactic food fights are fun (but really, really gross). 

• Aliens can be bullies, too. 

• Oh, and a mad scientist is out to conquer the universe, and we’re al doomed! 

Wait, WHAT?” 

 

7. David Walliams & Tony Ross: Billionaire Boy (Harper Collins Children’s Books, 

2011) 

 

“Meet Joe Spud, the richest 12-year-old in the world. Joe has everything he could ever 

want: his own Formula One racing car, a thousand pairs of trainers, even an orang-utan for a 

butler! Yes, Joe has everything he wants, but there’s just one thing he really needs: a 

friend...” 

 

8. James Patterson, Chris Grabenstein & Stephen Gilpin: Pottymouth and Stoopid 

(Young Arrow, 2017) 

 

“My name’s David, and my best friend is Michael. Together, we’re Pottymouth and 

Stoopid! Except we’re totally not. Those are just the crummy, unfair nicknames that we got 

stuck with in preschool. But now things are about to change. I can’t give away the whole 

story, but here’s a hint: it involves a TV show, a funeral, an evil cheerleader, and a couple 

of delicious McFlurrys. Trust me, you’ll never guess how this one ends, or our names 

aren’t... well, you know.” 

 

9. Neil Patrick Harris, Alec Azam & Lissy Marlin: The Magic Misfits (Egmont, 2017) 

 

“Do you believe in magic? Magic comes in all shapes and sizes and colours and tastes and 

smells and feelings. Magic may even come in the shape of a book...  

 When street magician Carter Locke runs away he finds himself alone and in 

danger... and the MAGIC MISFITS are born!  



 

 
 

The first in a magical new adventure series with real magic tricks for you to try at 

home!” 

 

10. Terri Libenson: Invisible Emmie (Harper Collins Publishers, 2017) 

 

“This is the story of two totally different girls – quiet, shy, artistic Emmie and popular, 

outgoing, athletic Katie – and how their lives unexpectedly intersect one day, when an 

embarrassing note falls into the wrong hands...” 

 

11. Roald Dahl & Quentin Blake: Charlie and the Chocolate Factory (Puffin Books edition, 

2013) 

 

“Willy Wonka’s famous chocolate factory is opening at last! But only five lucky children 

will be allowed inside. And the winners are: Augustus Gloop, an enormously fat boy whose 

hobby is eating; Veruca Salt, a spoiled-rotten brat whose parents are wrapped around her 

little finger; Violet Beauregarde, a dim-witted gum-chewer with the fastest jaws around,; 

Mike Teavee, a toy pistol-toting ganster-intraining who is obsessed with television,; and 

Charlie Bucket, Our Hero, a boy who is honest ad kind, brave and true, and good and ready 

for the wildest time of his life!” 

 

12. Kate Messner: The Exact Location of Home (Bloomsbury Children’s Books, 2018) 

 

“Kirby “Zig” Zigonski has always thrived in the world of simple circuits, lightbulbs, 

buzzers, and motors. Electronics are, after all, much more predictable than most people – 

especially his father, whom Zig hasn’t seen in over a year. When his dad’s latest visit is 

cancelled with no explanation and his mom seems to be hiding something, Zig turns to his 

best friend, Gianna, and a new gizmo – a garage-sale GPS unit – for help. 

Convinced that his dad is leaving clues around town to explain his absence, Zig 

sets out to find him. Following one after another, logging mile after mile, Zig soon 

discovers that people aren’t always what they seem... and sometimes, there’s more than one 

set of coordinates for home.”  

 

 

 

 

 

 

 



 

 
 

Appendix B.1 Questionnaire 1 (2 pages) 

 

BOOK TALK / Kirjavinkkaus in English   3.5.2019 

 

 

Tämänpäiväinen __________ pitämä kirjavinkkaus oli (valitse niin monta kuin haluat):

꙱  kiva 

꙱  hyödyllinen 

꙱  tylsä 

꙱  innostava 

꙱  mielenkiintoinen 

꙱  ei minua kiinnostava 

꙱  sopivan pituinen 

꙱  liian lyhyt 

꙱  liian pitkä

꙱  jotain muuta, mitä: _________________________________________________________________ 

  

Kirjavinkkauksen englanniksi puhuttuja osia oli (valitse yksi parhaiten sopiva): 

 

꙱  helppo ymmärtää 

꙱  vaikea ymmärtää 

 

 

Muita ajatuksia tämänpäiväisestä kirjavinkkauksesta: 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

 

BOOKS / Kirjat 

 

__________ esittelemät kirjat olivat (valitse niin monta kuin haluat):

꙱  kivoja 

꙱  mielenkiintoisia 

꙱  hauskoja 

꙱  tylsiä 

꙱  liian vaikeita  

꙱  liian helppoja 

꙱  sopivan vaikeita  

 

꙱  sopivasti kuvia 

꙱  liian pitkiä 

꙱  liian paljon tekstiä

꙱  jotain muuta, mitä: __________________________________________________________ 

 
 
Esitellyistä kirjoista eniten sinua kiinnostavia olivat (nimeä ainakin yksi, enintään kolme kirjaa): 
Perustele valintasi. 
 
Kirjan nimi: _____________________________________________________________________ 

Perustelu:_______________________________________________________________________ 

 

Kirjan nimi: ______________________________________________________________________ 

Perustelu: _______________________________________________________________________ 

 

Kirjan nimi: ______________________________________________________________________ 

Perustelu: ________________________________________________________________________ 

 



 

 
 

Oliko esiteltyjen kirjojen joukossa jokin kirja / joitain kirjoja, jota /joita sinun ei tee mieli lukea? 

꙱  kyllä  ꙱  ei 

 

Jos vastasit edelliseen kysymykseen ”kyllä”, nimeä alle (enintään kolme) kirjaa, jotka eivät kiinnosta 
sinua:  
 

Kirjan nimi: _________________________________________________________________________ 

Perustelu: __________________________________________________________________________ 

 

Kirjan nimi: _________________________________________________________________________ 

Perustelu: __________________________________________________________________________ 

 

Kirjan nimi: _________________________________________________________________________ 

Perustelu: __________________________________________________________________________ 

 

Minkälaisista kirjoista olisit halunnut kuulla lisää? 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

 

BACKGROUND INFORMATION / Taustatietoja 

 

Olen ꙱  tyttö  ꙱  poika  ꙱  en halua sanoa 

 

Olen aiemmin lukenut englanninkielisen kirjan/englanninkielisiä kirjoja 

꙱  kyllä  ꙱  en 

 

Luen omalla äidinkielelläni kirjoja (valitse yksi parhaiten sopiva): 

 ꙱  usein 

꙱  aika usein  

꙱  silloin tällöin 

꙱  aika harvoin 

꙱  en koskaan    

THANK YOU! 

 

 

 

 

 

 

 

 

 



 

 
 

Appendix B.2 Questionnaire 1 (English translation; 2 pages) 

 

BOOK TALK     May 3rd 2019 

 

Today’s book talk by __________ was (choose as many alternatives as you want): 

꙱  fun 

꙱  interesting 

꙱  useful 

꙱  inspiring 

꙱  boring 

꙱  not interesting 

꙱  suitable in length 

꙱  too short 

꙱  too long

꙱  other, please specify: ______________________________________________________________ 

  

The parts of the book talk in English were (choose one best alternative): 

 

꙱  easy to understand 

꙱  difficult to understand 

 

 

Other thoughts about today’s book talk: 

_____________________________________________________________________________________

____________________________________________________________________________________ 

____________________________________________________________________________________ 

 

 

BOOKS 

 

The books introduced by __________ were (choose as many alternatives as you want): 

꙱  nice 

꙱  interesting 

꙱  funny 

꙱  boring 

꙱  too difficult 

꙱  too easy 

꙱  suitably difficult 

 

꙱  too long 

꙱  too much text  

꙱  suitable number of 

pictures

꙱  other, please specify: _____________________________________________________________ 

 

The most interesting of the books introduced today were (name at least one, max. three books): 

 

Book title: _________________________________________________________________________ 

Please explain why: __________________________________________________________________ 

 

Book title: _________________________________________________________________________ 

Please explain why: __________________________________________________________________ 

 

Book title: _________________________________________________________________________ 

Please explain why: _________________________________________________________________ 

 

 



 

 
 

Was there a book / were there books you do not want to read?  

꙱  yes  ꙱  no 

 

If you answered “yes” to the previous question, please give names of the books (max. three books): 

 

Book title: _________________________________________________________________________ 

Please explain why: __________________________________________________________________ 

 

Book title: _________________________________________________________________________ 

Please explain why: __________________________________________________________________ 

 

Book title: _________________________________________________________________________ 

Please explain why: __________________________________________________________________ 

 

What kind of books would you have liked to hear more of? 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

BACKGROUND INFORMATION 

 

I am ꙱  a girl  ꙱  a boy  ꙱  don’t want to say 

 

I have read a book/books in English before 

꙱  yes  ꙱  no 

 

I read books in my first language 

 ꙱  often 

꙱  fairly often  

꙱  sometimes 

꙱  fairly rarely 

꙱  never     THANK YOU! 

 

 

 

 

 

 

 

 



 

 
 

Appendix C.1 Questionnaire 2 (3 pages) 

 

Taustatietoja     toukokuu 2019 
 

Olen ꙱  tyttö  ꙱  poika  ꙱  en halua sanoa 

 

Olin ennen Jannen kirjavinkkausta lukenut englanninkielisen kirjan/englanninkielisiä kirjoja 

꙱  kyllä  ꙱  en 

 

Luen omalla äidinkielelläni kirjoja 

 ꙱  usein 

꙱  aika usein  

꙱  silloin tällöin 

꙱  aika harvoin 

꙱  en koskaan    

 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 
BOOKS / Kirjat 
 
__________ esittelemät kirjat: 
 
13. My Name is Not Refugee 
14. After the Fall: How Humpty Dumpty Got Back Up Again 
15. Cannonball Coralie and the Lion 
16. I'm Just No Good at Rhyming: And Other Nonsense for Mischievous Kids and Immature Grown-Ups 
17. Marge in Charge 
18. Sci-fi Junior High 
19. Billionaire Boy 
20. Pottymouth and Stoopid 
21. The Magic Misfits 
22. Invisible Emmie 
23. Charlie and the Chocolate Factory 
24. The Exact Location of Home 
 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 
Luitko __________ esittelemistä kirjoista jonkun kokonaan tai melkein kokonaan? Jos luit, minkä kirjan 
luit? (Voit lisätä toisen kirjan seuraavalla sivulla.) 
 

_____________________________________________________________________________________ 

Mitä pidit kirjasta ja miksi? Perustele vastauksesi. 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

Luitko enemmän kuin yhden kirjan kokonaan tai melkein kokonaan? Jos luit, minkä toisen kirjan luit? 

_____________________________________________________________________________________ 



 

 
 

Mitä pidit kirjasta ja miksi? Perustele vastauksesi. 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

 
 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 

Luitko __________ esittelemistä kirjoista jonkun osittain? Jos luit, minkä kirjan luit osittain? 

_____________________________________________________________________________________ 

Miksi kirja jäi kesken? 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

Mitä pidit kirjasta ja miksi? Perustele vastauksesi. 

_____________________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

Luitko enemmän kuin yhden kirjan osittain? Jos luit, minkä toisen kirjan luit osittain? 

_____________________________________________________________________________________ 

Miksi kirja jäi kesken? 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

Mitä pidit kirjasta ja miksi? Perustele vastauksesi. 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 
Mihin kirjoihin __________ esittelemistä kirjoista tutustuit selailemalla? Kerro myös miksi päätit olla 
lukematta kyseisiä kirjoja. 
 
Kirja 1: _______________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 



 

 
 

Kirja 2: _______________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

Kirja 3: _______________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 
 
Miltä tuntui lukea kirjoja englanniksi tai tutustua englanninkielisiin kirjoihin? 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

Mitä mieltä olet nyt päättyneestä jaksosta, jonka aikana tutustuit englanninkieliseen kirjallisuuteen? 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 
Haluaisitko lukea englanninkielisiä kirjoja koulussa myös tulevaisuudessa? 

꙱  kyllä  ꙱  ei 

 

Haluaisitko kirjavinkkausta englanninkielisistä kirjoista koulun englannin tunnille myöhemminkin? 

꙱  kyllä  ꙱  ei 

 

Aiotko lukea englanninkielisiä kirjoja tämän jälkeen vapaa-ajallasi? 

꙱  kyllä  ꙱  en  ꙱  ehkä 

 
 

 

Kiitos vastauksistasi ja ihanaa, 

aurinkoista kesälomaa! 

 

 

 

 

 

 

 

 

 



 

 
 

Appendix C.2 Questionnaire 2 (English translation; 3 pages) 

 
Background information    May 2019 
 

I am ꙱  a girl  ꙱  a boy  ꙱  don’t want to say 

 

Before the book talk given by __________ I had read a book/books in English 

꙱  yes  ꙱  no 

 

I read books in my first language 

 ꙱  often 

꙱  fairly often  

꙱  sometimes 

꙱  fairly rarely 

꙱  never      

 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 
BOOKS 
 
The books introduced by __________: 
 
1. My Name is Not Refugee 
2. After the Fall: How Humpty Dumpty Got Back Up Again 
3. Cannonball Coralie and the Lion 
4. I'm Just No Good at Rhyming: And Other Nonsense for Mischievous Kids and Immature Grown-Ups 
5. Marge in Charge 
6. Sci-fi Junior High 
7. Billionaire Boy 
8. Pottymouth and Stoopid 
9. The Magic Misfits 
10. Invisible Emmie 
11. Charlie and the Chocolate Factory 
12. The Exact Location of Home 
 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 
Did you read a book introduced by __________ completely or almost completely? If so, which book did 
you read? (You can add a second book on the next page.)  
 

_____________________________________________________________________________________ 

What did you think of the book and why? Please justify your answer. 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

Did you read more than one book completely or almost completely? If so, what else did you read? 

_____________________________________________________________________________________ 



 

 
 

 

What did you think of the book and why? Please justify your answer. 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

 
 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 

Did you read a book introduced by __________ partly? If so, whicih book did you read partly? 

_____________________________________________________________________________________ 

Why did you not finish the book? 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

What did you think of the book and why? Please justify your answer. 

_____________________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

Did you read more than one book partly? If so, what else did you read partly?  

_____________________________________________________________________________________ 

Why did you not finish the book? 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

What did you think of the book and why? Please justify your answer. 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

_____________________________________________________________________________________ 

 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *  
 
Which of the books introduced by __________ did you get acquainted with by leafing through them? 
Why did you decide not to read those books? 
 
Book 1: ______________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________ 



 

 
 

 

Book 2: ______________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

Book 3: ______________________________________________________________________________ 

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 
 
How did it feel to get acquainted with or to read books in English? 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 

What do you think of the project during which you familiarised yourself with English language 

literature? 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

 
Would you like to read more books in English at school also in the future? 

꙱  yes  ꙱  no 

 

Woud you like to have book talk about English language books as part of your English lessons at school 

also in the future? 

꙱  yes  ꙱  no 

 

After finishing this project, are you going to read books in English in your free time? 

꙱  yes  ꙱  no  ꙱  maybe 

 
Thank you for your answers! Have a 

great summer holiday! 


