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Chagais perto e contempla as palavras.

Cadma tem mil faces secretas sob a

faoeutra e te pergunta, sem interesse

pelesposta, pobre ou terrivel que lhe
deres: Trouxeste a chave?

Carlos Druwmd de Andrade (1964)



ABSTRAKT

Diese Studie zeigt das Ergebnis einer Forschungsdiio einen Master-Kurs im Rahmen des
Programa de POs-Graduacdo em Letras e LinguisaoaderUniversidade Federal de
Alagoas, die sich der Herausforderung annahm, im Lehr- umetnumfeld einer
Fremdsprache ein authentisches literarisches Warktelle dessen vereinfachter Form zu
benutzen. Dies mit dem Ziel, ein kreatives undvagtiLernverhalten zu erzeugen.

Durch die Herstellung eines Dialoges zwischen hiter und Angewandter
Sprachwissenschaft, basierend auf den hauptséehlicheoretischen Grundlagen und
Prinzipien derselben, zeigt die Untersuchung, dassinem interaktiven und engagierten
Umfeld sowohl literarische und linguistische, alscla kulturelle Ziele erreicht werden
kénnen. Die theoretischen Grundlagen dieser Forgydarbeit basieren auf den Werken von
Brumfit (1991), Carter & Long (1991), Bakhtin (19924.azar (1993), Kramsch (1993),
Lajolo (1993), Certeau (1996), Freire (1996), B@m{L999), und Zozzoli (2006).

Die Feldforschung wurde an einer privaten Spraaklscim Maceid, AL, mit zwei Gruppen
von Englischschilern mit unterschiedlicher spratidr Kompetenz durchgefihrt. Das
Forschungsobjekt war die Novelear Nobody(1991) des modernen Britischen Romanciers
Berlie Doherty. Die Daten wurden mit Hilfe von VH8~rd MP3-Aufnahmen, Tagebicher
und Aufzeichnungen der Studenten und dem Tagebwh Fadrscherin erhoben. Die
Ergebnisse legen nahe, dass die Lernenden positigim literarisches Werk reagieren, und
dass bei dessen Vermittlung die Lehrperson einatigie Rolle spielt.

SCHLUSSELWORTER: Literatur; Lernen; Lesen; Fremdshe; Bewusstsein.



ABSTRACT

The study aims at reflecting upon the outcome Miater’'s course research at fr@grama

de Po6s-Graduacdo em Letras e LinguistiahUniversidade Federal de Alagoashen an
authentic literary work was used in the foreigngiaage teaching/learning setting instead of
simplified graded Readers aiming at fostering ative response and an active responsive
attitude. By establishing a dialogue between Litemand Applied Linguistics, and having
as its main theoretical grounds the principles methods of the latter, the study shows that
literary, linguistic as well as cultural aims caa keached in an interactive and engaging
environment. The theoretical grounds are basechenwbrks by Brumfit (1991), Carter &
Long (1991), Bakhtin (1992), Lazar (1993), Kram$tB93), Lajolo (1993), Certeau (1996),
Freire (1996), Branddo (1999), and Zozzoli (2006)oagst others. The field research
consisted of using an authentic literary work iprevate language institution, in Macei6-AL,
with two groups of English learners who had différdinguistic level competence. The
research object was the no@tar Nobody(1991) by contemporary British novelist Berlie
Doherty. Data was obtained by means of VHS and k&e8rding, diaries, compositions as
well as the researcher’s diary. The results sugipstiearners react positively to a literary
work and that teachers have a major role in thelevieading.

KEY WORDS.: Literature; Learning; Reading; Foreiganiguage; Awareness.
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RESUMO

O presente estudo objetiva refletir sobre os radai de uma pesquisa de mestrado do
Programa de Pds-Graduacdo em Letras e Linguisiaciniversidade Federal de Alagoas,
ao utilizar uma obra literaria auténtica ao invésversdes simplificadas no ambiente de
ensino/aprendizagem de lingua estrangeira objetovastimular uma atitude responsiva
ativa e uma resposta criativa. Através do didlogtabelecido entre a Literatura e a
Linguistica Aplicada e tendo como base os prinsigionétodos da ultima, o estudo mostra
que objetivos literarios, linguisticos e culturgisdem ser alcancados em um ambiente
interativo e agradavel. A fundamentacédo teéricaseada nos trabalhos de Brumfit (1991),
Carter & Long (1991), Bakhtin (1992), Lazar (1998xamsch (1993), Lajolo (1993),
Certeau (1996), Freire (1996), Brandao (1999), 2@l (2006) entre outros. A pesquisa de
campo consistiu no uso de uma obra literaria aiggertm uma instituicdo privada de ensino
de linguas em Maceio - AL, com dois grupos de apres de inglés que tinham diferentes
niveis de competéncia linguistica. O objeto da pisagfoi 0 romanc®ear Nobody(1991)

da escritora britanica contemporanea Berlie Doh@tydados foram coletados por meio de
gravacdo em VHS e MP3, diarios, redagfes, bem @sranotacdes da pesquisadora. Os
resultados sugerem que os aprendizes reagem poséide a obra literaria auténtica e que
o/a professor/a tem um papel relevante no proassatura.

PALAVRAS-CHAVE: Literatura; Aprendizagem; Leiturd;ingua Estrangeira;
Percepcéo
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INTRODUCTION

LITERATURE IN THE FOREIGN LANGUAGE TEACHING /
LEARNING SETTING

Dealing with authentic literary texts has not beegarded as an easily feasible
activity in the foreign language (FL hereafter)d@ag/learning setting. In the present study, |
consider authentic texts the ones which were nbtidated exclusively for classroom
purposes. Both teachers and learners present smnef sesistance to the literary text which
ranges from dislike of reading to the difficultylated to vocabulary. We could, however,
attribute this resistance on the part of the teache their own experience while studying
literature in their first language and they, unasvaf this, transmit such a feeling to the
learners in the FL classroom. Reflecting upon thmnl acknowledging literature as “a
legitimate and precious way to teach language” (BRAO, 1999, p.17), the present study
focuses on investigating the validity of using ahentic literary work instead of simplified
graded Readefsin the FL setting aiming at fostering a creatiesponse and an active
responsive attitude, one of Bakhtin's (1992) cotsapsed here which is also adopted by
Zozzoli (2002).

Demystifying literature has been seen as a challeiog both learners and
teachers which can be a consequence of the walieesaapproach literature. They adopt
what Brandao (1999, p.13) calls a traditional adki towards the teaching of literature which
is almost always seen as “monotonous”, “tiring” dhdring”. The author asserts that “those
who share this conservative view insist on affirgnithat students dislike reading and
therefore, there is no point in teaching it” (BRAND, 1999, p.13). Having teachers sharing
this idea, it seems rather impossible to develtgste for literature in the FL classroom.

Agreeing with Brumfit (1991), Carter and Long (1991azar (1993), and
Kramsch (1993) among others, | consider literatarepowerful means in the FL
teaching/learning process therefore, | intend tnsthat learners can indeed appreciate the
literary text, access the foreign culture as wesllirmprove their linguistic abilities such as
reading, writing, listening, speaking, and alsouacvocabulary and grammar knowledge as

a consequence of their contact with the text. Qlmasig the development of a creative

! Capital “R” will be used hereafter to refer tetisimplified graded Readers, meaning the bookreds lower
case “r" will be used to refer to the one who reads
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response and an active, responsive attitude ag loeinaim when teaching a FL, literature
comes to make this task pleasantly feasible demtapparent challenges it poses.

Besides the benefits mentioned above, | believé blyameans of authentic
literary works the opportunity for the developmeiita dialogic interaction between learner
and text can be created. In this sense, the safemgss which is intrinsic to the reading
process will bloom and may lead to a transformatibat can potentially change the
educationaktatus quoAs Freire (1996) suggests, learning should leadattssforming reality
instead of adapting to it and we do want that leexirome to a position in which they do not
accept thestatus quowithout questioning their reality and who are atwetransform it by
means of a self-transformation that can, in tuenréached by means of authentic literary
works.

My idea is to establish a dialogue between Appligdyuistics and Literatufe
seeking to show that the literary text can indeedrbportant for the development of the
learner as a whole, contributing to her/his masteaf the target language while enjoying a
good piece of literature, leading her/him towardsrary awareness by means of personal
involvement.

For that, an intervention in a FL private institutiwas proposed, where the
researcher and the teacher-collaborator worked aviiterary text at two different levels of
learning: an intermediate and an advanced grouphalve both already been exposed to the
reading of simplified graded Readers. For such ggpactivities were proposed as a way to
verify the validity of what is being defended here.

The belief that reading in a meaningful way is imaot for any society is the
strongest justification for the present study as@ar reality shows that such a practice is not
common, mainly when it comes to the literary take FL class could foster a liking for
reading, encouraging learners to have a positivei@dé¢ towards it both in Language 1 (L1)
and Language 2 (L2) thus expanding their perceptminthemselves and of the other. L1
refers to learner’s first language whereas L2h&RL studied.

Along the study | have searched for answers to sguestions which resulted
from my teaching practice such as the aim of readinFL classes, the teacher’s role during
the reading process, how learners react to thalplitysof reading an authentic literary work

as well as their feelings while reading and thegctions to the so-called literary language

2 Applied Linguistics and Literature are written kvitapital letters referring to the areas of study.
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and finally if the difficulties encountered by lears are so great that these prevent them from
responding creatively to the text.

The field research consisted of using an authditiary work in a private FL
institution with two groups delimited by their pilef The idea was to use the literary text
with a group which was considered to have somauistig limitations and, at the same time,
use it with a group admittedly communicatively amuistically competent. The thesis
object was the nov@ear Nobody by contemporary British novelist Berlie Doherty 919, .

Data was obtained by means of VHS and MP3 recoyddigries, and
compositions as well as the researcher’s diary &vhetes concerning learners’ performance
were taken during each meeting. Based on datactedleit was possible to answer the
questions previously raised and evaluate their istatey according to the theoretical
presuppositions that support the study.

This study is structured in three chapters. Tha thapter aims at showing the
importance of reading and it goes through readitigteyies and culminates with the
importance of the literary reading. The second trafocuses on what | consider an
intersection between Applied Linguistics and Litara, which is authenticity in the sense
that this concept is widely defended by severalt tw say all, approaches to FL
teaching/learning and can be found in literary vgotBased on the theoretical foundation of
the two areas, | intend to show that it is possiblestablish a way to creative writing and
active responsive attitude when we move from sifigpligraded Readers towards authentic
literary works; and finally, the third chapter peass the justification for the chosen text as
well as the teaching/learning experience itselfe Tohnclusion points towards the results of
the experience which aimed at analyzing the validitusing authentic literary works instead
of simplified graded Readers in the FL teachingfiesy setting, as well as answering the

central questions of this study.

% For the cover and back cover of the edition usedAppendix IV, page 80.
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CHAPTER 1
LITERARY READING

It is not necessary a closer scrutiny to realizg the are living in a society
which is becoming more and more “written” (DE CERNUE 1996)* And yet, for several
reasons, reading is not a common practice, as stgwdfozzoli (2000), as a result from a
research conducted with a group of learnerbmversidade Federal de Alagods/FAL),
where learners from different fields do not seerbd@aware of the importance of reading and
writing and that in order to be part of a modergisty, which has the written word as its
official code, they should master these abilities.

Unfortunately, when reading happens at formal etilital settings, it does not
seem to lead learners to what is considered, inpteeent study as experienced reading,
which | define based on Lajolo (1993) as that inckithe reader re-writes the text at the
moment s/he becomes the subject of her/his reaatdgis able to establish a relationship
between such a text and all the others s/he hasdrread. Decodifying prevails upon
understanding and this reality appears in the tequiesented by BBC-UK of the 2006
Programme for International Student AssessmentAR1& triennial world-wide test of 15-
year-old children’s performance in different scheobjects, in which Brazil is below average
reading literacy. PISA aims at measuring learnabity to construct, extend and reflect on
the meaning of continuous and non-continuous temts, their competence on word
recognition tasks and spelling. For the next assest in 2009, 67 countries are set to
participate.

Reinforcing the statistics presented by BBC, thazBBian magazin&/eja issued
on August 20, 2008 brought an article showing tBezilian learners occupy one of the
worst positions in the international ranking andttbur schools, along with the parents, are
the ones to be blamed, for the learners who fitligr studies are, nevertheless, unable to

read and understand a text.

Such facts make us reflect on a question: if evdideshows that learners are not

able to negotiate meaning with a common text obrmfation, how can any sort of

* The paraphrase is based on De Certeau’s (199&)p &étement “Numa sociedade sempre mais a$cr]t
® TheVejamagazine is associated with the conservative iink
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negotiation be expected when these learners arim gontact with a literary text? There is a
consensus amongst FL teachers, institutions caatatis and even learners themselves, that
the biggest problem concerning the insertion efditure in FL schools syllabuses rests on the

difficulty offered by the text due to the featurdditerary language such as:

metaphor, simile, assonance (repetition of vowehsis), alliteration (repetition of
consonants), repetition of a word or phrase, urusyatactic patterns (e.g.
reversing the order of subject and verb), doublenaitiple meaning of a word,
poeticisms (poetic lexis), mixing of styles/regist AZAR, 1993, p.7).

As opposed to such a belief, | understand thatatle of proficiency in reading
even a simple text of information could explaintparthe discomfort learners and even some
teachers may feel, when dealing with a literaryt.téxbelieve that “literature does not
constitute a particular type of language in itskift that it may reveal a higher incidence of
certain kinds of linguistic features which are tighpatterned in the text” (LAZAR, 1993,

p.7).

Still concerning the difficulty surrounding thedrary text in a FL, Lajolo (1993,
p.45) highlights another factor, which she defirass the “cultural sphere”. This sphere
includes the language and favors the different ugethat language which constitute the
literary tradition of a community where the tardgahguage is spoken and to which both
reader and writer belong. Consequently, as theeredwes not share the writer's community
code, s/he is not seduced by the text, which tleems unfamiliar to her/him and makes it
difficult for the reader to get to a comfortablesfiimn in which s/he becomes the subject of
her/his reading, and creates a kind of meaningfwikiting of the silence left by the author
while writing. Nevertheless, | see Lajolo’s assertias partially true once, agreeing with
Costa and Nogueira (2001), by means of the liteiexy bridges can be built and the cultural
gap can be minimized, the differences can be dated and finally identities can be
confronted. For exampl®ear Nobodyshows a different cultural context, yet similaistome
extent for it deals basically with human issuesolhitan bridge the gaps mentioned by the
author. Hence, when considering a specific literayrk, the teacher may give special
attention to the themes dealt with, in order to imime the discomfort students may
experience as suggested by Lajolo.

For the purpose of this study some recurrent tesunch as literature, literariness,
literary awareness, text/work, literary text, regliaesthetic and efferent reading as well as
reader will be defined allowing, thus, a better enstanding of the ideas here exposed and

defended or opposed to.
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To define Literatdris a challenging task since there have been deatéeapts

to do so. For Eagleton (1999, p.2) the focus shdeldhe peculiar way language is used.
According to him, “Literature transforms and intifies ordinary language, deviates
systematically from everyday speech [...] the textdngthm and resonance of [...] words are
in excess of their abstractable meaning|...]ther® désproportion between the signifiers and
the signifieds”. The Russian Formalists favored mheteriality of the literary work, which
was composed of what was termed as “devices” (EAGLE, 1999. p3), that is, sound,
imagery, rhythm, syntax, metre, rhyme, narrativehiteques. All these literary elements
would have an “estranging” or “defamiliarizing” efit.

The debate surrounding the concept of literdtisevast and Eagleton (1999)
moves on discussing “fine writing”, value-judgmeatsd ideology. In actual fact, there is no
definite, fixed definition of what literature is t&use it is not defined by a single element;
such a definition depends on its context socidtucal, political and so forth. What makes a
text literary is its readers. For the time beingdopt Eagleton’s (1999, p.11) definition of
literature as a “highly valued writing that is reostable entity”, because “value-judgments are
notoriously variable” and these values are closielked to social ideologies. Thus, people
may change their grounds to judge what is valuableot, changing, then, the definition of
literature.

Therefore, based on Eagleton’s and Lazar’'s dediminvf the term, it may be
possible to establish that literature consistsnmaivéls, short stories, plays and poems which
are fictional and convey their message by payingsicierable attention to language which is
rich and multi-layered” (LAZAR, 1993, p.5) antiat “literature is an aesthetic experience”

( KOOY & WELLS, 1996, p.12) .

In the beginning of Russian Formalism, literariness considered the subject

of literary science by Roman Jakobson, who stdtat“the subject of literary science is not

literature, but literariness, i.e. that which malegiven work a literary work” (quoted in

® Bonnici & Zolin (2009) state that the defion of literature has gone through amplex process of
specialization which started with the printedrks and moved to imaginative and creative tektshis point,
the central problem consisted of how to lafiie value to a work: would the main featoeecreativity or
aesthetics? Focusing on these two charadtsrisbwever, would mean that history, philogophd natural
science are not creative and unimaginative.

" A distinction tends to be drawn and signaled caming the word literature written with an uppese4L” and
the one with a lower-case “I". Widdowson 999p. 4) states that the former refers to tibdy of literary
writing ascribed the highest achievement of aestlagid moral status of a kind of universal resewof formal
and ethical models for mankind.” So, Literatwould refer to the canonical authors, whetea latter, is
used in a “neutral discursive capacity” (WIDDOWSQI999, p.4) , that is, written communication aimore
common format. Despite the several debatesosnding such a typographical change, in thesgmt study
this dichotomy is not taken into consideration ohbelieve that it is the reader who makes a tiéettdry.
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CUDDON, 1999, p.465) for it is associated with aeilearization. In accordance with what
has been said, Compagnon (2006, p. 40-41) askatthtérariness could be a kind of essence
that would make certain texts literary. Neverthglethis definition still requires some
observations because there are no linguistic elsmehich are exclusively literary, so
literariness cannot distinguish a literary use frammon-literary use of the language. He
assumes that literariness or de-familiarizatiomos a result of the use of proper linguistic
elements; it results from a different organizatminthe same linguistic elements used in
everyday language. Notwithstanding, as the autbeerss, this definition is not a satisfactory
one and can be refuted. However, for the time hdingll adopt this idea.

In the present study, literary awareness is undedses the “enjoyment and
personal response” (BROWN & GIFFORD, 1989, p. 4atbterary work. Kooy & Wells
(1996, p.12) advocate that personal response literary text should be seen as the starting
point to entering the literary world where learntase free to respond to laugh, to worry, to
cry, to marvel, to predict, or to be afraid . Thusgerary awareness should lead to the
personal involvement of the reader with a litertzmxt.

Text will be understood according to Harmon and rktot’s (2005, p.520)
definition as “an open process with which one g#aract creatively”. A literary text will be
considered as that text that puts into words, uiragnsch’s (1993, p.138-139) definition,
“elemental experiences of life and death: lover,femss and alienation, wonder, motion and
stillness” which are part of any culture and majuae the cultural gap.

Reading in its turn will be viewed according to Derteau’s (1984) perspective
which considers it a process of creative produadtiowhich the reader is active and by being
so, s/he constructs meaning based on the informatalected in the text. If we are
considering literary reading, then efferent andteet& reading definitions are also required.
For, according to Rosenblatt (quoted in KRAMSCH 3,99.122-123), the former is
concerned with obtaining information from the teatd the latter is concerned with what the
reader experiences while engaging in a transaetitdnthe text. Finally the readers will be
defined as those learners/teachers who are actitieei reading process and who decide to
interact with the text by means of an aesthetidirgg in which “multiple layers of meaning
will emerge from their personal response to th¢' t@&«RAMSCH, 1993, p.137-138). Having
these keywords defined therefore, the matters gndiog the reading process can be now
considered.

Zozzoli (2002) has brought important contributioosncerning reading and

production as she asserts that due to the pregaiiaching conception that values merely
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memorization and transmission of contents, therenasneed for learners to distance
themselves from the text, for the emphasis is amfdself. In the FL teaching/learning
environment, reading is not seen differently, thgug is a mere means for grammatical
forms internalization as well as for lexical acdpis.

This teaching conception contested by Zozzoli (2082s also a common
practice in literature teaching until the 50’s dahd 60’s, as pointed out by Lajolo (1993). It
was only after this period, that researchers stadevorry about freeing the literary text from
being used as a means for grammatical practiceddition to the creation of simplified
models of literary analysis. Such models consisbédcharacter/related questionnaires,
structural scrutiny of the text and the narratilemeents. Thus, as we can observe, even with
new approaches to FL teaching/learning, the tegcbinreading remains at the level of
practicing such ability in the target language dods not aim at developing responses.

For this reason, it is not difficult to understahét reading in FL institutions is
mostly used as a means to verify the learners’ enast of the language studied. In such a
context, grammar is not directly assessed, butitiw@ry text is still used to assess learners
by means of the tools used four decades ago, adiamed previously, such as,
guestionnaires, and/or written productions thatrayemore than a reproduction of the text
read without any evidence of a possible distanme fihe text.

Supposing that learners are able to read an aithétdrary work as a
consequence of their mastering of the languagesoutdl expect that their literary awareness
would have been developed as well. Neverthelessddes not happen and | would conclude
that a change in the pedagogical approach to rgadliterary text would be necessary. Such
an approach should enable learners to develop pleeaeptions of the text as well as its
significance and the understanding of its languagd grammatical structures would be
secondary.

In an effort to prove learners’ reading proficiensghools started to consider the
use of simplified graded Readers as a way to imatp the literary reading in their
curricula. Opposing to this type of text, Brandat®99, p.16) sees their use as a
“demotivating approach” to the literary readingfe FL class. Not to mention that assessing
the reading skill should not be the sole reasoridstering literary reading in FL classrooms
for it would be a reductionist view of reading, whiis opposed to what is defended here.

Furthermore, teachers ought to consider learnergeldpment as a whole that

can be favored along the literary reading process0in accordance to Collie and Slater
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(1990, p.3-4), literature offers valuable authemtiaterial which deals with human issues, it
promotes cultural as well as language enrichmedtp@rsonal involvement which is when
the concern towards the lexical aspect gives wathéocuriosity that will lead readers to
sharing emotions while trying to understand thene&v@resent in the text. Reinforcing what

has been said, Brandao (1999, p.16) asserts that

The use of literature in the teaching of language to be seen not as a
mere tool for the learning of language. Rathers i way into the text, a
method and it has to be taken as a kind of perdmipland enjoyment for
the students.

Based solely on a reductionist view of readingrriees are not expected more
than the recognition and reproduction of forms ameanings whilst dealing with text
comprehension and production in institutional sgti Learners do not dare and sometimes
are not even allowed to go any further in theieiptetations; they restrict their reading to
answering comprehension questions and what malesitillation even worse is that when
correcting learners’ answers, teachers tend tosf@mply on form and once again their
grammatical knowledge is the aim of the task. TWimw does not reflect our previous
definition of what a text is because under thispective, it is seen as complete in itself and
ready to be decodified with the help of questiofmciv deal with the text in an efferent way
determining which information the reader will kefepm it. In short, it is a text written for a
passive reader which could establish what McKay9{19p.194-195) terms as “an
inappropriate relationship with the text”.

Conversely, some changes in this respect can leaasin some FL teachers’
practice who are more aware of the importance adirey in the way | defend which focuses
on the development of a feeling for language agesigd by Long (1991) rather than on
grammatical form. The latter is supposed to be sz&gk in grammar tests. Admittedly,
grammar errors are to be corrected but they shooide the determining factor of learners’
success or failure in reading. As | see it, readsngpnsidered a very personal experience and
the text will, thus, generate different meaningsttie different readers according to their
perceptions of life, their beliefs, personal expeces and so forth.

Another factor that has been affecting readersiti@hship with texts nowadays
Is the countless resources the digital era offens. apparent wonders of the digitalized world
may be followed by what | consider its onus. Faatedt eager readers able to deal with the
substantial amount of information in circulatiore alfemanded by our modern society. The
English language once again occupies a relevaritigrgssince several fields of knowledge

use it as the international language of commurgoatAs a result, a modality of reading has
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been reintegrated to the FL classroom, that is iEmdbr Specific Purposes (ESP) with its
many reading strategies that are supposed to leglders to get the main information
contained in the texts needed for work or/and eesparch purposes.

It is important to mention that, despite the faattESP may not be regarded as
appropriate by some of those who defend the comratine properties of the language, it is
one of the six typdsof curricula designed to meet learners’ aims in |€&rning/teaching
settings, for it refers to specific “disciplines which people can get university majors and
degrees” (BROWN, 2001, p.123). On the other hand,tlfie ones whose aim is to be
communicatively competent, the ideal is to estaldis interrelationship of the four skills and
not focus on only one.

In ESP, the reading activity is dynamic, based lamsiing, scanning, focus on
vocabulary and context, prediction, amongst oteehniques, resulting in an efferent reading.
| believe that this may also contribute, to a aaréxtent, to the learners’ negative reaction to
books, mainly authentic literary works in the setis#t, as the issues in these works may be
far from their immediate needs, they might everyusde it as a waste of time, for they are in
a hurry, eager for information that will be usedheir professional life.

Not only is this reaction limited to the learnesphere, it also reaches the
teachers’. Lajolo (1993) asserts that teachert]ikeslearners, are also subject to this lack of
harmony with reading. According to her, “learnecsribt read, neither do we, learners write
badly, and so do we. But contrary to us, learneesnat invested of anything” (1993, p.16).
By saying so, she refers to the fact that teacbeght to be aware that they are considered
role-models in the educational process.

Corroborating with Lajolo, Kramsch (1993, p. 13#tss that “in order to teach
literature as dialogue between a text and a reddachers must first get in touch with
themselves as readers”. In agreement with whabeas said, | see the teachers’ importance
in fostering learners’ liking for reading contring, this way, to the creation of a readers’
community able to respond creatively to texts. B&o (1999, p.15) argues in favor of a
change in teachers’ attitude by becoming aware“thatteachers are not divine beings” and

abandoning, therefore the conservative attitude eeftbcting on the teaching/learning

8 According to Brown (1991, p. 123) they are:-poademic programs, EAP (English for Academic Bseg),
ESP (English for Specific Purposes), VecH (Vocational and Technical), Litera®rograms and
Survival/Social curricula.

°4..] os alunos ndo léem, nem nés; os alussseyem mal e n6s também. Mas ao contrario deoséapnos
nao estao investidos de nada [...]".
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practice which would possibly lead to a changehim approach to the literary text and both
teachers as well as learners could benefit frorh authange.

In addition to the teachers’ role in the readinggass, Kleiman (1989) states
that every teacher also teaches reading, becauseelys of the activities they propose, the
text will be dealt with in a trivial way or in a raeingful one. Teachers are also expected to
produce creatively, but in order to do so they ased to be readers who respond actively to
texts. But for different reasons, which range fréank of time to lack of opportunities,
teachers generally do not produce; they merelyosipre what has been suggested by
teacher’s guides.

At any rate, it is not enough to have good qualitgut material such as
authentic literary works, it is necessary that less are active readers who are creative and
as such, they can develop meaningful activitiethéir teaching practice without relying only
on the suggestions presented by the editors, fyethemselves from a pre-established
itinerary and by doing so, they become open tooghygortunities and surprises the text can
offer them.

This way, not only learners-readers but also teaeteaders will engage in a
dialogic reading activity attributing sense to ttext. This will generate a more intense
relationship between the reader and a specifi¢ ssxd such a relationship will establish an
inter-relationship between that text and all theeod the reader is familiar with. However, the
most important issue is that learners as well ashiers are aware of the countless
interpretation possibilities offered by the langedligat constitutes a text.

Yet, my focus in this research is mainly the learrtee teacher has been
mentioned because we cannot ignore her/his inviduabntribution to the formation of
active responsive readers once they are the onesavéh going to determine if the reading
will be efferent, aesthetic or even a paradigmdgmmmatical structures. The relationship
between the reader and the text will also depentheneachers’ enthusiasm and knowledge
about reading. Learners, with some exceptions, feilow their teacher’s invitation to
reading, and those who may show some sort of aegistin the beginning will eventually
change their ideas and will, hopefully, see thatineg also involves pleasure.

It is valuable to note that the concern regardiegdimg is not a recent one.
According to Brown (2001) researches on readinglirhave been carried out for over three
decades. Some strategies have been suggesteckmmehcourage learners in the mastering

of reading such as “the bottom-up and top-down gssinig, schema theory and background
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knowledge, the role of affect and culture, the poaeextensive reading and finally adult
literary training” (BROWN, 2001, p.299-300).

Jointly, there have been several studies concethmgple of literature in the FL
teaching/learning setting, as Cavalcanti (2002jh{soout, starting in the 80’s by Brumfit and
Carter (1986), Collie and Slater (1987), Lazar @9XKramsch (1993), Branddo (1999)
amongst others, have reflected on the issues sumuy the dichotomy language versus
literature, which as | see it, encompasses sixobtite seven dichotomies cited by Kramsch
(1993, p.3-9), namely, “learning by doing versuariéng by thinking”; “grammar versus
communication”; “teacher-talk versus student-talkfeading to learn versus learning to
read”; “language versus culture” and “languagesueliterature.”

To put it another way, literary text reading invedv depth and breadth of
thought. Learners’ emotional involvement with tierhry text offers them an opportunity to
express their beliefs and opinions both orally andhe written form and at this moment,
communication prevails upon conscious applicatibgrammatical rules. The pedagogical
principle which states that learners should talkmagh as possible and that teachers should
offer them quality input can be achieved by theorporation of literary works. | believe that
by doing so, the dichotomy may be minimized. Therdiry text gives learners the chance to
create a new text as they read it and the focudeondifying forms in texts or information
from texts is replaced by this new perspective. Gfite questions raised by Kramsch (1993,
p.9) is the following: “how can a foreign way ofewing the world be taught via an
educational culture which is itself the produchative conceptions and values?” The answer
to such a question rests on the belief that théacomvith a literary text may offer learners the
chance to explore the intentions, frames of ref®¥eand reactions of the characters of the
work which, in turn, reflect a certain communitylitoual code. All considered, | believe it is
not necessary to go through the “language verserature” dichotomy, for this discussion is
being carried on in this study as one of its core.

All things considered, it is possible to discus® tdifferent perspectives
surrounding the reading process.

In the first place let us take into account thetdootup process in which the
meaning is constructed through an extraction psydd® content is not in the reader but in
the text itself and there is no meaning negotiattberefore, no interaction between reader
and text. If reading is ultimately the extractiohnoeanings, it is possible to conclude that
there will be identical readings of the same t¥%é know however, that reading is a mental

process for it is the reader who attributes meatonthe text. Virginia Woolf in her essay,
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from 1932, entitled “How Should One Read a Bools?4tes that when it comes to reading
one should follow her/his own instincts, to use&/lme own reason, to come to her/his own
conclusions. The author highlights the readingagcan individual one which will depend on
the reader’s objectives as well as on her/hisd¥periences and perceptions, generating this
way, different readings.

Opposing to Woolf's point of view, in this proceasss mainly the teacher who
has the “truth” concerning the meaning of the téxdarners are not offered a chance to
exercise their creativity. In this process, thedinreading is very well characterized, that is,
the one in which identical readings can be obsegetkerating identical results, learners do
not go back and forth, upwards and downwards jgishany times as they need it during their
readings. In other words, students are possiblyvara that this movement of the eyes,
known as “saccadic” (KLEIMAN, 1989, p.36), is command necessary while reading. On
the contrary, for them it implies that the textas difficult and that this is not the “right” way
to read and as a result they tend to stop readinguse they cannot produce what is expected
from them: a single meaning already inscribed ie téxt. In this type of reading, it is
believed that being successful will depend on #warer’s proficiency in decodifying the
text.

Decodification means lexical competence whichumtleads to the use of the
dictionary rather than inference from context. Heere | understand that context is important
in the FL teaching/learning process once it encasgsnot only the writer’s individual voice
but through the context, it also speaks the “nagpeaking community’s memory and
knowledge” (KRAMSCH, 1993, p.43) also termed asltimal sphere” by Lajolo (1993,
p.45)

Kramsch (1993) considers that this can be one eithin difficulties learners
will encounter because they are not able to predzt is being said due to the lack of such
background knowledge. McKay (1991) also shares dpiion when she states that the
readers’ interaction with the text can be affedigdheir lack of “familiarity with the cultural
assumptions” (1991, p.198) present in it. As alteseading remains at a superficial level
and the multiple layers of meaning are not reactidefly, the main focus of the bottom-up
reading could, then be attributed to the acquisioblexical terms and the ability to answer
very limiting comprehension questions which woutdyent one from reading differently, as
mentioned previously, the goal is to have equaliregs aiming at equal understandings.

Contrary to the focus on learners’ lexical competerbeing determinant,

Brand&o (1999, p.16) corroborates with the authwmstioned above by stating that “there are
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cultural and ideological components, amongst otherslved in a literary text”. In addition,
Leffa (1999) says that a successful text comprebensould not depend solely on the
mastering of the vocabulary but on its presendbariext.

Moving from the lexical competence to the lingustine, we come to the
reader’s perspective which values the textual &edencyclopedic knowledge resulting in a
reading in which the reader attributes meaning lte text based on her/his linguistic
knowledge as well as her/his personal experiemesing this way, from a passive position
to a more active one. This perspective priviledpesprocess over the product (LEFFA, 1999).

Under the interactional perspective (LEFFA, 199Bpadefended by Lajolo
(1993), the psycholinguistic as well as the so@pproaches to reading are taken into
consideration. The former encompasses the trangsattapproach and the compensation
theory, whereas the latter focuses on the disarsosmmunity and its influence on the
reading process. The transactional approach detdive negotiation between the reader and
the writer by means of the text and the contexbissidered relevant. Such a negotiation will
result in a change in those involved in it, nam#ig, reader, the writer and the text.

The compensation theory, termed by Stanovich (gquate LEFFA, 1999),
considers that reading encompasses different kofd&nowledge, such as the lexical,
syntactic, semantic, textual, encyclopedic and athfand there would be an interaction
among them in order to build the meaning of a tExtwithstanding, Leffa (1999) points out
to a limiting factor, which is the necessity formanimum of proficiency level, otherwise the
compensation mechanism would not work properly.

If choices are made based on this theory, thes heacessary to be careful
regarding the learner who does not have a gooddk®and syntactic competence because
s/he will feel frustrated for not understanding thgt and even by making use of inference
the text will still be difficult.

All these theories concerned with the reading msceinforce my point of view
which understands the FL educational setting agsaiple site where a liking for reading as
well as more active readers can be fostered. Nelestf, a new perception of the reading
process is necessary despite the fact that altdhsiderations mentioned previously should
be seen as solid ground for any reading experience.

Zozzoli (2002) refers to the need to reflect upbe deology that praises the
passive reader, and states that by means of pradiat lead learners to adopt an active,

responsive attitude, in Bakhtin’s (1992) perspestiv is possible to have “readers and text
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producers who do not passively perpetuate suctenidgy” (ZOZZOLI, 2002, p.20Y. Such
passivity can be compared to Rosen’s “jug and nthgbry (quoted in BRANDAO 1999,
p.18) in which the teacher is the jug and the learthe mug. Contrary to this theory, De
Certeau (1996, p. 264) proposes that it is necggsafind a way out of this situation, to
combat the idea that readers are not creative anddus: “the book is an effect (a
construction) of the readéf”’and as such, the reading is the “reader’s ownymtimh” (1996,
p.264)? which is composed by indefinite multiple meaninghjch can be associated to what
Kramsch (1993, p.137-138) terms “multiple layersnafaning”.

In conformity with De Certeau’s perspective (QquoiedECKERT-HOFF 2002,
p. 29), | disregard reading as the “continuousdeéor meanings given intentionally by the
author”, for | understand that language has a bg&reous character which is permeated by
several “discursive formations” (ORLANDI, 1999,42)"® requiring, therefore, more than an
activity consisting of meaning attribution. A reagithat does not allow for the reader’'s own
reflection, which | consider a requirement of a engroficient reading, may as well lead
learners to what Terzi (1995, p.94) defines as‘itneflexive interpretation phenomenon of
appropriation™*

For the first part of this chapter, | conclude tredding is fundamental both in
the FL classroom as well as in L1 and it goes bdyihe mere symbol decodification. Not
only that, it should be seen as “an act of senssstitation” (KARWOSKI, 2001, p.3f
which requires more than the lexical mastering. éfheless, most schools have, as their
final goal, dealing with the text in a more instremtal manner, which reflects an emphasis on
grammatical rules probably related to the lineadneg habit inherited from the positivism
which, according to Cavalcante (2002, p.87), pastsl that reading, seen as a linear process,

has a uniqgue meaning already inscribed in the text.

As a reflexive teacher, who is in constant search more coherent practice
which leads learners to another sphere of knowleddggree with Lajolo (1993, p.106) that
“literary reading is also fundamentdf’ That is why | defend literary reading in FL classe

and share Brandao’s (1999, p.19) opinion concerainguage learning:

104 ] leitores e produtores de textos que ndg@eerem passivamente essa ideologia”.

4] o livro é um efeito (uma construcéo) dotdei[...].”
24..] produc&o prépria do ‘leitor™.

3 “formac6es discursivas”.

1445 fendmeno da interpretacao irreflexiva da apiaio”.
5 «Um ato de constituicdo de sentido”.

6“3 leitura literaria também é fundamental”.

e
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Learning language through literature means intrody@ process of enjoyment
and pleasure in the context of teaching. It carenée seen as an obstacle to the
learning of a foreign language. On the contrarynéans access to it, especially
because learning has to be seen as a producticegsravhere learners play with it
as well as take it seriously.

The author already refers to the creative respamskto an active responsive
attitude. Unfortunately, literature reading seems¢ fading as a significant activity both
among adults and young people and | would say dbeiety’s impressive change towards
electronic media for entertainment and informatemmtributes to this decline. Apparently
this happens despite the fact that the World Widgb\bffers a range of helpful tools as well
as ebooks, but | believe that it is still used nyokir purposes other than reading ebooks.
Formal schools are still needed to foster a likimgreading so that learners who access the
internet also visit virtual libraries instead afngily browsing websites only for fur.

Hopefully the electronic media will favor the ingen of literature in the school
curriculum because, as Lajolo (1993) asserts, soondater the citizen will read books
therefore, a certain knowledge of the literary laage will help her/him to become a
competent user of such a language and consequebyter interaction between reader and
text will be created and more possibilities for mag negotiation will arise. After all “It is
literature as language and as institution that emasses different imaginaries, different
sensibilities, values and behaviors by means othwvhisociety expresses and discusses, in a
symbolic way, its desires and utopid8.”

If in our everyday practice, we are truly committéal making learners
linguistically and communicatively competent in b, fhen we cannot deny the importance
of literature in our classes as well as its tramsfdive power. Besides, we cannot forget that
reading is related to the literacy of a nation again literature comes not only to bring
benefits to the individual but also to the cultaféhe whole country.

Equally important is to understand what literanadieg ought to look like
Moreover, what does it mean to read a literary taxan engaging way? What has been
exposed until now is that in some teaching/learnsedtings, learners read in order to
memorize the story, to be able to retell the seqe@if facts and to remember the characters’

names. A reading of this type could be consideredatonous, irrelevant, and meaningless.

" The British Library, which is the national lilbyeof the United Kingdom, has made its large ligréover 150
million items) available for the World Wid#&/eb and now users are able to access aramig of items
1B«E a literatura como linguagem e conmstituicdo, que se confiam os diferenitmsginarios, as
diferentes ensibilidades, valores e comportamergtravés dos quais uma sociedade expresdiacue,
simbolicamente, seus impasses, seus desejos,tepassl
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Conversely, those who establish a dialogue with tthe may feel that reading is more
meaningful and it will not be reduced to a formeghluation, or an example of discourse.

In agreement with what has been exposed, | betleateauthentic literary works
can then be incorporated in FL learning settinga asy to oppose the ideology that sees the
learner as a passive reader, which is also oppgodagiDe Certeau (1996). This way, the idea
defended here is to displace the reader from tlssiya position, and foster what Zozzoli
(2002) defines as active responsive production lwldonsists of the prolongation of an
attitude started in the comprehension processgied beyond a new text produced. It “starts
from a process which establishes itself in the aednd non-verbal interaction and is not
concluded in the materiality of the texts” (20022p-21)*

Unquestionably, learner’'s active responsive attitwdll be affected by the
choice of the text to be used, for this reasos itdcessary to reflect upon some aspects before
choosing the material, that is, does the mateffif@r gossibilities for an active response?
Does it contain structures that go a little beyteatner’s actual competence level (¥13s
indicated by Krashen (1982)? Do simplified gradeshéers supply learners with such a
quality input? And finally, can this input be foumdauthentic literary works?

The criteria for choice, however, do not end bywareng the questions raised
above. It is necessary to consider the writtendagg features and the three criteria presented
by Nuttall (cited in BROWN 2001), that is, suitaty] exploitability and readability. This
way, it is possible to make more conscious and restiechoices and help learners to deal
with the text. For example, because of the permanehthe written language, learners can
return to a word or sentence as many times asrtbeg in order to understand it better, and
by understanding it as well as the other featufdheowritten language, learners will realize
that understanding the text partially on the fiesiding is part of the reading process and that
linear reading is not the “right” way to read attex

Depending on the text chosen for such an experientke FL, learners will
hopefully read for pleasure both in the target laagge and in L1 even outside the classroom.
As Krashen (1982, p.84) states: “When [second lagguearners] read for pleasure, they can
continue improving in the second language outstte EL classroom, without teachers,

without studying and even without people to talk to

¥ “parte de um processo que se estabelece na ifitevacbal e ndo-verbal e que ndo se conclui narimédede
do texto”.

2 0One of Krashen’s hypothesis for second/fareianguage acquisition which states that learskould be
exposed to language that contains structuredelfittyond their level.
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Still concerning the choice of texts, Brumfit (1991ighlights the linguistic and
cultural levels, length, pedagogical role, genngreésentation and classic status as relevant
features. | believe that universal themes, sudo\as folklore, moral values, amongst others
that deal with a cultural component, may also higlarners in dealing with the text
considering that they favor comparison and contpéstultures and ideologies in relation to
their own.

Readers improve significantly when challenged lygpessively more complex
readings. Therefore, according to Cosson (2006&)p R is the teacher’s role to start from
what the learner already knows towards what he d@ésknow, in order to promote the
reader’s growth by expanding their reading horizdnsf we, by believing that our students
cannot deal with more complex readings, keep afteihem simple texts, we are not
exploring their whole potential as readers.

Nevertheless, | do not regard extensive readingthas best path towards
fostering a liking for reading because it focusasgaantity and the idea of creating a habit.
Contrary to this view, | believe that quality inpigt more important than quantity. Finally,
when choosing a literary text, it is also importemtiecide whether we want a contemporary
or a present-day work. By being contemporary, akwer according to Cosson (2006),
written and published in our times, and by beingesent-day work it means, irrespective of
when the work was written or published, that it haseaning for the reader.

Finally, the readers’ response to the text will @& on the development of a
feeling for language as pointed out by Long (19@hy by being in contact with the literary
text, learners are given an opportunity for thealigwment of a responsive attitude which is

considered relevant for a successful reading irpthsent study.

2L4[...] é o papel do professosif] partir d aquilo que o aluno ja conhece paradlague ele §ic] desconhece, a
fim de se proporcionar o crescimento o leigic][ por meio da ampliacdo de sesig][ horizontes de leitura”
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CHAPTER 2

A WAY TO CREATIVE WRITING AND AN ACTIVE,

RESPONSIVE ATTITUDE:
FROM GRADED READERS TO AUTHENTIC LITERARY WORKS

In the late 1970s and 1990s new approaches appé&ardte FL teaching
scenario highlighting, fundamentally, the commutiea properties of the language. The
Communicative competence, one of Brown's (2001)wevéanguage learning and teaching
principles, focuses on language use, not just yusagdluency, and not just accuracy, on
authentic language in context, and on studentitera need to apply classroom learning in
real world context once the FL classroom may b@ sesea place where language happens in
a sort of artificial way. On the one hand, the stasm is inherently a place for learning and
in this perspective, it is not artificial since tarage also mediates communication.
Nevertheless, | would say that this idea could beimized by exposing learners to the
language as close as possible to the world outise&lelassroom

Authors such as Swan (1985), Kramsch (1993), andefla Filho (1998),
among others, advocate the importance of authgniicthe FL teaching/learning process. In
this respect Larsen-Freeman (1986, p.128) statas ‘twhenever possible ‘authentic
language’ language as it is used in a real cordbatuld be introduced”. In our everyday
practice, and in EFL conferences, authenticity lso afavored over the pre-fabricated
language of course books. Therefore, activitiestanlniques are developed and presented in
order to put learners in contact with languagel@secto real as possible.

Nonetheless, making learners communicatively anduistically competent
also encompasses learner-centered instruction, ecaidge and collaborative learning,
interaction, whole-language education and taskassruction in order to enable them to
respond to what is being said, and eventually nagotmeaning just as it happens in their
first language.

The Communicative Approach, which has as its meaiures the mastering of
linguistic forms, meanings, and functions; the akéis knowledge to negotiate meaning by
means of interaction; the use of the language feammgful purposes; the expression of

learner’s individuality by having them share th&leas and opinions on a regular basis;
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exposure to natural language in a variety of siuatas well as lifelong language learning,
creates the opportunity to the re-incorporation anithentic literary works to the FL
teaching/learning scenario.

| do not intend to question the validity of the Gommicative Approach and/or
its implications because, agreeing with David Nu(guoted in BROWN 2001, p.40), | also
believe that “[..] there never was and probably never will be a woetH...]"
Notwithstanding, the important factor in the teacjfiearning process is the teacher’s
approach in language pedagogy, and this includesnaber of basic principles of learning
and teaching. In addition to what has been saidwBr(2001) stresses the need to make a
connection between theory and practice, which wedlult in an “enlightened” (2001, p.40)
teaching, based on a more eclectic approach. Fnenstandpoint of Almeida Filho (1998,
p.17), “a approach is equivalent to a set of inclinationslieb®e presuppositions and
eventually, principles concerning what human lamggyaFL, is and what learning and
teaching a target language is abdat”.

Therefore, irrespective of the approach, the objeadf a FL teacher is, or at
least should be, not only to develop the linguiatid communicative competences, but going
beyond it aiming at fostering cultural awarenessative response, active responsive attitude,
meaning, negotiation, sharing of learners’ thougims beliefs, and reflection upon their
reality by means of the target language.

All this has been said because for this work, thestjon of authenticity is of
key importance and, as mentioned previously, ia isharacteristic of the Communicative
Approach which the literary text offers amongstestbqually important features. Therefore, |
advocate the incorporation of authenticity by meafnigerary works even being aware of the
many questions raised when this type of materiebisidered.

We know that the main argument used against therpocation of the authentic
literary text is the complexity of the so-calletefary language. In this respect, | agree with
Brown (2001) that it is convenient to have a batgabetween authenticity and readability of
texts. As teachers, we know about learners’ linguisompetence, therefore, we can make
better coherent choices compatible with the grolgi®l of proficiency. The literary text
could then, complement the already existing couraterials which, according to Collie and
Slater (1990), have already incorporated diffesarmples of authentic simple texts such as

22«Uma abordagem equivale a um conjumte disposicbes, conhecimentos, crencasssypestos e
eventualmente principios sobre o que é linguagemana, LE, e o que é aprender e ensinar urgaain
alvo”.
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“travel timetables, city plans, forms, pamphletaytacons, advertisements, newspaper or
magazine articles” (1990, p.3) which are grammdicnd lexically simple. Admitting that
learners are able to read a text of informationliespghat they can read a literary one as well,
once literature is made of language. The only dbfiee is that its language is richer and
sometimes the meanings may not be obvious, reguaicertain distancing from the text,
which can initially be seen as an obstacle, buinles are able to overcome this apparent
difficulty.

The idea of incorporating the literary text in fRle classroom is not a new one,
as Cavalcanti (2002) points out. In the 80s sewaurtiiors such as Brumfit and Carter (1986),
Collie and Slater (1987), Maley and Duff (1989)zaa(1993), Kramsch (1993) and Brandéao
(1999) aimed at re-integrating literature to thedrassroom in a different way which would
oppose the first approach to FL teaching, the Grarfirmanslation method, which had
literature as its main core, for FL was learneframote the access to the classical works
literature. In this respect, Lado (1964, p. 27edssthat:

Literature has universal validity [...]. Contact witit least some of the great
literary and other achievements of the target celtnust remain an important
objective in language learning because of the mafgrences that the language
makes to them in totally unrelated discourse arghbse of the educational values
of such as experience in freeing the spirit for deselopment of its own talents
and destiny.

Reinforcing Lado’s (1964) words, Brandao (1999 6p.dcknowledges literature
as “personal enjoyment for the students”, and s way to measure learners’ mastering of
a specific skill of the target language. This wag/ would view literature as a mere means in
the FL teaching-learning process. Rather, the Bsstbom can be seen as a “privileged site
of cross-cultural fieldwork” (KRAMSCH, 1993, p.29here literary awareness can be
fostered.

How this awareness is supposed to be raised regemrae consideration. Some,
not to say most, private English institutions ie tity of Macei6/AL adopt simplified graded
Readers for several reasons but my experience Hmgnsthat some English teachers lack
confidence in dealing with authentic literary texthich results in a sort of resistance in
dealing with them. Reinforcing this idea, Brand4899) highlights teachers’ conservative
training which does not lead them towards a ratkectipon their practice. Firstly, because
when English teachers were taught literature, & e@nsidered a boring subject. Classes were

not motivating, and the benefits from accessingrdity texts were not clear for them as

%3 By classical works, | mean the masterpieces rezedrby the literary canon.
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learners, once learning was teacher-centered. 8bgcdrecause as English teachers, we are
told that we are supposed to teach the grammas ailleing at making students speak, listen
to, write and read fluently in English, and forsthgurpose we rely on the classroom material
already designed by experts in FL teaching/leatnimghort, the textbook is still considered
a guideline to be strictly followed.

However, when we consider the development of readin_2, we should also
consider that different levels of learning can batemplated while using a literary text, once
literature encompasses cultural and language eneohas well as personal involvement.
Moreover, understanding that teaching goes beybadransmission of knowledge can be
key to the authenticity offered by literary work®t to mention the opportunity to practice
critical reasoning, curiosity and autonomy so wetiphasized by Freire (1996).

For the understanding of the ideas exposed inrdmsept study, it is important to
define “authentic” and “graded simplified”. Th@ambridge International Dictionary of
English(1995) offers an initial definition of the terms.

“Authentic” means:

1. real or true;
2. being in fact what it is claimed to be: GENW@N

“Graded simplified”, on the other hand, are alstemed to as simplified versions, and/or
abridged. According to the same dictionary thesmdemean:

1. abridge - (v) To make (a book, speech, artetie), shorter.
2. simplify - (v) To make easier.

3. graded - A series of books in which the levellifficulty gradually increases

Aware of these basic definitions, let us considew lsome authors define the
terms authentic and simplified. For Kramsch (192377), the term authentic “has been used
as a reaction against the prefabricated artifita@guage of textbooks and instructional
dialogues; it refers to the way language is usedon-pedagogic, natural communication”.
These textbook instructional dialogues, accordm&wan (1985) lack the discourse features
of genuine texts and are, as a result, considesaecammunicative. Thus, what we observe
in the FL classroom is quite contradictory since #im is to develop communicative
competence by exposing learners to a text thabéas created for classroom purposes which
represents some sort of “frozen” language far fn@al-life dialogues. We know that a

language has nuances, is creative and versatite treat learners, even in more advanced
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levels, still have difficulties in dealing with iAmong other reasons, this difficulty could be
attributed to the few opportunities learners enteuto interact with authentic language. The
understanding of a language does not consist dnipastering its structures and forms, it
also involves acquiring the ability to interpreschurse in all its social and cultural contexts
and this cannot be achieved by exposing learndystohe artificial language of textbooks.

Authenticity is, according to Widdowson (1978, p,8& characteristic of the
relationship between the passage and the readdt had to do with appropriate response”,
and creative response should be stimulated by ¢éesacind school curricula. The author
reinforces the importance of learners’ exposurauthentic material in order to give her/him
the chance to adopt the same attitudes s/he wodldrihis own language.

As | see it, the use of graded simplified Readergplesizes the already
established “artificial and standardized environimana classroom” (KRAMSCH, 1993, p.
177) making it more difficult for learners to hawaecess to what Nostrand (cited in
KRAMSCH 1993, p.177) defines as the “central cédef the foreign culture.

Simplification, on its turn can be first seen, adiog to McDonough and
Shaw’s (1993) perspective as a technique consisfitige modification of reading passages;
it is a re-writing activity based on the alteratiohsentence structure, lexical content and
grammatical structures which can pose several aaptins such as the change in meaning or
intention of the original text.

Vincent (1991, p.211) asserts that “the essengatuire of simplification is
reduction, and this can result in loss”. Brown (2D8lso comments on this, by stating that if
it is necessary to simplify a material, then sonfiet® original features such as natural
redundancy, humour, and wit should be preservedusec sometimes by removing these
characteristics the simplified texts become, asatanof fact, difficult besides distorting the
original text.

In the present study, | consider authentic works times which were not
fabricated exclusively for classroom purposes anpldied, the literary works which were
shortened and had a cutting in the number of chengcsituations, and events, the vocabulary
was restricted and structures were controlled. Mistiate what has been said, we can

mention Cambridge’s, Heinemann’s and Oxford’s lapyeduction of simplified graded

*“the central code consists not only of custamg properties; it involves above all the awaltsi‘ground of
meaning’: its system of major values, habitytterns of thought, and certain prevalent assumgtiabout
human nature and society which the foreigrshould be prepared to encounter.” Mostr(quoted in
KRAMSCH 1993, p. 177)
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Readers based on the works by Oscar Wilde, Marji&§hé&hakespeare, and many others,
largely used in the FL classrooms.

Still concerning the issue of simplification, sometuctions may result in a
difficult text. This could be observed in the expace with the groups involved in this
research while reading graded simplified ReadetweyTread the simplified versions of
Frankensteirby Mary Shelley, and’he Phantom of the Opelsy Gaston Leroux, and even
having a book designed for their level of profiagnthey found it very difficult and several
times they stopped because they could not understenplot, and the teacher’s intervention
was necessary. They argued that the narrativeedffap emotion, lacked details, was not
interesting and they were not motivated, they oabd it because that was the requirement to
evaluate their reading skill.

As | see it, the choice for simplified graded Readghould be clear for both
learners and teachers as a means to reinforceansl@ate the linguistic skills they have
acquired along their learning process, once asdhee suggests, they are graded according to
learner’s linguistic competence. This way, the tgbeeading would be exposed from the
beginning for both parts involved in the activily. this case, reading would basically be
efferent, which Kramsch (1993) suggests as theimgaapproach adopted for the first levels
of FL learning. The worst, however, is that somesnteachers and institutions choose those
books which are even below learners’ level in otdamake them feel empowered when they
finish reading a book in the target language. Rerlearners, it is rarely — | do not mean to
generalize but it is my observation in my everygagctice — explained that they are dealing
with a simplified version of a literary work andethare not given a chance to choose between
those and the authentic ones.

The disadvantages of using graded Readers aredeoadito be many, mainly
for those who defend the use of authentic materfagvever, there are those who consider
that they may be useful to a certain extent inRhesetting. For instance, simplified graded
Readers are seen by Vincent (1991, p. 210) as t@enipt to make the route to literature
easier” by its extensive use. They are consideretivational because they give learners a
feeling of empowerment when they realize they a@adra book of about 1,500 words in
English. They seem to resolve the linguistic diffig presented by authentic material but,
according to McKay (1991, p.193), there are seraisadvantages of using this approach in
that the information becomes diluted, “the simpéfion of syntax may reduce cohesion and

readability and the additional words in the texickéo spread the information out”.
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It is important to observe, however, that in ortepromote this empowering
feeling there was vocabulary and structure mantfmiaSome may believe that simplified
graded Readers equip learners to understand amdcegtp any work written in English. In
this respect, | share Vincent's (1991, p.211) thsighat “to understand and appreciate ‘any
work written in English’ demands a vast vocabulangl that would go beyond 2,000 words
and implies in an ability to tolerate and resolneertainty for oneself”.

In real situations, learners do come across with werds while reading in L1
and this does not mean they will not understandtélke A vast vocabulary is acquired by
exposing learners constantly to the written languagd that applies both for L1 and L2
associated with reading strategies that can be siseldl as inference, for instance. | see the
choice of simplified graded Readers almost as atwgyotect learners from the real world.
But it is in the real world, written in real, auttie language permeated by its nuances that
learners will eventually have the chance to usetwiey learned in the classroom. Therefore,
better than keeping them distant from authentitstekis more helpful to guide and support
them until they feel relatively autonomous and dbleegotiate meaning with any text.

West (quoted in VINCENT 1991) favors simplificatitecause he considers it
an art which will lead learners to authentic litara. Nevertheless, unlike the author, | see the
use of complete and unabridged versions writterciadren, as well as poetry for example,
as an option to overcome the claimed difficultyeodd by the vocabulary of authentic literary
works, once they keep the linguistic, emotional] aesthetic qualities present in a literary
work. Furthermore, poems have a formal aspect waadording to Kramsch (1993, p.156)
“are ideally suited to have learners experiencdyean two main features of aesthetic
experience: distance and relation. Poetry firsaclats the readers from their usual frames of
reference by immersing them in a world of sounbdgthms, stress, and other formal features
of speech. As examples of narratives, we can @taldi’sTales from ShakespeaaadStories
for Nine-Year-Olddy Sara and Stephen Corrin.

Another issue surrounding simplified versions isatththey lack “all the
linguistic, emotional, and aesthetic qualities ticharacterize real literature” (VINCENT,
1991, p.212). This characteristic is relevant beeaaesthetic reading is defended in this
study. Based on a reading of this type, the fodub@reader’s attention shifts to what s/he
experiences while reading a particular text, cogtta the efferent reading which is the most
common practice in FL settings. Indeed, | consitlhet the pleasure s/he will experience

while interacting with the literary text is an inmpant factor for a reader.
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Besides deciding on using simplified or authengixts, some aspects should be
taken into consideration. First, we can start wilik seven characteristics of the written
language mentioned by Brown (2001), i.e. permanemm®cessing time, distance,
orthography, complexity, vocabulary, and formaliBermanence of the written language,
according to Brown (2001), helps learners in thaftcan return to the text as many times as
they wish or need in order to clarify their thoughThey can choose between reading the
whole chapter, for example and going back to eashgraph to make sure they understand
its main idea. They can even select passages @vadidhore relevant and dedicate more time
to it before moving forward.

The second characteristic, processing time, allasners to have their own
pace. We know however, that the amount of timegihedged to read a book is established by
the institutional program, but if we are considgrthat we are teaching learners for life, then
they will be able to dictate their own pace wheading on their own.

Distance offers the reader the chance to intenphett was written somewhere
else at a different time and the words are thescfoe this interpretation. We can say that
literary texts go beyond borders and time and nssese to different readers, being true to
each one of them because literature allows foewfit levels of reading.

Concerning orthography, Brown (2001) calls ourrdtten to the irregularity of
the English orthography and its predictability niainvhen it comes to morphological
information. Particularly that “most irregularitg English manifests itself in high-frequency
words (of, to, have, do, done, was, etc.), and dhose words are in place, the rest of the
system can usually be mastered without specialucison” (2001, p.304).

The complexity that is associated to the writtengleage requires strategies
from the readers in order to make sense out otekie The vocabulary contained in a text
also demands strategies, such as inference frotexipthe cognate words, and affix which
will make the use of a bilingual dictionary unnesay all the time, reserving it only for the
meaning of key words. Concerning the formality loé tvritten language, the sooner learners
get more familiar with it, the lower the level daffatulty will be.

These are characteristics that cannot be takegrémted by FL teachers because
by being aware of them, teachers can make morecioussand coherent choices and help
learners along the reading process by clarifyirgy thoubts and lessening their anxiety.

All the ideas exposed along this study reinforceinityal inquires concerning
the use of graded simplified Readers. | believe tha root of the problem is even deeper

than it first appears and that by incorporatindaatic literary works in the FL classroom, we
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can potentialize the transformational power of negatontributing this way, to the learners’
education as a whole. As mentioned previously, reaybat is necessary is to change the
approach to the teaching of the literary text.his respect, Carter and Long (1991) mention
three approaches to the teaching of literature etgrthe cultural model, the language model,
and the personal growth model. The first seesekieds a cultural artifact; the second focuses
on grammar and structure analysis, and the thirdutdtes personal growth by means of
specific activities, and the reader’s interactiathvthe text. | share the author’s view that the
best alternative would be an integration of thdsed models leading to linguistic and
communicative improvement as well as knowledge alanguage in all its discourse types.
This idea is reinforced by Kramsch (1993, p.175p\states that:

By constructing with the literary text a realityffdrent from that of texts of
information, students are given access to a wdrlttdudes, and values, collective
imaginings and historical frames of reference tbamstitute the memory of a
people or speech community. Thus literature antliilare inseparable.

Depending on the suitability of the authentic téegrners will, hopefully, read
for pleasure, extending this to the reading in rtheevn language, choosing books for
enjoyment out of class. This is, | believe, a greawve towards learners’ autonomy for they
will be able to broaden their horizons while intgtnag with the writer, with the teacher and
with their peers through the text. Universal themesy be seen as a bridge that will help
learners overcome the possible difficulties encexgtt while entering another cultural
sphere. Learners are given the chance to reflemh tipeir culture by means of the foreign
culture which is no longer foreign as suggestedibyeida Filho (1998). Reinforcing what

has been said, Lazar (1993, p.3) asserts that:

Literature provides wonderful source material fdicieng strong emotional
responses from our students. Using literature éndlassroom is a fruitful way of
involving the learner as a whole person, and preidxcellent opportunities for
the learners to express their personal opiniorgtiens and feelings.

My own experience as a student leads me to conchatethere is no such a
thing as a definitive interpretation of a literaext, thus, why should we expect that when
learners are in contact with the literary text? Tibgt should be used as the basis for
generating discussion, controversy and criticailkimg in the classroom, as well as a creative
response and an active, responsive attitude.

While studying literature in my post-graduate ceurs was quite insecure
concerning my ability to deal with a literary teRts time went by, | started to realize that my

interpretations were accepted by my professor aat ltdid not need to fear exposing my
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ideas because early on | observed that the appammbted freed us from a “formula” to the

“right” interpretation. The classes were stimulgtemd exchanging ideas with my peers was
a very rewarding experience. At the end of eacbudision, we had different perceptions, yet
every one could be potentially “right” because vaal different readings of the same text.

These classes changed my perception of literatns#iyely and made me understand myself
as a person and see apparently simple facts indider a new perspective. Moreover, despite
the fact that | am considered a proficient read#thbn L1 and L2, | master the grammar

structures as well as the linguistic features a English language, and | have a vast
vocabulary, | did come across new words but théindit prevent me from enjoying the act of

reading in a FL. All this have been said to shoat thhe approach to teaching makes all the
difference because even experienced readers wgt probably encounter new words while

reading a literary text.

After these considerations, it is valid to go thgbuhe main characteristics of
both authentic texts and graded simplified Reademsrder to have a better understanding
regarding the discussions for and against eaclobtieem.

On the one hand, Collie & Slater (1990), Brumfi®91), McKay (1991), Long
(1991), Kramsch (1993) and Lazar (1993) presentra¢veatures favoring authentic literary
works. For this study, the most important is thet that they are authentic material contrary
to the fabricated text for classroom purposes &gl will expose learners to the different
layers of meanings, developing, thus, a feelinglémguage. Not only that, the personal
growth element they offer will engage learners lwe treading for it becomes a more
meaningful activity.

Concerning the simplified graded Readers, Vinc&@881), McKay (1991) and
West (quoted in VINCENT 1991) point out to some tbéir main characteristics. Our
restriction to this type of work is mostly the fabat the transformation the text goes through
in order to meet learners’ linguistic and commutiealevel results in loss, be it linguistic,
emotional or aesthetic. This may even make thertexe difficult and affect the relationship
between the text and the reader.

Some of the points raised favoring authentic Iignaorks over the simplified
versions may apply to the latter, neverthelesseaagg with Kramsch (1998, p. 132), “the
main argument for using literary texts in the laage classroom is literature’s ability to
represent the particular voice of a writer amorggrttany voices of his or her community and
thus appeal to the particular in the reader.” Ldhg91, p.51) sees that the “channel for
creative response is the strongest justificatiom” the authentic literary works. Another
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reason, | particularly advocate is my belief in $lvan’s (1982) input hypothesis (i+ 1) which
favors quality input containing structures a lithkeyond learners’ current level.

Nevertheless, there are authors who have a diffgrenspective seeing the use
of simplified graded Readers as a means to appraatttentic literary texts, such as West
(quoted in VINCENT, 1991). Lima (2003) carried oah experience which aimed at
establishing a pedagogical interface between ttegaty text and the simplified graded
Reader by using the literary clas3iobe Canterville Ghodby Oscar Wilde in its full version
and in the simplified one.

The experience took place in an institution whengpsfied graded Readers are
part of the program. In such a context, Lima sae plossibility of using the simplified
versions as an interface between the latter an@utteentic literary works arguing that they
could make “the process of entering that univeess traumatic” (2003, p.7). Opposed to
Lima, | disregard the contact with the literaryttas traumatic. Depending on the approach
adopted, such an experience may promote a pleasdntewarding relationship between the
reader and the text. Not only this, | believe fleatners ought to be exposed to structures and
vocabulary a little beyond their level; reinforcimgnce again Krashen's (1982) input
hypothesis.

| agree with Lima that reading “can be fruitful @ghout the process of
teaching and learning EFL” (2003, p.7), but, | bed that the use of books written for
children, poems, or even work with passages fronawhentic literary work would be of
more quality input. Some may argue, as | did otieat simplified graded Readers do exist
and they have to be used in the FL classroom whetieefavor them or not. This is a
guestion that really disturbs me as a teacher andh aesearcher because it involves
institutional constraints and sometimes a strilabys that has to be followed, as in the case
of Lima. But again, from my personal experiendasipossible to start incorporating the
authentic literary work since we have relevant argnts favoring it against the simplified
versions, as Kramsch (1993, p. 185) puts it:

[if we] expose learners as much as possible toepaok written texts that have not
been fabricated for pedagogical purpose[...]learneti8 be able to better

understandthe speaking customs and ways of life of the tacgemntry, and thus
behave more appropriately in native-speaker enmiemnts.

Based on learners’ observations involved in thesgrpce, | could observe that
simplified graded Readers do not imply in easy k&sd traumatic reading. Here are some of

the comments made by the learners involved intiimys“all schools should adopt it because



42

this is reality. When students leave school, thep’twhave simplified books for them” (K5.
Another learner stated that “it is a good challeye have to adapt to them not to something
adapted” (L). From these remarks, it is possiblsa that what has been said about learners’
resistance to authentic literary works cannot Bnses a generalization. The question rests
on the way the literary text is approached whickkesaall the difference in dealing with it.
The following chapter will reinforce the ideas deded until now as | present the experience

of using an authentic literary work.

2| used learners’ initials for their first names.
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CHAPTER 3

LANGUAGE LEARNING AND LITERARY AWARENESS:
AN INTERFACE

The use of simplified gradeegaRers in EFL classrooms has raised my interest
of investigating how learners would respond to atientic literary work. The importance FL
institutions attribute to reading is not questiomedhis work, nevertheless, what is expected
from learners when incorporating simplified gradedsions is. There is a debate surrounding
authentic literary works versus pre-fabricated mal®e for FL classes such as graded
Readers; some favor the first for all the reasaied on chapter 2 while others insist on the
belief that authentic literary works would be faotdifficult for an EFL learner who would
then, feel demotivated mainly due to the vocabudemy their literary features.

Therefore, an intervention veasried out at a FL institution in Maceido — AL
aiming at investigating learners’ response to #x, tas well as the question concerning the
development of linguistic skills and the extentdoich literary awareness could be achieved.
The research was carried out with learners from different levels using the same literary
work. | chose to work with an intermediate groupickhpresented both linguistic and
communicative limitations for they did not masthe tlanguage as it was expected for an
intermediate level learner and the second groupmade up of advanced learners who were
quite fluent and mastered the language appropyidiekides being interested in reading.

Learners’ responses to autbéitérary work were assessed based on their oral
and written productions. Regarding the writing atyi they were expected to keep a diary in
which reactions to the text should be recordedhsd the researcher could collect it for
analysis as well as for guiding them during theezigmce. The amount of their writing was
not considered the most important issue but theengts to write as much as possible. They
were told that summarizing the text was not theu$paather, they were expected to write
about their feelings to the text as they read iiting their thoughts, questions, whatever
came to their minds while reading.

Interaction in the FL classroduring the encounters was also another focus of
my attention. | have observed that mostly, whentélagher provides learners with a topic for
discussion, they tend to turn to the teacher, ftirgetheir peers, in search for confirmation

to what they say, be it in terms of grammaticaluaacy, or their opinion about a certain
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issue. They are used to what Sinclair and Coultigudted in TAVARES 2001, p. 47) call
the initiation/response/evaluation, which is verpgmenon in traditional classrooms.
Therefore, during the meetings to discuss the engpt chose not to interact with them in
order to assess their development as a group, theless, they were aware of the reasons
that supported such an approach. At the same igsaes that could prevent them from
responding creatively to the text were discussedt po the reading itself. They were told that
there was no “right” answer, everyone was free xXpose their opinions, and whenever
possible, support them based on text evidence,weeg also expected to invite their peers to
join the conversation, try to link their ideas teeir peers’ and take turns to speak. In short,
the idea was also to reduce teacher-talking time tonimum. However, whenever learners
needed some guidance, the teacher was supposeadvidepit and they could also resort to
L1 in order to clarify their doubts.

The intermediate group met six times for discussiontwo semesters whereas
the advanced one had three meetings once we atjraethey would read the book in one
semester. For each meeting, one chapter or more agsigned and they were expected to
read at home at their own pace.

The collected data was analybased on the theoretical grounds offered by
authors such as Brumfit (1991), Carter & Long (199akhtin (1992), Lazar (1993),
Kramsch (1993), Lajolo (1993), Certeau (1996), fer€l996), Brandao (1999) and Zozzoli
(2006), amongst others. The three-stage rating dpaKooy & Wells (1996, p. 25-26) was
also used in the analysis.

Briefly, these stages defimatt at level 1, we observe “a literal surface
encounter with the text” (KOOY & WELLS, 1996, p.2B) which learners’ interest in the
narrative is not reflective and they tend to foamsretelling the text. Their judgments are
superficial once they are not based on evidenca fitee text or from learners’ own life
experiences, their ability to formulate questiomsl daypothesis is incipient, the responses
follow a stereotype, television and movies influeticeir mental images, their notes are brief
and present no depth, there is evidence of misstatetings which are not solved, and
responses may drift away from the central topic.

At level 2, learners show thhey understand and appreciate the text by
distancing themselves from the base text and teftp@bout it making connections between
the narrative and their personal experience, byimgakredictions even if not very well
developed, and showing empathy for a charactenarnaerstanding of her/his motivation.

They make connections between the base text aedsatihe has already read yet, their ideas
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are still basic and unrefined, they think aboutttha and find ways to understand it. Finally,
they are able to ask questions and raise hypothesis

At level 3, learners synthesand evaluate the text as they compare and make
connections between the base text and other Mavarks they have read, their interest in
literature grows stronger and they are aware ef different levels of meanings, their
judgments are consistent and based on the texelhsasvon their own experience, they are
deeply engaged with the text and thus, predictems more elaborated, there is a certain
consistency between the expectations of the cleasand the information contained in the
base text, their empathy for a character is stroagéhis level and so is their understanding
of decisions once they use their own life expemsndhey realize that the author makes
conscious choices aiming at affecting readers’irigel and responses to the text, they are
aware of the writer's position concerning the issaised in the book, and that the text may
present a topic in a perspective which is diffefemin their personal beliefs, and finally, they
recognize that the “writing is an imaginative coust’ (KOOY & WELLS, 1996, p. 26).

3.1. The research context

The data collected for the present study was obthatServico Nacional de
Aprendizagem ComerdigSENAC-AL). This institution deals basically witprofessional
qualification at a technical level all over Braaihd has been offering FL classes for about
eleven years. Learners studying at this institutiaimm at being linguistically and
communicatively competent and they are teenagers forivate as well as public regular
schools, university students, retired people anfegsionals from different areas.

The Communicative approach underlies the teachiagtise and the basic FL
course lasts five years and is made up by the violip levels: beginners, elementary,
intermediate, upper-intermediate and advancedallyitreading in the target language, apart
from the text already presented in the textbools @@y included in the institutional syllabus
some years later.

The first pedagogical experience was carried otl & group of teenagers. |
proposed them to reathles from Shakespeaby Charles and Mary Lamb and although |
have always heard about the difficulties posed bshsa kind of reading, learners were
enthusiastic about it. The feedback was positiveé #rey were engaged in reading and
appreciated the discussions in classroom once hiagly got the feeling of empowerment

learned from an experience such as this one. Re#pet fact that the language presented in
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the book was not an easy one, that did not seelpe @n obstacle for the enjoyment of the
work and already at that time | could observe lbatners distanced themselves from the text
and responded actively to it.

Having this experience as a reference, other tes@uopted reading as part of
their teaching practice and finally the instituti@alized its importance and decided to have it
in the institutional program. Unfortunately, whdeciding on the “ideal” type of text teachers
concluded that it would be better to adopt the $ifired versions arguing that the language in
authentic literary works is too difficult and it wiol not motivate learners. The main reason
for incorporating the simplified graded Readers waes assessment of the reading skill;
therefore learners were not expected to go anyhdurthan answering comprehension
questions. They would be evaluated by the end df samester from the elementary level
onward.

As | see it, simplified versions should not be ¢desed the ideal because if
learners are given the chance to read in FL clagsspwe ought to provide them with good
quality input that would motivate them to exprdssnmselves in the target language, texts that
would involve and engage their emotions. We oughoffer them the chance to use their
imagination, develop their creativity, understantfedences and above all give them the
chance to develop literary awareness reinforcingtwhey already learned at regular school.

Besides, most FL schools tend to reproduce thefariial school format as
places for transmission rather than a site for kedge production. | agree with Jord&o
(2001, p.60) who sees the FL classroom as spaaseiam “conflicts and power relations are
produced, maintained, tested; limits are checkedammgs are created and recreated”.
Moreover, by having this particularity, the FL dasom becomes a world where

there is a strong possibility of confrontation oflues, concepts, reading
experiences, beliefs, life stories; this opportumionstitutes a fertile arena for the

exchange and reinterpretation of meanings, foctbation and recreation of truths
and knowledge for productive conflict (JORDAO, 200160).

Because of its characteristics, the literary teglymrovide a means to “subvert
the established procedures, to deconstruct théntege and promote the change” (JORDAO,
2001, p.61). FL learning can, thus, become moranmgful, may be long lasting as learners
do not focus on the repetition and internalizatbbtanguage patterns, they will play with the
language, stretch it to its limits and, in doing @y become more comfortable with it.
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3.2. The Subjects

In the present study, thirteen learfi@mere involved: six at the advanced level
aged between seventeen to twenty-seven and sevke gitermediate aged fifteen to sixty.
From their age difference, it is possible to asstina these learners had different interests
but most of them were learning English because likeg the language and, except for the
two mature ones who were learning for pleasurg; theught that learning a FL would help
them to get a better position in the work markethe future. Some of these learners were
studying at private regular schools; othersCaintro Federal de Educacdo Tecnoldgica
(CEFETAL), one of them was studying Journalism Wniversidade Federal de Alagoas
(UFAL). There was a journalist who worked @azeta de Alagoasa housewife who had
worked as a police officer, a retired lady, a shuds tourism management at college, and a
drugstore manager who studied Baculdade Alagoana de Tecnologia (FATThe
intermediate group was made up only by female &xarin the first semester and in the
second; there was also a male learner, whereaadvenced was made up by two male
learners and four femalés.

The fact that a text offers the possibility forfdient readings, associated to the
participation of both male and female learners freath a diverse background and age
difference could lead to very stimulating discussio

| had taught both groups previously and at the tiney had to read simplified
versions as part of the school program. The idezhobsing these groups was based on their
linguistic level. The intermediate group was lirgjigally less proficient, which means that
they had already had 200 hours of tuition out ef300 hours necessary to cover all the basic
level of the program and as such, they were exgdotbe able to use the language learned so
far in a more proficient way and the difficulty shd concern only the new structures studied,
not the previous ones. They were facing difficgltncerning the development of the four
abilities and even when they were reading the sfiaglversion ofFrankensteinby Mary
Shelley, they presented difficulties in understagdand retelling the story. They were not
asked for more than simply reading, writing anccdssing the plot. As a result, this group
called my attention because they had these lingudistitations which would be even more
challenging in the sense that, if they were sudaksgs responding to the authentic literary

% See pictures in appendixes | and I, pages 7878nd

“"The use of “female” and “male” learners wa®sen due to the difficulty to categorizenthia terms of
gender, for example, some female learners wereebssyold others 60. It would not be suitablaise
“women” for adolescents nor “girls” for mature laars. The same applied to the male learners.
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work, then | would have no doubt that it could iedde adopted from the intermediate level
onward without the pressure of the uncertainty rdigg learners’ success.

Of course learners below the intermediate level neag authentic literary works, but shorter
ones such as the ones foundiories for nine-year-oldgy Sara and Stephen Corrin because
both teachers and learners have a schedule to lbevéd among other institutional
constraints.

On the other hand, the advanced level learners wemnsidered ideal for the
experience because they were linguistically and nesamcatively competent. Therefore, |
imagined that, in case the statements | have alwead and heard concerning the difficulties
learners may face while in contact with the auticeliterary work were a fact, then they
could be minimized and the experience would noalmemplete failure. Another interesting
point concerning this group was the fact that sofmthem had already read authentic literary
works such adPride and Prejudiceby Jane AustenHarry Potter by J.K. Rowling and
Frankensteirby Mary Shelley. The lack of a Portuguese verswrthe books, the challenge
involved in reading an authentic work and the Heslior simplified versions were their main
reasons for choosing the authentic versions .

Both groups willingly accepted the invitation torfi@pate in the study even
knowing that they would put on some more efforaotomplishing this task. Some of the
comments made by intermediate learners are prekeate without any modification:

* “ltis a challenge, difficult but anyway it is arperience which will help
learning English”. (LR)

« “All schools should adopt it because this is rgaM/hen students leave school,
they won’t have simplified books for them”. (K)

e “l didn’'t know what an authentic work of literatureas. While reading national
[sic] writers such as Eca de Queirac] and Machado de Assis it is difficult. It
is difficult but you don’t look up in the dictionarHow many times will | need
to check in the dictionary?” (L)

* ‘It is a good challenge. We have to adapt to th@nto something adapted”.
(L)

* “ltis a great cultural investment”. (C)
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3.3. The aims

The idea was to work with the same literary workhwboth groups in order to
make a parallel concerning their responses toake YWhen considering the use of literary
works in the FL classroom, learners can benefihige different, yet intertwined, levels, that
is, the literary, the linguistic and the culturaleoas proposed by Cavalcanti (2002) who states
that reflecting upon these three objectives widlyyent from reducing the literary text to a tool

for FL teaching/learning.

In short, the literary aims were:

. to bring to the FL classroom a literary genre algelanown by learners in L1,
which was probably not dealt with in the targetgaage. By reading the
novel, learners can access the narrative reinfgrpatterns they are familiar
with in L1;

. to sensitize learners to the discourse present mar@ative calling their
attention to how rich this genre is;

. to show that “the narrative is in dialogue with ettmodes” (ROBERTS,
2005, p.87), which in this case is the lettemn essayistic genre by means of
which the character communicates with the extemwatld exposing her
dreams, frustrations and desires. It is like anoofpmity given to the reader to

access the private world of the character.

The linguistic aims, listed below, are considerepredictable consequence of

the interaction between learners and the literasgkw

» developing creative writing: aiming at moving fraitme mere reproduction to
creative production, which means a certain distamérom the base text in
order to start a movement of reappropriation dedsht levels, as suggested
by Zozzoli (2002) leading to a rupture in the laage production process and

resulting in movements which affect the subjedts, senses in their relation

28 Bakhtin (2006) treats the novel written imetmode of letters as an epistolary genre wHiokva for vast
discursive possibilities. He states thatclaracteristic feature of the letter isagute awareness of the
interlocutor, the addressee to whom it iieded. [It] is addressed to a specificsper and it takes into
account the other’s possible reactions, the othpdssible reply” (BAKHTIN, 2006, p. 205). In olrase text,
the letters were written as a way to exprimescharacter’'s anxieties, fear of the unceffiatiore, she did not
expect an answer for she was writing to agrershe did not even know and she would get rectiieply as
the letters are addressed to “nobody”, that isuinéorn baby.
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towards history and language, generating differ@@anings in this way
(ORLANDI, 1999);

fostering familiarization with textual elements tlwver all the properties of
the text such as coherence, cohesion, interteituals well as all the
procedures and strategies in the construction agdesce of a text;
developing oral fluency by means of interactiorut@sg from the negotiation
of meanings as each chapter is read;

developing learners’ “active responsive attitud@AKHTIN, 1992) by means
of language use in two moments: first, when theguks their comprehension
about what they read, and, secondly, when theyymetheir written text;
mastering and expanding the text linguistics eldsidaxical and grammatical
because literature provides patterns of high quiiiguage;

providing the use of the target language for megfoinpurposes once the
contact with authentic literary works may give leans the opportunity to send
real (authentic) messages in order to show th&erdint readings;

exposition to language as used by native speakersoathe context in which
the work was produced, that is, the language wihiak not suffered any
alteration to be used, as Kramsch (1993, p.185)yestg, “for pedagogical
purposes”;

long lasting learning of the target language. Bteniacting both with their
peers and with the text, and also by means ofngitiearners retain structures

and vocabulary in a privileged manner for it is enareaningful.

And finally, the cultural aims which cannot be seseparately from FL

teaching/learning experience:

develop cultural awareness which would involveatinuous development of
learners’ awareness towards theirs as well astties’s culture by comparing
and contrasting their culture to that of the targeguage in focus, which is
approached by means of the authentic literary waskByram (1989, p.41)
asserts: “language pre-eminently embodies the sahrel meanings of a
culture, refers to cultural artefacts and signaisgbe’s cultural identity”;
promote the expression of learners’ individualishen they share ideas and

opinions about the themes present in the narrafilies also reinforces what
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has just been said concerning comparison betwdéaresi both in L1 and L2
without the intention of underestimating any o ttultures in focus;
. foster their perception that even in different otéds, human issues do not

vary, yet the way they are dealt with does.

By means of what Lajolo (1993:45) defines as “a@tsphere”, learners will,
hopefully, be able to make sense of the text anghma their cultural awareness without

making inadequate value-judgments.

3.4. The genre

Believing that “there is a basic human drive torrea tell stories{CULLER,
1997, p.79) the chosen genre for this study wasdnetive once since the earlier days of our
existence we are exposed to such a genre in sevaya, even “when an adult is telling a
baby what s/he has done or what has happened” (BIFA.LO, 2003), we start to develop
what Culler (1997) defines as our “narrative corapee”.

The narrative, by all means, is part of our eveyyifa and appears in a myriad
of ways as pointed out by Hardy (quoted in GIRARREL 2003) who states that our
dreams, daydreams, desires, hope, beliefs, daulbtss, criticism, and so forth are examples
of narratives

We did not aim in this study to go deep in therditg theory due to a range of
reasons but mainly for institutional constraintay docus on the aesthetic literary reading
level made it possible to offer the learner a cleancget acquainted with some aspects of the
narrative in a way different from that of the mathengue. Kramsch (1993) suggests that we
should think about activities that explore the digse level, to avoid remaining at the plot
level as suggested by Collie and Slater (1987)rdiga wide range of possibilities to work
with the narrative focusing on the discourse. Fatance, by changing the means by which
the narrative is presented, varying the point @withe text time, the audience, the story
world referential, identifying the different voicpsesent in the text and finally giving voice to
a particular character which was not heard alorggrtarrative. In short, there are several
different, attractive and pleasant ways to workhwitis literary genre.

Finally, The reason to work with a novel is that kennedy (1991, p.213)

asserts, “novel has been the favorite of both waitnd readers for more than two hundred
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years” and that while reading the reader gets wraain such a way that it seems that s/he is
living something real.
In order to define the base text to be used irettperience, a basic criterion of

readability based on Brumfit (1991) was considetiedt is:

» the linguistic level which should be compatible lwlearners’ level because
sometimes a text considered linguistically simg@la offer problems in literary
terms;

» the text’s cultural level should not be so denskemwise learners will be able
to not understand essential meanings;

» the length which is still the major challenge windiwosing a text. Shorter texts
may be easier to handle for both teachers anddegron the other hand,
longer texts will offer learners more contextualed that will help them to
better understand the plot as well as characters;

* the pedagogical role defines how the text will laltdwith. Is it going to be
related to literary studies or will there be a limkh life issues?

. in order to foster the development of reading tedi learners should be
exposed to different literary genres;

» the relevance of the text for a particular groupeafners should be considered

or reading will not be an interesting experience.

Some questions may be debatable as the one camgeh@ pedagogical role,
because literary studies do not exclude life issUd® issue of length is crucial at FL
institutions since a schedule has to be followenlydver, | believe that instead of quantity,
quality material should be considered, this wayrentbime could be spent for the reading
activity. Being aware of the issues listed abotés possible to make more coherent choices.
Other important point to be taken into account eons the subject matter. Teachers ought to
know the learners well or use questionnaires iretd choose a theme that will be of their
interest and also consider if the material chosdh dgmand more cultural, linguistic or
literary background.

Finally, the base text chosen was the nowar Nobody by British
contemporary writer Berlie Doherty. The two mairadcters of the narrative are Helen and
Chris, two high-school seniors deeply in love wathch other, who, suddenly, have to make

mature choices, which will affect their lives foes\at different levels, putting them under the
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pressure of crossing the gap between childhood ahdthood without much previous
preparation.

It is a first-person narrative partly told by Chnartly by Helen, which provides
a double perspective of some facts, giving the e@edlde chance to analyze them before
accepting what has just been said by one of theatoas who react differently to the same
situation or fact.

Chris tells the story as an outsider at times angat of it when he, himself
writes a letter to Amy, the baby. Helen tells theryg from the inside but she is also a
character of the narrative and her recounting hagp@es the events unfold, whereas Chris
recounts it some time after it had happened.

The book version used has 200 pages and startsawithtroduction of two and
a half pages, and each chapter’s title corresptmasie month of the year, which in turn,
corresponds to Helen’'s pregnancy followed by thbylsabirth. It goes from January to
November and the length of each chapter ranges meenpage, November, to thirty-eight
pages, March.

Dear Nobodydeals with themes such as love, friendship, katips with
parents, responsibility, loyalty, abortion as wa#l with other issues. It shows, in a very
sensitive way, how our acts can change dramatitiaélycourse of our lives and that, unless
we know where we want to get to, we can get corajyldbst.

Berlie Doherty makes use of letters as the naedagehnique. It is by means of
letters that Helen voices all her anxieties, hésterce.

All this considered, Doherty’s narrative capturelde tcomplexity of the
teenagers’ life in a world which is constantly dbaging people. It is a very engaging
narrative which stimulates the readers’ thoughisatds parents-children relationships. |
believe that Berlie Doherty was able to put in vgotlde lives of several teenagers and adults

who went through a similar experience.

3.5. The author

The base text used in the research was a matmynokern to me. | was really
interested in a text that could engage learnethenreading process in order to try to find

answers to all my questions listed in the introgurctof this study. The idea to ugear
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Nobody by Berlie Dohert§’ resulted from my meetings with my adviser in theeand
semester of my Master’s program classes in 200t&r Aéading the book to check the issues
mentioned on 3.3, | realized that it would suit kx@ners because | myself was very engaged
in the reading and was convinced that fruitful dsgions could be raised at different levels;
resulting from the multiple readings the text coaoftér.

Except for the experiences with the teenagers whd a work by Shakespeare,
my previous experience with reading in EFL cladsasically followed the school program,
by this | mean that | had to offer my studentsdimeplified graded Readers.

The literary work chosen was written by Berlie Ddfzevho was born in Knotty
Ash, Liverpool, on November 6, 1943. Nowadays $¥eslin Edale, Derbyshire. She writes
both for children and adults. Before becoming &tfaie writer, she was a social worker, a
teacher and as school broadcaster for BBC Radiontdi983 she started writing full-time.

Her first novel,Requiemwas published in 1991. It was a novel for adattd it
took her 10 years to write it. Her first novel fdvildren,How Green You Arelas published
in 1982. Doherty has published over 50 books whaetge from picture books, plays, novels
for children and teenagers to fiction for adultent® of her books have been televised and
also translated into several languages.

She has won the Carnegie Medal twice @anny is a Buffer Girland Dear
Nobodyin 1986 and 1991 respectively. She won the Satkeird in 1994 forDear Nobody
and also the Writer's Guild of Great Britain Chadfs Theater Award for her own adaptation
of the book for the stage.

In her writings, she basically deals with familfeliand relationships issues in
both contemporary and historical novels and theseerf time and place are very present in
her works.Dear Nobodyis, in a sense, a book for teenagers, but labeifgpok is quite
difficult. Take the case of our base text; it iscah book for grown-ups. It leads the reader to
the adolescent universe of doubts and passionshdee it, adults can also have a chance to
reflect about teenagers’ sphere and avoid or at leanimize possible generation gaps which

are so common between adults and teenagers.

3.6. Field research

The time length required for thehatt was different for each group. Together

with learners, two semesters were considered endaghthe intermediate group. The

29 See www.berliedoherty.cofor further information.
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advanced group, on the other hand, would be ablea it in one semester. The whole field
research was divided into four steps: preparapogrreading, while reading and after reading

activities.

3.6.1. Preparation

As a private institution English teacher, | haweats been expected to teach the
four skills of the FL and extra activities prepaatwere mostly connected to the subject of
the course book. Nevertheless, being able to paate of an experience such as the one
proposed in this study, also took me from my cotatale position and | ended up having a
similar experience as that of the learners.

| have always assumed that literature is not soimgthew neither for teachers
nor for learners considering that both have alrdaay contact with it as a school subject.
However, the way it is taught at regular schoolsias always very pleasant and learners
usually end up hating the subject. | thought thatyng about narrative would be helpful
and | would feel more comfortable during our megdinThe idea was also to refresh learners’
already acquired notions of genre. Going deeper literary features would not be the aim
during this experience once the main idea was tifyviearners’ motivation and responses
resulting from their personal involvement and floe tontext it would also not be possible
due to time and institutional constraints.

Prior to the first meeting, | prepared a PowerP@rgsentation with some
information about novels. We discussed about whabwel is, how one can read it, the
differences between plot and narrative, what is mhéy setting, what characterization is
about, the difference between theme and subjeat; twe can study a novel and the

approaches one can use in order to read it.

3.6.2. Pre-reading activities

Following Kramsch’s (1993, p. 140-141) suggestion tbese activities, this
step was divided into: aesthetic reading, pedagegpectations, presentation of the theme
and reader’s expectations.

Concerning aesthetic reading, it was the momenthich we talked about the
experience of reading and the different possibgitof handling a literary text. For example, if

reading aims at vocabulary acquisition, then le@rméll need to look for words up in the
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dictionary and then, reading would be reduced teendecodification; we discussed reading
in De Certeau’s (1984) perspective that considesigprocess of creative production in which
learners are active and by being so, are expeactedomstruct meaning based on the
information collected in the text, which means thatreaders they should be active in the
reading process and were supposed to interacttiatitext by means of aesthetic reading, in
which “multiple layers of meaning would emerge froheir personal response to the text”
(KRAMSCH, 1993, p.137-138).

We also saw that different approaches may be adpfttat is, learners can read
quickly first to get an idea of the story-line aieén they can read again more slowly making
notes, or they can go through a detailed readirvghich they make sense of the text and also
make notes on the most important information and tiote-taking can be of two types:
writing in the book itself highlighting details arotes on a separate page for summaries.
Another suggestion was the one | myself had usatéwdading for the subjetiiteratura de
autoria femininaduring my Master’s course. It consisted of a clvamvhich the character’s
name is written in one column, followed by theitat®nship to the main character and
finally one column containing the main charact@ssbf that particular character according
to the book which would help learners to justifgitjudgments?

As stated by Long (1991, p. 47) “before learneedréhe text, it is generally
helpful to ask a series of questions which attetoptreate the right mental attitude for
receptivity, a process known as ‘set inductiolBased on the author’'s statement, for
intermediate level learners, | wrote the title loé tbook on the board in order to establish a
mental preparation about the main theme of the wbhle aim, at this point, was to foster
learners’ imagination by brainstorming the possi#sociations with the theme by asking
guestions such as: in which situation people ndymede the word “dear” (to lead them into
another genre present in the work, that is, theerletwhy someone would use the word
“nobody” instead of someone’s real name and findigsed on the title of the work, what
kind of story they thought they expected to findhe book.

Readers’ expectations: in order to activate leafngenre schemata, we went
through the slides about novels and discusseth@lldpics together, adding more details and
fostering learners to use their previous knowledgquired at regular school. This, in my

opinion, lessens their anxiety because they ar@sgto something that is part of their

% The chart was a contribution made by CleS8sdvina Ramos Mauricio Barbosa, who is in tetbrate
Program olingua Inglesa e suas LiteraturasUniversidade Federal de Alago#@idFAL).
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background knowledge, just in another languages Way making associations would be
easier.

All the suggestions offered by learners were wmitb@ the board and they were
expected to justify each one of them. When all mpis were discussed to their fullest, |
asked them, as homework, to write a compositiortasomg approximately 250 words on
“pregnancy in adolescence”. | also told them thay/tcould write it under either perspective:
that of a boy and that of girl.

Regarding the pedagogic expectations, they werkthadt a diary, where they
could write about their experience, doubts, sumesaas well as their reactions to the text,
would be important. We also established how we doatganize our meetings for
discussions.

The choice for note-taking in diaries was basetherbelief that they promote a
more personal relationship between learners arahées, it is also a good form of authentic
communication, and valuable insights concerningnkei@’ progress can be obtained. As time
goes by, learners can get back to their previousngs and evaluate their progress, it also
gives that shy learner the chance to clarify herfiioubts without being exposed during
classes and the teacher can answer individuallyniay also want to comment in class
keeping that learner’s privacy.

3.6.3. While reading

In this phase of the study learners were expedaieiiteract with their peers
during discussions; talk about their understandihgach chapter; express their opinions and
hand in their diaries to the teacher.

After each meeting, their diaries were collectettj & could follow each one’s
reading more closely detecting their difficultiesdavriting encouragement notes. The written
evaluation approach | adopted for this study was dhalitative assessment (GRABE &
KAPLAN, 1996) based on a dialogue between the rebea and the learners, always
emphasizing their positive aspects aiming at lepdirem to self-evaluation. This would
promote active response, therefore if learnersoredpd to the text, | understood that they
were successful in their reading. The other wags®sess them was by means of note-taking

during our meetings where their progress and &lsio difficulties could be followed.
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3.6.4. After Reading

At the last meeting, when the discussion was advasked them to write about
any theme they found interesting while reading. Eesv, | gave them some ideas:
. choose a character and write about her/tisédrom November on;
. write about the character they liked most;
. write about one of the themes presented in thatnaer
. give voice to one of the characters theyktshould be given the right to be

listened.

It would be great if learners, by themselves, godrie of the suggestions above
without the teacher’s interference. Nevertheldssy tend to write nothing but a summary of

the whole book because this is the type of task déne used to.

3.7. Evidence of learner’s oral response

In order to analyze learners’ response, | use sharth extractd of
intermediate and advanced learners’ oral producfioeceded by my comments. The
transcriptions show learners’ oral production anohtain structures which are not
grammatically correct, however they were not atterdhe following code based on

Marcuschi (1986) was used:

() My comments

() Doubts and/or suppositions or either unintelligibbeinds
(+) A brief pause

: Vowel extension

/ A sudden stop

” Question mark

' Comma

Mhm, eh Pause filled with hesitation

Capital letters Emphasis

/...] Omission of part of a passage

Chart 1: Transcription code

Along the previous chapters the teacher’s roleha reading process has been
highlighted however, during the discussions, tlaeher/researcher tried to be no more that an
observer. Nevertheless, the participation happeviezh learners were not able to help each

other concerning a word they did not know or whas teacher noticed that it was difficult

31 Learners’ productions, both oral and written, weagscribed without corrections.
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for them to start the discussion whenever learfedtshy, insecure or did not feel prepared
for that moment or even to give learners a positeedback whenever necessary, thus
encouraging learners to continue reading. On chamwe observe a moment of teacher’s

participation when learners commented about thadletstanding in the first reading:

105.| T1: | 70’ Ok’ that is very good’ né” the FIRST contacttiwthe authentic literature and
106. you can say 50% I think it's GREAT né” becausefitis first contact when you
107. have the SECOND contact it's gonna be more naiilsajonna be much better
108. much EASIER for you to (+)face the vocabulary’ theressions everything’
109. right T2”

Chart 2: Intermediate transcriptioff 1

By realizing that the theme of the narrative, “pragcy in adolescence”, is
common in any culture, learners build a bridge miring the cultural gap which could be
regarded as an obstacle for the reading compreadrensot only that, both intermediate and
advanced learners made similar comments abouth#rees dealt with in the narrative, of
course that happened at different linguistic lev8lsch evidence opposes Lajolo’s (1993)
statement that the cultural sphere may constitutbaienge for learners to a certain extent.
Compare both extracts:

Evidence of level 1: surface encounter with the tex

K: | think the reading is very interesting eh the bbekause this history happen in real
life (+) most pregnant the relationships betweenlestent and parents and pregnancy
in adolescence eh all situations and preocupations

itis a a a real story about everything about ifieealbout the book this

/.0

CL: | Ithink the book (+) isn't eh only about pregnarmy the relationship the good
relationship eh between children and the parerdgtanbads for examples Helen
wanted talk more eh with her mother

Njo|gal~wiNE
Py

Chart 3: Intermediate transcription 2

Evidence of level 1: surface encounter with the tex

155. | P: /...I | really like this book because it was someghiinat is takes eh part of our life |
156. like the general idea of the book’ it is not a €skentially it's a story about

157. relationships relationships with parents and childieenager in love it | children
((they talk simultaneously agreeing with what Ps3p

Chart 4: Advanced transcription 1

%2 See full transcriptions from Appendixes V to XIlI.
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Learners share their ideas and opinions openlyh Bd® and L distance
themselves from the base text to make a conneuwtitbntheir reality, showing thus, signs of

active responsive attitude.

Evidence of level 2: understanding and apprecidtiegext

45, LR: | think the father and mother the adolescent et dalik about of (+)

46. pregmence and your consequences eh they theyesayiecial train about

47. (unintelligible) | thin

48. L: actually’ | | think the father the mother ALWAYS ¢hink the adolescents (+)
eh are children because/

Chart 5: Intermediate transcription 2

Along the discussions it was possible to obsergassof personal involvement
when they show empathy towards one of the chasactéis is what Kooy & Wells (1996, p.
25) define as an “evidence of understanding andeggation of the text”. The preoccupation
with the lexical aspect gave way to the need ofrispaemotions as they engaged
meaningfully with the text. Charts 6, 7 and 8 sHdsvidentification with Helen and how MN

and C were touched by the narrative.

Evidence of level 2: understanding and appreciatiegext

104 | L well’ when | | | begun reading thieear Nobody | think is very BORING (+)

105 ANNOYING maybe | don’t understand (+) a little Jamywas (+) bad February eh
106 (+)the better and March is very reading the bodkNOW I:: like to read because it|s
107 very long’ eu | think stopped the interesting bBhceh (+)understand eh recognizing’
108 in the characters the people and |

Chart 6: Intermediate transcription 2

Evidence of level 2: understanding and apprecidtiegext

117 | MN: | for me eh the January is very difficult (+) | thatk (+) forget the write the book and
118 desperate (( laughing)) for me’ the March so so ttwvApril | liked is very

119 emotional because Helen talk about the pregmehtyeiir mother is (+)in moment'|
120 think | think the very book

Chart 7: Intermediate transcription 2

Evidence of level 2: understanding and apprecidtiegext

39.| L SO interesting and | sometimes | felt as if thebpgm the character was (+) mine and
40. sometimes | emotions and crying its SO beautifllOVE it

/...]
46 | C: me too’ | in the | begin the begin eh the bookrfw was very difficult but a- along I::
47. | like I involve I::: | (+) feel” the story’ | ingile the story | see:: the story in my family
48. | imagination’ is VERY interesting’ | like a lot
49.| L: | think in the next semester the other teacheritylthe the obra poordon’t want
50. ((they all laugh))

Chart 8: Intermediate transcription 4
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As the meetings progressed, even more personalvewent was evident
confirming, thus, the consolidation of what KooyV&ell's (1996) term level 2. One learner
in particular had very interesting responses to riagative because she went through a
similar experience and from the first contact shd tvith the male character, she established
a relationship of despise towards him and everyen®nt he made, she reacted negatively
associating it to her own experience. Charts 9,110and 12 present distinct moments when

L voiced her feelings towards Chris.

Evidence of level 2: understanding and apprecidtiegext

1.|L: | (+) I thought theDear Nobody(+) eh the Chris is the insecure too close perken
2. loves too much his father and now’ his loves Heltink Chris very insecure: (+)
3. person’ maybe eh his mother go away when when lsechiaa child

Chart 9: Intermediate transcription 3

Evidence of level 2: understanding and appreciatiegext

33.| L Chris don’t grow up inside because he continuesl dikn’t be father go to travel’
34. forgot responsibilities
Chart 10: Intermediate transcription 5

Evidence of level 3: synthesizing and understanthegext

45. | K: and the reading’ about reading favorite my readieter uhh in July because I think
46. this’ history is more interesting’ more moment netgting in July in August | don’t
47. like 1 don't like very much

48.| L: me too because Chris ((laugh))

49. | K: you hate Chris

50. | L: | hate Chris ((laugh)) when he was traveled he kBeym and he kissed oh my GOD
51. ((laugh)) and Helen’ Poor Helen see them togetndihish August and | want to
52. read September because | HATE HIM’ cruel for Helen

Chart 11: Intermediate transcription 5

Evidence of level 3: synthesizing and understanthegext

37. | L: | and I’ one think interesting | think is differentayv Helen Chris in September’ while
38. Helen eh eh had contractions for a hospital Chrisjbans for Newcastle is so EASY|
39. for Chris

/...
145.| E: | I thought | talk about may things | talk about lagevery important for hemé” sorry
146. for they think about love because is we would erehmany information about the
147. man the woman is eh eh eh is important they knaautthis eh QUESTION in my in
148. my house in they school in they (unintelligiblepahey other place’ please you don't
149. like Chris in the story”
150 | L: | no ((L laughs))
151.| E: | because” because you don't like”
152.| C: | she hates Chris
153.| L: | Itis so easy ask ((L laughs))

Chart 12: Intermediate transcription 6
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On chart 13, we observe the different readings @d R had of the same
character, meaning that reading is a very persexyarience and that each one’s perceptions

plays a significant role in meaning making.

Evidence of level 2: understanding and apprecidtiegext

26. | CL: | I'think Chris is very very romantic (unintelligifland (+) they they are very fast

27. (( they laugh))

28. | R: | think he’s cute’ romantic he likes very much Heknd he really wants be together
29. with her

Chart 13: Intermediate transcription 1

An example of learners’ involvement in the discasscan be observed in the
dialogue among F, P, MM and NR on chart 14. Thekeveetive, sensitive and invited their

peers to contribute to the discussion.

Evidence of level 2: understanding and apprecidtiegext

35. | F | agree with M because he is a quite senselessiniklanuary when he describes he
36. describes how they make love’ because(unintelidibb’ what do you think” P”

37. | P: | disagree with you when you say that eh boys ateoncerned

38. | F: NO’ | think that He IS SENSELESS'’ he has

39. | P: | mean

40. | F: he has no hum

41. | P: when you read the book’ it was not Chris faultvids Helen’ and Chris’s fault

42. | MM: | yes’ | agree with him

43. | P: because::

44. | NR: | hum (+) can | interrupt” | don't think it is faudif anybody because they are hum
45. still very young and they maybe eh when we seelels§ life and Helen’s life we
46. see that her mother is very strict’ very rigid’drdt know and he is he is rai he:: hig
47. father | don’t know’ created | don’t know

Chart 14: Advanced transcription 2

L's responses to the text lase two different moments meet some of the
criteria for Level 3. In transcription 5 she shosinger empathy for Helen and understands
the character based on her own experience. Henatgms are consistent with the text and
she judges the character based on evidence frontettie Her judgments were not as
superficial as they used to be and the supportoaasd on textual evidence.

Evidence of level 3: synthesizing and understanthegext

39. | L: like Helen’ when | | was pregnant’ | was anxious $ee my baby’ in page:141 she
40. says’ | can’'t wait to see you and this is is venetbecause mothers | think fathers
41. eh must equals | don’t know but mothers don’t spigmé don’tpassa parece que 0
42. tempo nagassavery long for pregnant

Chart 15: Intermediate transcription 5
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Evidence of level 3: synthesizing and understanthegext

89. | L: he don'’t father don’t forget he’s father Helen danbther and father Amy then eh
90. but he’s conscious about his immaturity on pagel@9 he said’ | am not yet ready
91. for myself'l am not ready for you for her for myshls immaturity

Chart 16: Intermediate transcription 6

All along the study, | have emphasized the imparamf seeing the FL
educational setting as a possible site where agdikor reading as well as more active readers
could be fostered. Besides confirming my belietould also observe the transformative
power of literature. S was a very resistant leafr@n the moment she knew she would read
a book for the fact that she disliked reading ewelnl. At the end, her resistance gave way to
personal involvement as she realized how much shk denefit from literature at different
levels and even her parents made comments aboeixfiexience that reflected even in her

everyday life at home.

Evidence of level 1: a surface encounter with e t

120.| S: | I don't like the book is very bad the book’ in Janyl I::(+) | don't like the March is
121. very long | don’t (+) patient’ in April’ | like’ Ibegun because | HAVE like((they
122. laugh))

/...
125.| S: | like the reading all books’ in Portuguese and Eshgfirincipally in English
126. principally in English because is very difficultdaise no::: my English because my
127. English

Chart 17: Intermediate transcription 2

Evidence of level 2: understanding and appreciatiegext

40.| S: | | think the other books | read is very imaginatiemasDear Nobody'DearNobodyis

41. very real and very interesting but in the bedindught very difficult because many
42. words | don’t meet (+) no decorrer”
...

44.| S: | but along I:::: read and read understand’ no thedw/éor words but the context | |
45, understand

Chart 18: Intermediate transcription 4

Evidence of level 2: understanding and appreciatiegext

72.| S:| my case is different because my mother don't tatk we’ | don’t know | think the my
73. mother don’t (+) no’ my mother eh talk with my bnet | don’t know information my

74. mother don’t talk with me and | shy | don’t ask @ase my mother why my mother donft
75. be pregnant pregnancy in teenager” | be | neveabaut the pregnancy

Chart 19: Intermediate transcription 5

Evidence of level 2: understanding and apprecidtiegext

117.] S in November | (+) | like the decision of Helen basa Helen was very happy and
118. want too for Chris too she didn’t keep hate andastiee Helen the Chris
119. /...
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S: | have one observation | want make ((laugh)) orengke that | speak in the
185. beginning of the (unintelligible) | said that dofike to read book ((they laugh))but|l
186. said this because never see the importance of lmakbis year all changed and |
187. begin life and | want thank Josy and my teach&ef(taugh))of the of the school
188. because made | read five books and | like of thik
189. | All: CONGRATULATIONS

Chart 20: Intermediate transcription 6

On charts 21 and 22, their discussion centereth@imiportance of the linguistic
and aesthetic qualities, that characterize “redérdture as opposed to the pre-fabricated
material for the so called pedagogical purposes thiey refer to the difference of the
language used in the narrative to that of everygmech. In their case, they could observe
that the presence of what they termed as detdil&shw assume as the presence of words not
common to the classroom environment, can causéebling of estrangement. Some learners,
read the text aesthetically, that is to say, thé &ad the reader meet and “a unique and
personal experience is born” (KOOY & WELLS, 199618) for what is important to them is
“the enjoyment attained by interacting with thettékMcKay, 1991, p. 194-195).

Evidence of level 2: understanding and apprecidtiegext

186. | Kt in the story very’ news words for me but | undemstéhe general
187. | R: is the more important if you understand
188. | K: but it's not normal ((they speak together))

189. | MN: in general | don’t understand the the book butddtail is very difficult
190. | CL: but I I think the details not VERY important when

191. | L: is very important literature is very important {ébhey all agree on the

192. importance of details and speak simultaneously))

193. | MN: imagine in Portuguese (+) read the book imagireenglish

194. | R: you have to imagine when you read the book

195. Kt you understand better the history

196. | R when you see the details ((from line 192 to thedae they talk simultaneously

197. commenting on the importance of details and undedshg them while reading)
Chart 21: Intermediate transcription 3

Evidence of level 3: synthesizing and understanthegext

67. | M: I think the author (+) she really writes (unintgilile) she has a very

68. (unintelligible) with details very careful trying talk to us (unintelligible)

69. | NR: | Ithink when she talks about Helen's feeling | feel:: as if | was Helen at that time
70. because she can eh she writes SO eh many detailsthht feeling that you you
71. feel | think | feel like eh (+) the he same thihgt Helen is feeling

72. | MM: | she pass to us what they what she she feel (4} stegy reality”

73. | T1: realistic’ the::: author”
74. | MM: | Yeah

Chart 22: Advanced transcription 3
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West (quoted in VINCENT 1991) favors simplificatitsecause he consider

S it

an art which will “make the route to literature ieady the extensive use of simplified graded

Readers”, nevertheless, in E’'s statement, the agnwas the truth contradicting, thus, those

who favor simplified graded Readers. Moreover, By goined the experience on the second

semester of the experience. Here’s what he saidtdii® previous experience with simplified

graded Readers:

Evidence of level 2: understanding and apprecidtiegext

E:

eh is my opinion eh about simplified books is’ ddgwo books eh simplified books e

was’ were eh the phantom of the opera house anrtinkstein’ these stories is

(knowing) (+) knowing eh eh for many peoples orgepples but when read the

simplified book with stories eh known a known staryhad difficult’because the

pages(+) don’'t continued once other but eh whea dear nobody eh authentic work

example’ | was liked the stories with forty pagbsomly pages | was eh understand

all stories and the word eh forty pages the wohd&ent went repeated repeated

the the the book eh eh stayed how can ey’ please

All:

Easy

easyn€’ Easy”

All:

Yes

E:

easy” the book stay easy this good for me | | Eltvis book [@ar Nobodybecause

| the story is different’ different eh and the athe

Chart 23: Intermediate transcription 4

On chart 24 both K and L realized that authentigleage was permeated

by

nuances that sooner or later they would come ae@mdghey understood that it was positive

to have this first contact in the FL classroom vehigiey could rely on their teacher as well as

on their peers to help them understand while readin

Evidence of level 2: understanding and apprecidtiegext

28. | K: and in in other place hum how do you $ara da sala de aula
29.| R: out of school out of class
30. | K: out of school is totally different’ the simplifidzbok and is easy in the class but othe
31. place is not is totally different and is easy ia titass but other place is not
32.| L school is poor vocabulary is poor we don't (+) hdevyou sayadquirir” the new
33. words for me the begin is so difficult | am crdmcause | | thought | don’t
34. understand nothing
35.| R: me too’ in the beginning | thought really difficahd the story was BORING but
36. when | start reading | like it
37. /...l

L: | think in the next semester the other teacherrigtylthe theobra poor | don’t want
49, ((they all laugh))

Chart 24: Intermediate transcription 4
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Learners were motivated because they had a feelingmpowerment. This
feeling was seen by Vincent (1991) as resultingnfiearners contact with the simplified
graded Readers and this one of the reasons whautier defended their use, highlighting,
however, that there should be more sophisticatiasimplifying and grading materials. Chart
25 confirms one of the initial hypotheses of thigly: if learners are given the chance to read
in class, why not offer them quality input?

Evidence of level 3: synthesizing and understanthegext

171.| NA: | and are you comfortable to (+) take another booksriglish” | am ((laughing

172. happily and cheerfully) very happy because | hadctburage to order a book of my
173. favorite theorical author and | used to read ®Portuguese then | order it in English
174.| NR: | I am (( laughing with happiness)) so pride of mi§e€) it is good it was very/

175.| MM: | we can learn eh original book and understand

176.| M: although we are in a English course and in a cguhait doesn’t speak English we
177. can’t (unintelligible) you know it is not the reigliwe have to read things that are
178. real because we are going to use what we leaemsirthings (unintelligible) (+) it is
179. a way of (unintelligible)

180.| F: we know too the limit of our knowledge about Eniglig is not a illusion we know
181. that we can do it’ and we are not afraid of readirigxt’ things like that that some
182. people doesn’t EVEN understand in Portuguese

183.| NR: | yes' it eh great(unintelligible) how can | say” wee not afraid of reading something
184. more more complicated or (+) another books now m&éthis this barrier now
185. we can go on and read whatever want

Chart 25: Advanced transcription 1

One of their commonest complaints concerned thsepiee of new words.
During their discussions and in their diaries, theferred to the difficulty they were facing. It
was expected that learners made use of differetfiads in the meaning making process. The
vocabulary present in any text requires strategmnesthis is due to the complexity (BROWN,
2001) associated to the written language. Henteh@lmechanisms learners described and
even their uncertainties and lack of confidencecaresidered part of the reading process for it

also happens in L1.

Evidence of level 2: understanding and apprecidtiegext

91. | C: (unintelligible) | read everything (is very bedul) but many times the dictionary
92. many new words then | looked (+) best besdidas/.../

112.| K: the beginning (unintelligible) but after | readh® better in my opinions the best
113. month is February because my reading is very ¢msydthers (unintelligible)
114. because exist very words eh eh (+)my methods dolystg eh is | wrote parts |
115. have a good impression | wrote in Portuguese itbank and comprehension
116. (unintelligible)

117.| CL: | my situation is the same as L because the (+) whesd the book | didn't

118. understand very much but then’ | | | begun undediand | LIKE the book (+)
119. my method is eh | do,esumosin the book and | like the book

Chart 26: Intermediate transcription 2
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For being an authentic piece of language, thealiyework contains words that
are part of everyday life which learners normalty bt come across in the FL classroom.
One of the main constraints towards the incorponatif literary work is this: the vocabulary.

Below, MN comments about it.

Evidence of level 2: understanding and appreciatiegext

157.| MN: | yes’ for me read the bodkear Nobodyis very difficult but (+) | can have good
158. vocabulary’ many words | don’t understand but irhatory’ in total but read the
159. vocabulary VERY GOOD informations

Chart 27: Intermediate transcription 3

R shows signs of relative autonomy as a learnefidaing her own strategy,
which is to understand words by the context. Ctrenother hand, relied on the use of the
dictionary. LR believed that the difficulty was la&se the book was written for native
speakers.

Evidence of level 2: understanding and apprecidtiegext

161.| R: | don't think so so difficult until now | understdrihe context just like MN and |
162. don’t think so many so many new words | don't uistiand cause | watch many
163. many movies many many things | have many contagtusic too’ and (+) but is
164. normal | don’t understand a few words but | caas®p

165.| L: really”

166. | R: | pass continue reading and the finally | under$tan

167.| CL: | me too’ when | don't understand (+) | pass

168. | MN: | but many words’ | don’t understand

169. | L: passa passa passa

170.| L: many many many a lot of

172. | R: not so many’ not so many’ a few words

173.| MN: | but the context understand

174.| C: the context

175.| L: congratulations ((laughing))

176.| C: | see the dictionary many times

177.| LR: | I think the book there are eh a lot of a lot ofeelot of lang

178.| L: Language

179.| LR: | language the English for (+) native eh p®y isso”

180.| L: that why

181.| LR: | I think is very difficult

182.| R: | don’t think’ | don’ | am not reading the book éks for a person who who speak
183. English | am reading (+) like a normal book’ anttlve to put numbers like | have
184. in the others book but | think it's a normal bodls it's bigger than the others but |
185. think it is think it is normal

186. | All: congratulations ((laughing))

187.| K: in the story very’ news words for me but | undemst#he general

Chart 28: Intermediate transcription 3



68

According to Kooy & Wells’ (28) three-level rating scale, F's comparison
between the base-text and previously read literanks, approximates him to the last level

which focuses on synthesis and evaluation of tkie te

Evidence of level 3: synthesizing and understanthegext

253.| F: | made a comparison with Machado the Assis’ becaubes book Don Casmurro’
254, Bentinho is the narrator and he do the male cha@inimeh interpretation of the
255. situation and at the end of the book there is thestjon’ if you think like Bentinho’
256. Capitu really betrayed him, if you think like Capihe female character that is the
257. victim of the story you think that she is (+) ineot

Chart 29: Advanced transcription 2

An advantage of this contact with the literary waskhat not only did learners
reflect about the narrative, they also reflectedudlihemselves as readers and searched for
more efficient ways to accomplish the goal esthblis | see this as another contribution of
the literary work in the FL classroom. Learnersndd read for the sake of it, they reflect upon
this process because they want to improve at\aldeand they carry on natural conversations
just as if they were using L1 to discuss theiridifities and anxieties and this is what teachers
hope for when teaching a FL, that is, to use itf@aningful purposes and spontaneously. |

see it as a big step towards the process of begpaniractive reader.

3.8. Evidence of learner’s written response

Concerning the written production, learners werppssed to keep a diary in
which they would record their notes while reading éhey were also expected to write about
their feelings towards the experience. The purpdske diaries was to follow how they were
reading and identify difficulties that could denwatie them. Therefore, notes would be taken
and a dialogue between the teacher researcheeantets would be established. Also, while
writing down their thoughts, learners concentraterenand “actively engage with a text”
(KOOY & WELLS, 1996, p. 17).

In order to present learnerstten progress, | chose L’s didfyfor the analysis.
The full text can be found in the appendix XII.

The first lines of L’s diary, showed that she wasried about dealing with the
text, her anxieties and uncertainties and how skgemuse of L1 to explain herself
demonstrating her insecurity in sending her messhgmigh, nevertheless, despite some
grammar mistakes, it was possible to understandt sie meant.

% The written texts were transcribed without anyrections.
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| read only introduction and stoped. | found a tdtwords that | didn’t
know, but | preferred no look for means. | begead January. The text has
a lot of words that | don’t know. | stoped in thegge 5. I'm confused.

Today | continue to read. I'm understand a littentetimes | look for means
words that | don't know. | Finished January, buhbught litte time. | think
that I lost a lot details and maybe I'm losting theauty the book.
Portugués: Acredito que estou conseguindo entemdentido da obra, mas
gostaria de estar me deliciando com as descrictas ersonagens e
lugares, mas fica dificil a ndo ser que eu procuneitas palavras no
dicionario.(extract 1)

L’s writing presents evidence of understanding apgdreciating the text which
corresponds to level 2 of Kooy and Wells’” (1996}ing scale blended with some
characteristics of level 3. Her writing went beyoredelling the narrative and moved to a
reflection. She realized that the author’s choit&aving parts of the story told by a male
character, affected her feelings and responsdeettekt.

Resume January

| thought that Chris is the insecure and too clpseson. He loves his father
so much. For years his father had been at the eeofteverything, however
now he following in love for Helen. Chris wouldl teith his father about
his matters but he doesn't tell to do. He hatednhégher because she didn’t
want him and she went away.

P.S. I thought that narrative moment that they maue, very simple,
maybe because who told was Chris, if was told flehl it will be more
details, Actually is the way man to see thing®weél(Extract 2)

On the next passage, she seemed to rely more on ddder to communicate
with the teacher researcher. However, when sheawiiag about the story, she always used
L2. This reproduces what we observe in the FL elmsthat is, whenever learners need to talk
about something other than the subject relatethéddsson of the day, they go back to L1.
We will observe further that she abandons L1 whaliking to the teacher researcher. L
started collecting information about the charact@vhile checking her notes in her diary, |
suggested the elaboration of a chart containingrimétion that might help her to understand

the story and support her judgments.

Portugués: Ao invés de reler janeiro como eu peasaw fazer, resolvi
seguir adiante e fevereiro pareceu-me um poucoanelé ser lido.
Portugués: neste capitulo descobri o nome de algensonagens:

Ruthlyn — Helen’s Best friend

Tom — Chri’s Best friend

Ted Gardon — dad’s Helen, has band and plays taeqiHe’s so thin, he's
such a quiet man

Alice — Helen’s mother

Joan - Chris’ mother

Don — Chris’ mother’s husband

Guy — Chris’ brothefextract 3)
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The next meeting she presented all the informasba got concerning the
characters on the following format.

CHARACTERS + INFORMATION
Alice mother Influences Helen to abort

Wasn't friend of Helen

Became stranger for Helen

Ted Garton dad He has a band and he plays
piano.
He was so thin and he’s such|a
quiet man.
He trats her as if she was made |of
glass.
Bobbie brother Gigling for Helen
Henry old boyfriend
Ruthlyin Best friend A good friend, fine
Darrie nan Very sad
Tom Chris best friend
Joan mother Pretty

She smokes, then she stank
She went away whe Chris was| a

child
Don Father-step
Guy Brother
Jill aunty Said about when she was
adolescent and made abortion
Chris Insecure and too close person
Helen girlfriend Shy

Plays the piano

(extract 4)

L1 was still present in her writing and she wrotowt her feelings towards
reading. At this moment, the teacher’s support Wwelamental. Another sign of literary
awareness was shown when she realized the cha@cauthor had made of having the story
told by a male and a female character and thak, wsote in her first extract, affected her

responses.

| had a lot difficult when was read this capitubyt now continue. | didn’t
look for means the words, because didn’t have riore for it.

Mesmo assim fevereiro foi melhor do que Janeiro

March is better than February. | understand a lith®re. Sometimes, during
the read | felt anguished, that why | thought tapst

Now, this narrative have two narrators: Chris andleh.(extract 5)

L was more interested in retelling the narrativd ahe made judgements based

on her own experience not supported by the textstmaws evidence of Level 1.

In October 2° Chris began to write about your past with Helemzhe
didn’t know yet where it’'s going end. The next dawill go to Newcastle.
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He found a pile of letters and He didn’t understiagdwhy they began the
same way: Dear Nobodthen he read the letters to remembered his past.
January

Chris and Helen were alones and together at Heldmsse when their
favorite music was playing Helen and Chris madee]aafter that Chris

found_impossible to talk for Helen without smiling.

P.S. | think that it show that they don't were rgatd make love, yet.
(Extract 6)

She moved to level 2 as she showed signs of pdrsmudvement with the

narrative. Based on the text, she made judgemeontsding to her life experience

If I were Chris, | didn’t waited for my mother. liNell about my mistakes
with my father and If | were Chris’ mother | Wilelvery sad, because |
can't live without my childrenExtract 7)

L reflected about the presence of different wondg bhow these words affected
her comprehension of the text. She also showedpgalthat she was thinking about the text

and tried to find ways to negotiate with it.

Method: | found a lot of words that | didn’t knolyt | preferred no look for

means.
| think that I lost a lot of details and maybe Ilfasting the beauty the book.

(Extract 8)

In this brief comment, L raised a question but gtdenot go deeper into making
assumptions, nevertheless, it was a sign of uratedstg and appreciating the text and she
distanced herself from the base text, reflectingualan important and updated issue for any

society.

P.S. Is very sad when the mother didn’'t want hdsybaVhy they didn't
precaution beforePExtract 9)

Another moment she reflected about her feelingsatda/the text.

Method: on March | understand a little more. Howeités very long, |
confused, | thought stoped, sometiniEgtract 10)

Despite all her conflicting thoughts about underdiag the text properly, when
we read her notes about April we notice her invalgat with the text and during the meeting
to discuss this chapter, she said that she had anieApril because she remembered

everything she had gone through when she got pnégna

Helen was very confused, because she didn't knoat tehtell with her

mother.
P.S. | recognized with Helen in this moment, maydeause it happened
with me one day, and it is very difficult to. dBxtract 11)
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L showed empathy with the female character andssiogvs signs of personal
involvement as she understood the characters oeactio certain situations. It was a

movement towards an active responsive attitude.

P.S. | thought the attitude Helen’s mother unacaielet Sometimes, when
I'm reading it | feel as if the problem was mirtgen like Helen, | didn’t
know what will tell to my mothefExtract 12)

At this moment, L did not identify with the teenageharacter. During this
writing she analyzed the character as a mothersaedjudged the mothers in the narrative
based on her perceptions and cultural backgrountbreing the importance of the culture in

an activity such as this one.

P.S. Sometimes | think we have kids and plan théure and when
something happens out of our plans, we don't knbatwo do.

We don’t can control the life, as parents we mustigjthem.

The most important part in this mounth was the mgeChris with his
mother. She talked about when she went away.

For me the reason doesn'’t justify, only explairb&cause I'd never change
my kids for any love. | think the love for my crelddoesn’t compare with
anything, however, now Chris knows her true reagmixtract 13)

In this piece of writing, there was evidence of glirstic competence
improvement and she no longer used L1 to commumiesen when she was writing her
notes down. She also made use of words that weéreonamon to her vocabulary like “urge”.
She blended retelling the text with personal respoilowever, at this moment her opinion

about the main character was supported by evideocethe text.

When Chris was traveling, he knew Bryn and thegekis after that Bryn
went his house and the worst thing happened: Hed@nthey together then
Helen wrote in her diary: “l hate him...”

Chris attitude really gets in my nerves, for me i€lis go overboard and
gets the urge he wake up for new realfByxtract 14)

As planned from the beginning, after reading thekhdhey were expected to
produce a piece of writing in which they could é¢ouae the story or give voice to a character
that was not heard or write about one of the chharacL’s production was not surprising
because she constantly showed how much she desineedhale character and in her

production, we hear different voices resulting froar own life experiences.

When Chris was in college sometimes he wrote ®fdther but he seems
forgot Helen and Amy.

In Newcastle he knew others girls, the n hisviées like if he doesn’'t have
a daughter. It's very easy for mens.
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After five years he came back, then one day chareelpassed in front of
Helen’'s house then he looked for her. He would khow was Helen and
Amy, whereas he surprised, Helen traveled to meliege with Amy. On
summer she always worked to help to care Amy. 8&her nvrote for Chris.

She could care her daughter with her family, andlbee for Chris became
to indifference.

| don’'t know what will happen after that, but | Wi€hris grew up. It's too
difficult, and | wish Helen knew somebody better than Chmnig it's so

easy (Extract 15)

| believe that if with the intermediate level lears, we obtained a positive
feedback and the tasks proposed were accomplisied we do not have much to say about
the advanced level learners who, from the very rbegg, were identified as being
communicatively and linguistically competent. Netietess, their written productions can be
found in appendix Xlll. Next, NR’s production is gzented. Despite the fact that NR
understands the narrative, her written productemains, mostly at the reproduction level.
This confirms my argument that it is still difficdbr learners to distance themselves from the
base text on their own, that is why the teachedsieat least in the beginning, to guide the
activity, otherwise the result will always be siamito the one presented below. Her text, does
not show any sign of personal involvement, howewdrile discussing the chapters in the

classroom, NR responded actively to the text agveld signs of literary awareness.

It was a clowdy day of January and Chris was indt& house. They
were alone reading, listening to music and dating.

Without calculate, the music, the dim light, heywved look and smile
created an romantic atmosphere and they made love.

When her parents arrived, they were discussing dtbforgotten to
buy the food for the evening meal, but Chris antkhlgvere touching
hands and trying not to look each other. Chris Wwatt her helping
her mother and he realized that the focus of lies that used to be
his father, had changed. Suddenly, Mr. Garton, Hsléather asked
her about a letter. Helen flushed: she had forgottewrite the letter.
Her father was upset and disappointed in her beeatst was an
important letter: her acceptance to the offer frima Royal Northern
College of Music to do composition. Happily, sheé lyad time to

send the letter.

Chris thought that was convenient left at that mathand Helen
followed him to the door. He didn’'t want to go.was raining. He

said that loved her and left.

While he was walking and thinking of Helen, a catlgd up and

beeped. It was a woman called Jill, who had somgtho Chris’s

father and gave him a ride.

As soon as he had chance, Chris called Helen, alsakepromised
before. They talk a little until her mother inteptuthem and Helen
hung up.
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After that, Chris went to the kitchen to help histber, Guy and they
started to play each other. After Chris had finidlines task, he talked
a little to his father and went to his bedroom.

He wrote a music for Helen, worked out some chéodg on guitar
and recorded it.

Nearly midnight, he went downstairs and found hitdr watching
TV. They started to talk about the TV program aftdrathey talked
about Chris’s mother and why she had left them.is3hisaid that
would like to meet her again...

TO BE CONTINUEQEXxtract 16)

All this exposed, | believe that it will take a whiuntil we have more student-
centered activities with teacher’'s minimal integfece because both learners and teachers
seem to be so used to the reproduction model. Hvéiney are communicatively and
linguistically competent, they do not distance teelmes from the text and do not respond

creatively unless some guidance is provided.
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CONCLUSION

Along this study, | searched for answers to sonestions which resulted from
my teaching practice such as the aim for usingingaid FL classes, the teacher’s role during
the reading process, how learners react to thalpliysof reading an authentic literary work
as well as their feelings while reading and themctions to the so-called literary language
and finally if the difficulties encountered by lears are so great that these prevent them from
responding creatively to the text.

Considering the aims established in the beginninip® study, | could observe
evidence of an active responsive attitude in tleegg both in oral and written productions
despite their linguistic level difference and sigriditerary awareness by means of personal
involvement which leads me to conclude that, ag lsinstitutional constraints are not taken
into consideration, quality input could be offetedFL learners not only in the last semester
of their five-year-English course.

Based on the readings along the study and my cdiseng in some FL teaching
setting, | conclude that the aim of reading in ffe classroom remains at the level of
understanding the language of the text and thaifigssthe reason why simplified graded
Readers are still the choice since reading is reh saas an integrated process which may
benefit learners at different levels and learnenstten production tend to be a reproduction
of the base text with no signs of distancing unlgsided activities are offered.

The teacher has a fundamental role when an expgerisnch as the one
proposed here is to take place for s/he is thewdrewill make the initial choices regarding
the text to be read, and identify what approactebetits a particular group. Not only that,
along the reading process it is the teacher whiokedp learners’ enthusiasm because they do
come across with difficulties and sometimes theyrast motivated to continue. It is the time
when teacher’s support is fundamental.

The study also responded the issue surroundingdesirreaction to authentic
literary works concluding that the problem lies mstitutional constraints which might
change if teachers realize the importance of liteeain the FL teaching/learning process and
are willing to subvert thetatus quo What | observed by talking to learners is thatytread
simplified graded Readers thinking that they wesagding an authentic piece of literature and

after the contact with the latter, they admittedttthey would not want to read the former
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despite the difficulties faced along their readifigthink in the next semester the other
teacher eh bring the the obra poor | don’t want”

The FL classroom can indeed be a site where aglikor reading may be
fostered(*/.../ | said this because never see the importawfdeooks but this year all changed
and | begin life and | want thank Josy and my teaadf the of the school because made |
read five books and | like of three bookS chart 20). Learners can use the FL language fo
more meaningful purposes in a more authentic wapyenFL classroom. With regard to the
literary language and its supposedly negative icagibn for the FL learner, | may say that at
first, they were intimidated by it and several tgrthey complained about itSometimes,
during the read | felt anguished, that why | thougd stop — L) nevertheless, as their
involvement with the text was intensified, the Etiaspect was no longer highlighted as they
were really involved with the events in progress avanted to express their opinions and
feelings.

As we can see from the evidence presented in tdy,stluring the talking
process, learners interacted with their peersvarg authentic way, resourcing to the teacher
only a few times for clarification, they hesitatetlade attempts to express themselves as they
do in L1. While talking, learners made connectitmsheir own life experience to the novel
and to other literary works they have already reHtey made generalizations and
superficially discussed some aspects of the naerafiinally, their discussion always covered
the themes of the narrative and they analyzed sdmaeacters even if it was at superficial
level and their responses to the text cycled mdstlyveen levels 1(a surface encounter with
the text) and 2 (understanding and appreciatingekf) with occasional features of level 3
(synthesizing and evaluating the text)

Having answered the questions concerning the chfmceauthentic literary
works as opposed to the simplified graded Readetsus consider some of the aims
established on chapter 3. Reflecting about the cambr used for the first contact with the
novel leads me to conclude that trying to estaldishirect contact between learners and the
literary work itself would be more interesting astimulating, instead of the Power Point
presentation. Collie and Slater (1990) suggest raévactivities which could be more
engaging despite the fact that such activities nenad& the level of the story. However,
activities that explore the discourse level cowdddevised as well.

Learners were sensitized by the author’'s choicédaing a male character
narrating part of the text and how such a choidectdd their respons@ow, this narrative

have two narrators: Chris and Helen ) (I thought that narrative moment that they made |wegy
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simple, maybe because who told was Chris, if wdsdo Helen it will be more details, Actually iset

way man to see things of love)- L

Regarding the linguistic aims, | conclude that ill take some time for learners
to distance themselves on their own from the basein order to develop creative writing. |
assume this dependence on the text reflects ditraali practice which has been fossilized by
teachers as well as learners. Therefore, some djuadavities may be necessary in the
beginning aiming at freeing learners from a mepgaduction activity. An example of what |
have mentioned could be observed in NR’s writinggesjiite the fact that she was a
linguistically and communicatively competent learnehen she was free to produce, she
remained at the reproduction level. The “responsistive attitude” (BAKHTIN, 1992) was
observed in intermediate level both in their onadl avritten productions but the advanced
group reached it only in their oral production.

Learners focused on strategies to understand xharne discussed their validity
and offered suggestions to their peers using thguiage for meaningful purposes in a more
authentic way.

Finally, | consider that the cultural aims werealezd for the narrative offered a
theme which is common to all cultures, therefaréelped learners to make sense of the text
comparing and contrasting cultures. It also ledrthe reflect about themselves and their own
environment promoting the expression of their imtinality.

A final reflection upon the aims established onptha Il shows that some
factors may limit their achievement by means ohauntic literary works in FL settings. The
first constraint would be institutional which dasst allow the teacher to explore more of the
so many possibilities a literary work has to offierother words, the schedule to be followed
could not be disconsidered. The second would [zelto the learners’ linguistic level, the
case of the intermediate group which required aenmieacher-centered approach in order to
lead them along the reading process limiting, tkhesy creativity to a certain degree. A more
student-centered approach would lead to more geeatal and written responses.

The results of this study are not meant to be amgdization concerning the
insertion and use of authentic literary works i thL setting. However, | believe that
showing that learners, at private language ingditistor not, can read and enjoy an authentic
literary work is a relevant contribution for futuegperiences which may achieve even better
responses, and above all contribute to the ledrdex®lopment as a whole, making the FL
setting a place where not only fluent speakerdareg, but also fluent readers able to respond

to a piece of writing in the target language.
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From left to right: P, M, MM, NR, F and NR



APPENDIX II:
INTERMEDIATE GROUP

From left to right: C, K, R, S, MN, LR, CL and L
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BERLIE DOHERTY

From left to right: 1zabel Brand&o; Berlie Doherty
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APPENDIX V:

ADVANCED FULL TRANSCRIPTION -1

1. NA: | interesting was the end’ because (+)Helen’s atitu@) | thought she was v
2. very (+) unselfish you know’ she thinks Chris hasriough maturity then let
3. him go to school (unintelligible)

4. F: | thought she did the right thing because Chrish@:) was only thinking of

5. her NOT on the baby’ she could see beyond the TUbkefings and make the
6. right decision’ although it was hard for her’ to ilbdut it was necessary

7. P: and the end’ he admitted that he wasn’t ready ta tagher it was so

8. (unintelligible) 1 like a lot (that end)

9. M: she realizes that he always thinks about her ahdare about the baby (+)
10. any moment

11. | MM: | I don't think that this decision was good becauss s December was at

12. home caring of the baby her mother at the samehiengrandmother started
13. to: get along well with the both

14. | F: the baby brought back the union of the family’ hether was talking to her
15. (+) grandmother it was nice about the baby in tek & the things it was a
16. good thing (unintelligible) in all respects

17. | M: | think that the only person that didn’t like vanuch was her father because
18. he dreamed of her university because he:: he wagsécian so he couldn’t go
19. and it was a way for him to realize his old dream

20. | MM: | but she (+) promised him that she would (unintédlg) cause she eh she likes
21. music

22. | NA: | and she seems to be very hard working also

23. | F: Chris (+) I think he was the least people affecelgrything as we (+) talked
24. before cause he didn’t have to care the BABY’ thilige that

25. | NR: | I think eh they want eh the Helen SHE want to prokem but | think she did
26. wrong because she should eh call his responsigityknow’ | think she just
27. was how can | say it is ok’ he he he can’t harklie problem and | will do it
28. alone you know’ but | think he he was responsildeduse he was the father
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[

29. and so he should eh do something even if he caudtinhe wasn’t so:: mature
30. to that responsibility but

31. | NA: | yes’ because I think it is a cultural trait you kn¢+) woman are kind of (+)
32. used to take the harder par the hardest part omhirtunately there is this
33. | NR: | and even his MOTHER was protecting him becausesatitethat she was

34. giving eh money to: to SUPPORT the the baby’ suipih@ baby and he didn’
35. know that’ it was a secret between them everybody protecting him he

36. didn’t deserve it ((laughing))

37. | F: so’ Chris was really lucky about that (+) Helen wlaes strong the

38. STRONGEST character of the book’ cause she haldahg but she said that
39. didn’t give up’ studying musician u-hum yeah

40. | NR: | and she went she was her in her decision and &hen father or her mother
41. didn’t eh (+) help with help her or accept her dam she went on

42. | NA: | anyone who have something positive to say abousC{flaughing))

43. (( they laugh))

44. | NA: | well’ I had’ the fact that he wrote the story iretend’ he puts things together/
45. | F: he realized what he did wrong but | think it was tate already but who know
46. if he could after that’ he look for Helen thingisel that/ P what did you do in
47. the end” as Chris” ((they laugh))

48. | P: (unintelligible) ((all laughing))

49. | NR: | but she (+) gave up her dream

50. | P: (unintelligible)

51. |NR: | YES but (+) she

52. | M: (unintelligible) that Chris was that he told heattlshould have the baby in
53. some way although he didn’t help her I think somgaithough he

54. | F: so he is the bad guy of the history ((laughing))

55. | NA: | heis the IRRESPONSIBLE guy ((laughing))

56. | NR: | in the beginning they both were eh irresponsibledfier she she:: hum

57. | F: grew up

58. | NR: |uh”

50. | F: she grew up

60. | NR: | yes’ but he was only dreaming and have Romantiardseand she was

61. practical (unintelligible) even decisions’ the wgpdecisions eh about
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62. abortion but she she DID something (+) he didn'as just asking what he
63. will do or after we will think what we will do (untelligible)

64. | M: and what do you think about eh Chris relation ®rhother’ (+) what changed
65. in the relation (unintelligible)”

66. |F: | think it made them get close again (+) once ag8)rafter after she:: left his
67. father’ her home’ to live with another man that was his father so: the:::y sh
68. thought that would be her (+) chance’ to break theofamily again and get
69. close again to the family’ not being any strangdrds a part of it

70. | MM: | she took the:

71. | F: chance’ that the baby left (+) although she wargegjparate ((laugh)) to get
72. married again

73. | NR: | the problem was that she DIDN'T keep the contaawith the children eh
74. they missed her VERY MUCH

75. | NA: | hum did you missed something” | missed a littlgoy’'s point of view in the
76. situation with his brother

77. | M: (unintelligible) very very few times

78. | NR: | and her brother too Robin”

79. | M: but there is one time when she already had the thatbynhe showed that he
80. cared about the baby he cames to her and (ungilbéd)

81. | MM: | because of the situation he realizes that she telhgible)

82. | F: and about the purpose of Ruthlyn to her as suppphter”

83. | MM: | who”

84. |F: Ruthlyn (+) was important

85. | MM: | yes(( M and MM speak simultaneously))

86. | F: the girl

87. | NR: | yes’ she was important eh because even she: (#3hkalidn’t know what
88. was happening she was there’ and giving eh eh sugpihe the real friend
89. | M: in fact’ she knew but she didn’t (unintelligible)

90. | MM: | yes

91. | M: (unintelligible)

92. | NR: | one thing is sad about the the mother (+)the Chather is that when she
93. (+) told her story’ eh to them | think it eh Helead some influence to: to
94. her decision of not to being together Chris | khshe thought that eh in the
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95. future maybe they don’t don’t want to be togetl&ytwere so so young
96. to have the decision of being together forever thonk she thought she
97. thought about that’ when they she decided not beitiy Chris forever

98. | F: and what helped also’ the suspect of her motheth@)her mother get with
99. her father cause she was pregnant of her’ sheawagng for (unintelligible)
100. always escaping from that conversation and sottsheght (+) her mother
101. doesn’t not get along well with my father cause géemarried only cause
102. she was pregnant with me’ what do you thin k altloat suspect of her
103. mother her mother (unintelligible)”

104. | N: (unintelligible)

105. | MM: | I think that she::: that this idea (+) makes ehrhere close to her mother

106. because (unintelligible) they were in the sameasitun

107. | F; same situation

108. | MM: | (unintelligible) her granddad is not her granddadduse her mother was

109. adopted

110. | NR: | he is wonderful a wonderful man

111. | MM: | yeah’ he was so (+)

112. | NA: | supportive

113. | MM: | yeah

114. | NR: | even him eh his (+) real eh granddad or granddthefr of her mother he

115. accepted her like a (+) a daughter

116. | F: (unintelligible)

117. | MM: | (unintelligible)

118. | NR: | and and that his wife is a little crazy

119. | MM: | yes ((all laugh))

120. ((they laugh and talk simultaneously about Helgmandmother))

121. | F: and lives in the DARK'’ sleeps all day

122. | NA: | a (chaotic) grandmother

123. | NR: | eh (+) I think the:: main difficult | had in thigrid of work’ original work’ is

124. the vocabulary cause there are many words | der€tbefore and sometimes
125. hum we need to go to the dictionary and (+)it's heimreading is a little
126. slow because of this but I like VERY MUCH because much more

127. interesting than the adapted literature’ you cani you know the story and
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128. it is eh has a continuation eh and not eh soméogis €h in the in the

129. adapted literature you they stop and start andkiveg that sometimes don’t
130. have connection to another

131. | F: they cut the details

132. [ NR: |yes

133. | F: that would help you understand

134. | NA: |itis not (splited)

135. | MM: | they they put the (unintelligible) they write wiheg or she want

136. | M: and | think that’ in this case this book thereame very poetic parts and the
137. adapted books’ they are not this this this thaytdase this style they are just
138. practical

139. | NR: | what do you think P” of this kind of literature”

140. the difference between adapted and original liteedt

141. | P: | think the mainly in the original book you get nrean touch with the

142. language not only because of vocabulary but alsause of details they use
143. related to the culture the history there are manpfsitive things about
144, original book and | really like this book becauseas something that is
145. takes eh part of our life | like the general idé#he book’ it is not a (+)

146. essentially it's a story about relationships relaships with parents and
147. children teenager in love it is children((they taliknultaneously agreeing
148. with what P says))

149. | NA: | something | thought very interesting about thisdaped literature as you
150. get the authentic thing you have a kind of deeteriraliza internalization of
151. meaning you can you read and then talk to it alkddait to the other people
152. and think about it as if it was something from oryour language you know’
153. it is very’ real they have always the substand® tw (unintelligible)

154. | NR: | yes and as P said’ we can make a connection withfeu

155. | F: it is the real (+) literature’ not like | am nadygng that it's an odd or it is
156. silly’ like the phantom of the opera it is beautiftou know many things but
157. you can't apply to your reality that there woulddtheater over there with a
158. phantom’ a book like this teaches much more teagbesnuch more

159. teaches you much more than the phantom of the ‘apatréghat | am saying
160. that it is silly but
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161. | NR: | no but it was a an adapted book and the

162. | F: no’ | am talking about the original (unintelligible

163. | NR: | no’ but I think you can’ even Shakespeare for exahipis a book that isn’t
164. for our our age but they have some lessons abeutuman being the the eh
165. some characteristic of the the personality thatgarubring to our time’ so in
166. this case of phantom of the opera | didn’t eh tba&dthe original but maybe
167. you can do something like that/ (silence)

168. | NA: | and are you comfortable to (+) take another booksnglish” | am

169. ((laughing with happiness and cheering)) very hapggause | had the
170. courage to order a book of my favorite theoricahauand | used to read it
171. in Portuguese then | order it in English

172. | NR: | I am (( laughs with happily)) so pride of mysel) {tis good it was very/
173. | MM: | we can learn eh original book and understand

174. | M: although we are in a English course and in a cguhat doesn’t speak
175. English we can’t (unintelligible) you know it is tihe reality we have to
176. read things that are real because we are goinggtevhat we learn in real
177. things (unintelligible) (+) it is a way of (unintegjible)

178. | F: we know too the limit of our knowledge about Enlglig is not a illusion we
179. know that we can do it’ and we are not afraid @fdiag a text’ things like
180. that that some people doesn’t EVEN understand rtuBoese

181. | NR: | yes’ it eh great(unintelligible) how can | say” waee not afraid of reading
182. something more more complicated or (+) another bamkwv we broke this
183. this barrier’ now we can go on and read whatevartwa




94

APPENDIX VI:
ADVANCED FULL TRANSCRIPTION — 2

1. F: | guess that in the chapter February’ begins timdlicts of the book

2. (unintelligible) that keep from the chapter | kntdvat (+) the girl the girl

3. NR: | Helen”

4. F: Helen discover that she is pregnant’ and beginkadwee some (roles) with her
5. boyfriend

6. NR: | (she is in bad mood) he doesn’t has eh sensibdlitg understand what is

7. happening to her (+)

8. NA: | it's a difficult situation because he is in douthis mother wants him and he’s
9. in doubt also if his love his girlfriend or not

10. | MM: | yeah ((they are silent))

11. | F: and (+) he’s a quite senseless cause when shefogdls first time his

12. mommy’s letter’ he thinks that’s natural to treadam like that and then she
13. became very upset with him because he is SO SENSEIdause he thought
14. it was normal(unintelligible)

15. | NA: | Ithink Chris has a very good narrator becauseehis kiery he must be very
16. confused’ but he’s focused on he can (+) pass wellythe other people’s

17. confusion’ you know he’ you see that Helen is dé#ly not well and he

18. keeps saying she treat me bad’ she treat me badiedt me bad’ he just goes
19. on saying he was like this’ he was like that’ steswervous

20. | NR: | eh one thing | thought interesting in the beginrohghis chapter is that’ eh
21. when they made love in the first chapter his hésfaew like she is a new he
22. grow up’ he is growing up in another person’ thetttmoment it was a market
23. marker in his life’ so he had courage to ask alsimother’ and another

24. thing and write the the letter to his mother

25. | NA: | (unintelligible) or if you girls were in his possin’ would you ever consider
26. the possibility of the fact that he used condomisiclv is kind clear couldn’t
27. that this possibility would be maybe maybe the eraibout Helen”

28. | M: yeah’ | think that he was a little bit immaturedon’t see the situation the use
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29. protection(unintelligible)

30. | MM: | ((interrupts M and apologizes)) sorry’ | think tday is difficult to

31. understand this (unintelligible) to a girl(unintgible)

32. | MM: | this relationship

33. | M: and he could think too that she was not interegtimintelligible)she was (+)
34. trying to send the letter

35. | F: | agree with M because he is a quite senselessiniklanuary when he

36. describes he describes how they make love’ beocaniséglligible) so’ what
37. do you think” P”

38. | P: | disagree with you when you say that eh boys ateoncerned

39. F: NO’ | think that He IS SENSELESS'’ he has

40. | P: | mean

41. | F he has no hum

42. | P: when you read the book’ it was not Chris faultvis Helen’ and Chris’s fault
43. | MM: | yes’ | agree with him

44. | P: because::

45. | NR: | hum (+) can | interrupt” | don’t think it is faudif anybody because they are
46. hum still very young and they maybe eh when weese€hris’s life and

47. Helen’s life we see that her mother is very stuety rigid’ | don’t know and
48. he is he is rai he:: his father | don’t know’ deshl don’t know’

49. | T1: |raised

50. | NR: | raised him alone without the help of a mother sgheahey had the right
51. orientation sexual orientation’ maybe’ so | dotink it's hum fault of anyone
52. of them

53. | F: and there is another point like you said’ they weet#t re rebel

54. | T1l: |rebels

55. | F: rebels” they were a bit rebels so: (unintelligiiteat’'s making love without
56. condom ((all laugh))

57. | NR: | I don’t know the point

58. it was a bit like that they were not so concernecdlise (unintelligible)

59. because wasn’'t good enough yet

60. | NA: | or or maybe the context | don't know | have the iiegsion that this book was
61. maybe written in the 80’s there wasn’t the conssnmss’ the campaigns for
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62. sexual education were not so open (unintelligible)

63. | NR: | yeah

64. | NA: | people

65. | MM: | he he cared to talk with father because (+) iddtber is a’ like (+) a friend’
66. maybe she and he he wanted to to explain to hen mstmother’ | don'’t like
67. this part cause his fatheriou”

68. | T1: |raised him

69. | MM: | raised him

70. | M: I don’t know’ cause he waited so long to ask hist joecause why his mother
71. (unintelligible) and there is a part that Helenssthat she can’t talk to her
72. mother about everything and that her girlfriend iwkahe name eh Ru”

73. | F: Ruthlyn

74. | M: yes’ Ruthlyn she (+) enjoys talking to her motabout anything

75. | NR: | yes’ she is a little (unintelligible)

76. | M: so’ the (they both) doesn’t have this relationshepy close to her parents

77. | NA: | | agree with her’ it is always pointed the thinbattthey kind of have some
78. embarrassment to get near to the parents

79. | F: and Chris becomes a bit possessive about her’taggrmade love like in

80. the part of February’ that he knows that she talthBn’ about what they did
81. and he becomes too a role with her only becaus®abf

82. | NR: | (unintelligible) the difference between men andwloenen’ so the in his point
83. of view he thinks this is a special moment thatypa secret for them if he is
84. sharing it with somebody’ it is not important fanhso it is a particular

85. moment if he was talking to John’ that is his fdeso he it was important for
86. him like if he did that thing another girl’ any gbut he didn’t talk to anybody
87. details and she talked’ it was special to her sotatked to her BEST friend
88. and this is the difference about deal women thsl kif eh subject with friends
89. eh the difference between women and (+) men ((pn

90. | MM: | | agree with that

91. | NA: | (unintelligible) just be a little more sensible mhiae makes’ you know’ and
92. there is a point when he says she makes it chgapegtnow what happened
93. with Helen but there is also this other side ofgessonality he’s kind of see
94. everything inain ain ain a crystal in a crystall’ like the relationship is in
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95. a crystal and the rest of the world is the reghefworld he is a little romantic
96. in this this in this meaning in this sense you gayis a little senseless his

97. moves a lot from reality it is ridiculous

98. | MM: | | agree

99. |F: S0’ we can see he easily gets disappointed withwhat makes the roles in the
100. histories and the chapters (+) he starts to diseithsher much more’ because
101. he doesn't see the other’s reality only him andheedon’t see her life’ that
102. she is going to move how hard it could be to her’

103. | NR: | yeah’ 1| (+) didn’t see that he knows’ even knawgsv in February’ that she
104. Is pregnant | think he don’t know what is happenifagso he doesn't

105. understand why she is treating him like that sontleas are eh less sense
106. sensible about this kind of thing

107. | M: (unintelligible) that she was pregnant and she w@him that the author

108. didn’t put a dialogue she just put the letter ste:: wrote to and the letter tha
109. she wrote and the letter is very (+) very poeticthie end she says like pleaseg
110. leave me with the baby so he didn't feel her (+#)drggustiating moment

111. when she (unintelligible)

112. | NA: | yeah’ IT'S BEAUTIFUL IT'S BEAUTIFUL because SINCEHE

113. BEGINNING’ SINCE THE BEGINNING she even when shesvsiill in

114. doubt that she was pregnant she’s already tréiadsch person she calls it
115. nobody but she is always dialogue as of it was ENBE

116. | F: she:: does it because she don’t have the paregifs’dnd Ruthlyn of course
117. would help her support like the parents so the (B9pometimes although he
118. loved her but he thought a lot about himself so

119. | NR: | yeah

120. | F: she needed to support herself find some help cselieit a quite hard

121. | MM: | | agree

122. | NR: | and for her’ the consequences are worse thanfocchuse she: maybe the
123. future of the book’ she will be have problems & tollege’ her parents’

124. maybe (unintelligible) |1 don’t know and he (+) wib on with his life his

125. studies

126. | F: so hard’isn't it”

127. | M: and you know that her mother say to him that hjggking too much time of

—
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128. that she should be studying(unintelligible) and

129. | M: imagine now that she discovers that she is predmant

130. reactions(unintelligible) ((they all laugh andktaimultaneously))

131. | MM: | (unintelligible) is very proud her mother(unintgible)

132. | NR: | he says (+) eh that she is mother very ambitioasplarents are very

133. ambitious about Helens future

134. | F: and | think that she WILL look for some externalghike his mother’ but
135. because his father is a man and in some cases aanaat interfere like a
136. pregnancy so’ how man can help a pregnant teetage) be supported” it is
137. not a mans (unintelligible) so’ she will his mothmert his mother she shows
138. off that she doesn’t care about (unintelligible)wta you think P about that”
139. | P: | really don’t know but most women eh pregnantttrget support from their
140. mother (unintelligible)

141. | ?7? | don’t think it is a cultural

142. | ?7? yeah’ it is because eh | think mothers (+) are \@oge to their children more
143. than the father (+) is

144. | MM: | I agree

145. | M: (unintelligible)

146. | MM: | it is common that in real life you see that mothelps more than the fathers
147. | F: | know many cases that the ones that pregnant tftdnfor the mother or the
148. father of the child cause they know they will halve SENSIBILITY to help
149. | NR: | (unintelligible) ((they all laugh and make jokes ))

150. | NA: | and this kind of (+) this kind of business the gugsally have’ would you say
151. that it is more for irresponsibility or for our ¢utal our cultural male

152. chauvinism which we call machismo or it would bedkbof lack of maturity”
153. | MM: | be careful ((laughs)) ((F laughs and makes unigtble jokes))

154. | NR: | so’ men (unintelligible) defend yourself ((laugh))

155. | M: | think in this case so (unintelligible) that sthat MAYBE | don’t know yet’
156. he won't be so concerned about the child just Wweh

157. | F: this case of a teenager pregnancy’ always the meea teenager too so’ in
158. many cases much more immature than the girl’ tHaugually grow up in
1509. mind faster it doesn’t mean that always happdmdw a case that the mother

160.

is less concerned than the father’ | know a caghaif the father is more
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161. concerned about the children than the mother

162. | NR: | but the common is’ the opposite

163. | F: yes

164. | NR: | the woman are more (+) has the responsibility ancermaturity than the (+)
165. when they are younger and teenagers | think therdiice is VERY/

166. | MM: | (unintelligible)

167. | T1: | the connections (+) to your real life” is there #miyg’ any coincidence in
168. your life” do you find anything to make this (+)raection”

169. | NR: | I 1 know a lot of cases that the the girl' eh wasgmant when she was a
170. teenager’ and the boyfriend’ beginning eh sayirgg tias going to help and
171. support and the end eh they didn’'t have they duewve this this kind of help
172. and support because eh the responsibility is oranérabout the education
173. and all the cares a children demand (+) and tyasbeh go to the college and
174. goes study and after want to enjoy his life anagbto eh to drink and you
175. know go to show’ want to enjoy his life and nowétimother is with all the
176. responsibility(unintelligible)

177. | NA: | hum’ a friend of mine’ which course journalism stees this boyfriend and he
178. studies medicine’ you know’ his family pays hiswarsity but he doesn’t
179. goes very well along with his family’ then’ she gs/you know’ she has no
180. parents and she got pregnant of this guy and steube she doesn’t have
181. parents she lives alone’ you know’ and he doeggetivery well with his

182. family then he practically lives with her she preally she practically sustain
183. him you know’ and he

184. | MM: | she”

185. | NA: | she she she practically affords everything

186. you know’ and he is just kind of kind of we blamentyou know saying for
187. this situation but she says no | ONLY afford thing$im while he is at the
188. university after when he is a doctor he will afféhéhgs for me and for our
189. sons ((she makes this final comment’ laughing with reproving way

190. because of her friends’ situation))

191. | NR: | she hope that ((laughs))

192. | NA: | yes’ she you know’ she is kind of full you know diees Ufal she has two jobs
193. you know and she is going (unintelligible)
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194. | F: and the rule says that if in a (+) marriage if th@n doesn’t work the woman
195. has to sustain him and if the woman doesn’t woekrttan has to sustain her
196. so’ if a woman goes to the judge and says’ oh myhosband does not work’
197. it is your man’ it is your problem’ you married hiyou work so

198. (unintelligible)get divorced (+) but you have testin him that is what

199. happens

200. | NA: | they are not married but this is doing (unintebig) very with them cause the
201. kind of relationship that seem best for them

202. | NR: | I think | remember something now’ when you said thecause when we see
203. family preparing the divorce and the the womarnésresponsible of the

204. children about the children and the man only gilesmoney and doesn’t
205. mind | don’t want to to be with the children anywae don't criticize so

206. MUCH as we do in this case of Chris that that tae’ dhe father eh raised
207. him alone’ we criticize his mother that she is thia¢ left him and don’t want
208. to know about them and only give money in the Ginmas or birthdays so’ is |
2009. don’t kind of unfair

210. | MM: | (unintelligible) you think the mother HAD to carbaut the children not

211. when when we say we we think that we think is rmohmon like to alever
212. dever de mée

213. | F: like a duty

214. | MM: | u- hum yeah

215. | NA: | ((looking at the teacher)) | believe in sociallynstructed even because you
216. see our society has kind of monogamic marriagesogemic codes you have
217. a father and you have a mother’ but there are an&ihds of society where
218. the’ children are responsibility of the group oflective so’ it is a social

2109. construction

220. | F: it is a: social (+) a stigma stigma social caugerttan has no obligation about
221. the child the children but nowadays’ there are ékerything is changing like
222. these clichés’ many cases are happening that thekeeps the children at
223. home and the women are treated like mens in tisis cause before there wer
224. ONLY the man is the one who leaves the woman (etligible) get

225. betrayed things like and it is showing the camntthey are the same not the
226. woman are more than the man they are the samebelaviors
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227. | NR: | but our society eh goes on living some differeradasut this kind of

228. thing (unintelligible)

229. | F: it is changing'’ it is changing already

230. | NR: | now we come to Brazil | know we come to Brazil ntgim the northeast of
231. Brazil we see that the men are more machist

232. | NA: | you can say male chauvinist or you can say misagyno

233. | NR: | misogynous’ than in the South of the country the raee (+) is a pride to be
234. how can | say (+)to betray the woman

235. | MM: | the woman have to stay at home to take care alaumtchildrens the (+)

236. house and the woman go out to work to bring moikeythis our society think
237. | M: you know that when a divorce they usually eh patiias with the mother
238. based on the idea that that mother more

239. | NA: | sometimes

240. | F: I made a comparison with Machado the Assis’ becaubes book Don

241. Casmurro’ Bentinho is the narrator and he do thie miauvinist in eh

242. interpretation of the situation and at the enchefltook there is the question’
243. if you think like Bentinho’ Capitu really betrayéuim, if you think like

244, Capitu'the female character that is the victimid story you think that she is
245. (+) innocent

246. | NA: | itis nice to hear ((pointing to the book)) thagrth is not this kind of no one
247. here feels kind of the victim everybody has to fegaut what is important for
248. himself them make the ones you love the very thivag matters for you/
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APPENDIX VII:
ADVANCED FULL TRANSCRIPTION -3

1. MM: | let's go

2. NA: | well’ what | felt in these chapters is they hagaiotional ups and downs’ it's
3. nice’ yes because once you have a lot of tenslwrs you have things going
4. slower and the author can play a little in the \shag writes Helen’s paper
5. used to be very emotional then you have eh yoe uris’ telling it's really
6. (+) really (+) is very (+) | think it is very topersonal’ very plural

7. F: | agree Chris sometimes seems to be very emotirigh) he is only

8. talking about him and that's why he doesn’'t undardtwhen Helen breaks
9. up with him cause he thinks about if he is well sliebe

10. | MM: | | agree with F I think that eh Chris was so (+)sélfat times

11. | T1: | hum (( they are silent)) in your opinion what makes be so selfish”

12. | MM: | I think he is immature” yes”

13. | T1: | immature

14. | MM: | immature’ | think he is a little immature

15. | NA: | Ithink he is too romantic’ he’s got to be practigau know he is always in
16. a daydreaming and he doesn't fall to reality vamyperly

17. | NR: | Ithinkitis because eh he he isn’t eh sensitidems can say”

18. | MM: | sensible”

19. | T1: | sensible

20. | NR: | sensible enough to to realize what is happening

21. | MM: | yeah

22. | NR: | she didn’t tel told in the beginning she SO in lewel SO worried about his
23. mother and his passions and that he didn’t reallzat was happening (+)
24. that moment

25. | MM: | I think that Helen doesn't like him like (+) in thpast she she thought that
26. she will miss miss or lost”

27. | T1: |lose

28. | MM: | lose
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29. | T1: | what was the progress in February he had receilettiea from his mother
30. and what happened to his family life” P” ((no ang)vdid it improve

31. somehow” or was it in the same level”

32. | NR: | with his family” | think it is the same

33. | NR: | I think the difference is (+) with himself he isastging his mind’ his feeling’
34. | think the changes happen to him she he wantstwder eh about his

35. mother and his (unintelligible)

36. | T1: | but has his mother appeared”

37. | NR: | no’ she answered his letter

38. | T1: | butthey never met

39. | NA: | not until May

40. | T1: | notuntil May”

41. | F: M’ what do you think about his mom how did she tgadis visit”

42. | M: | think that she was (+) really nervous at the heijig because she and after
43. that she what he wanted to in his life he was plenabout the baby and after
44, that’ she:: observed Helen’s personality

45. | T1: | and how could you describe Helen’s personality” talla about Chris you
46. said that he is a little bit selfish’ what aboutlétés personality”

47. | F: Helen’s personality

48. | T1: | hum’ what do you get from the book about her peaity’

49. | NR: | I think she she is a girl she is a common girlén &ge so’ suddenly she

50. needs to (+) change and be more mature and ithe a shock in her life the
51. pregnancy so’ | think she is very’ how can | saygss very worried about
52. eh what eh her mother and her father are goingfteramaybe with this

53. situation and until Chris too’ what he will (+)Hitk she is very worried

54. about people around her

55. | F: and she feels lonely cause she didn’t talk she'tigd very well with her

56. mother (unintelligible) her friend Ruthlyn and shéfers a lot in the

57. beginning before she tells her that she is pregmaaitto hide it cause Chris
58. didn’t understand her didn’t understand her

59. | NR: | and I think she is a little (+) | don’t know theowd reserved she she doesn’t
60. tells about (+) the don’t have the the (+)costume”

61. | T1l: |she’snotused to
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62. | NR: | she don’t have the custom

63. she is not used to tell about her feeling she suitidot with this kind of thing’
64. tell about her feeling and put out she is suffearigt and sometimes she
65. feels lonely

66. | T1l. | and how do you feel about the reading”

67. | M: | think the author (+) she really writes (unintgible) she has a very

68. (unintelligible) with details very careful trying talk to us (unintelligible)
69. | NR: | I think when she talks about Helen’s feeling | feel:: as if | was Helen at
70. that time because she can eh she writes SO eh desaijs about that

71. feeling that you you feel | think | feel like eh)(the he same thing that

72. Helen is feeling

73. | MM: | she pass to us what they what she she feel (tisskeey reality”

74. | T1: | realistic’ the::: author”

75. | MM: | yeah

76. | T1: | what do you think P” about the reading”

77. | P: I think it is (so good) specially because it retate something that happens
78. in our reality this is a very common situation iraBil’ specially in Brazil’
79. cause Brazil still eh (+)doesn’t (+) educate pedplevery well these things
80. to (unintelligible)/

81. | NA: | something | thought interesting is the main poirthe book is a drama

82. between’ the both adolescents they but (unintélkgivhen they have to
83. share these problems with the adults’ the aduliayd share their personal
84. dramas they already pass or still going on witimthe

85. | T1: | (the relatives”)

86. | NA: | you know’ you have Chris aunt telling that she aidabortion you have his
87. mother very careful what made she left and thenhaue also EVEN about
88. her nanny and her mother a lot of things about EYBERDY'S relationships
89. | NR: |it’s a novel yes’ like a novel in Brazil way

90. |F: (unintelligible) People who have more experiencauabheir lives and how
91. and they discover and discovers that in a way che'she’s stronger than her
92. (+) she is very confused

93. | T1: | and how close (+) do you identify this story wikletyou reality” our cultural
94. reality” do you find any similarities between thveot cultures”
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95. | NR: | Ithink the similarity is exactly the the pregngne the teenagers and all this
96. drama of eh telling or not or making abortion ot that even in Brazil that
97. is is not eh legal an abortion (+) eh we we knoat thhappens so’ this

98. decision this drama about do or not go on withgiegnancy talk problems
99. children about the problems can have social probl@mintelligible) | think
100. this is very common in Brazil/

101. | F: | know many cases of teenagers pregnant peoplesewhee’ from school
102. think that is incredible that’ in a way’ it is raig the number of teenagers
103. that are pregnant (+) and it is becoming a (praptiore and more common
104. | T1: | and why do you think that”

105. | NR: | (unintelligible) why (unintelligible) because thdweation is not

106. (unintelligible) about this but it is gro it isdreasing’ getting better

107. in the schools and the health eh

108. | MM: | we have a lot of information

109. | NR: | yes we take distribute condoms to eh these pewgerow the (+)

110. they are (+) they are putting the priceaoticoncepcionadl

111. | T1: | birth control

112. | NR: | birth control is are lower now

113. | T1: | and sometimes they even give it out’ right”

114. | NR: | and (+) more and more eh adolescents are

115. | MM: | pregnant

116. | NR: | are pregnant’ sometimes | think sometimes theyhdd sometimes not
117. always they do it because they WANT’ they wanta@ét out of that place
118. they live * the family they live so’ the pregnanisythe OPPORTUNITY to
119. (+) to escape maybe but this is a mistake becais@ow can | say”

120. | T1: | you get out from one prison into another

121. | NR: | into another prison’ exactly

122. | T1. | yeah but they don’t have the maturity enough téizeahat

123. | NR: | and I think the the the opposite side is the tslen eh showing more

124. (+) explicito”

125. | T1. | explicit

126. | NR: | explicit the sexuality and the relationship anddhe how EASY it is doing
127. this and | think early (+) as (+) more and mordyetirey are experience this
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128. kind of

129. | F: even though’ they could’ in a educated way ‘theylddalk like OH

130. you forget the condom

131. | T1: |yeah

132. | F: OH you don’t have a condom” I've never seen

133. | T1: |yeah

134. | F: (unintelligible) in a educative way

135. | T1: | u-hum

136. | NR: | and maybe when you are everything is going at tigetleis ok so | think

137. these adolescents | will have a baby and everytisigging all right to me in
138. the future it will be ok (+) it is a kind of mixing their minds that | think is
139. getting worse this question of the pregnancy inest@nce

140. | NA: | one point is different | noticed is that here iraBit you can'’t stay at your
141. parents’ home and to go to school is VERY normal go to schools but
142. there usually they have to move to another to aratbuntry very often you
143. stay at the university lodges so’ it's (+) theréhis extra in their situation
144. | T1: | u-hum

145. | NA: | all very (+) eh (+) determined

146. | T1: | whatis it in the book you found’ you don't find the:: graded reader

147. for example”

148. | NR: | teacher’ eh in those books’ we see they are likeramary so | don’t feel the
149. same emotion so’ | think eh sometimes eh you yme Im@ed more time to
150. read the book’ I I I think | need more time to urstend but | don't feel |
151. feel like the the characters’ and | can it becomese interesting (+) at the
152. end and that book You don’t feel you want to finikb book

153. | MM: | we can we can imagine the(+) the history, theghithat happen

154. | NA: | asthey are BASICALLY a briefing’ they cut off @lat all that literature
155. as art is about because is not the PLOT is thRRATIVE and this graded
156. readers they are ALL about the plot and the &rtedt side of the narrative is
157. cut out and literature is about this’ is not exaethat it tell but PRECISELY
158. how’ that is the difference between a poor book aggdeat book

159. | T1: | hum

160. | NR: | we see that our culture (+) personal culture irseeat cause WE can see all t

he
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161. context the places describe the places and thgwdkiey the costumess
162. costumesbecause a family English family

163. | NR: | I think you can grow in this in this/

164. | T1: | yeah, ok then
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APPENDIX VIII:

INTERMEDIATE FULL TRANSCRIPTION -1

1. T2: | ((what the teacher says in the beginning is naindEx)) the the characters’
2. Chris’ Helen’ whatever you feel like talking’ talk®k” among yourselves’

3. don’t worry about me and T1’ we are not here

4. T1. | what did you like about the story’ what you didlike’ what you agree’

5. what you disagree’ whatever

6. T2: | u-hum

7. C: I think (+) what | read eh love eh explain (+) loteeir (+) about (+) about
8. (his) (+) about the (unintelligible) ((turns to pe¢o explain)) ((first she was
9. looking at the teachers)) January about comportifigriove Chris her

10. | S: Chris love a lot of (+) Helen and/ (( they stop &owhile))

11. | K | don't like the book very much because is very antic and (+)everything
12. happens VERY FAST (( they laugh))

13. | CL: | Ithink the history eh that eh would (+) begin imintelligible) when they
14. VERY FAST is very fast

15. | R: in the beginning | didn’t like because | thoughivais very fast and | don’t
16. (unintelligible) like when | read all January | tight interesting because it's
17. different’ cause it is a boy writing a diary andmally this happens with a girl
18. | C: the eh the story (unintelligible) because hum tbeyss the uh hum eh

19. ((they laugh because they don’t know the word e)jHee (+)

20. | R: Chris

21. | C: write then (+) a story (unintelligible) (+) with e (( the student has great
22. difficulty to express herself)) is very difficulebause new words for me (+)
23. I:: (+) see dictionary (+) many times’ many timesrite the (unintelligible)
24. ((talking to the teacher))

25. | CL: | Ithink Chris is very very romantic (unintelligiblend (+) they they are very
26. fast (( they laugh))

27. | R: | think He’s cute’ romantic he likes very much Hekend he really wants be
28. together with her
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29. | K hum | | think Helen not not (+) happen (unintellitg) the Helen is very

30. romantic too

31. |R: she’s more she is more she is shy ((they are yilent

32. |K: Yeah

33. | CL: | dad’s Chris is vey romantic too he she’s he lovesis Chris ((they laugh))
34. but she’s go out other man

35. | R | think that that Helen’ is very serious is verywiery STRONG (unintelligible)
36. (( they are silent for quite some time))

37. | CL: | Ithink the book is NOW is very boring because htloinderstand everything
38. and | (+) I don’t (+) look in the dictionary butdbn’t understand

39. and | don't read everything

40. | S: I understand a little but in the context’ | underst

41. | K: (unintelligible) because | read one month and setthe dictionary (+) hum
42. I eh I don't like ((she laughs)) romantic | (+) dfe in February ahh is better
43. ((they laugh))

44. | T2: | so you think the book is a love story k”

45. | K: |yes

46. | T2: |you thinkitis a love story”

47. | K u-hum

48. | T2: | and as such itis boring”

49. | K yes

50. | T2 it is your personal opinion’ all love stories am@ing”

51. | K In my opinion yes

52. | T2: | u-hum’ ok

53. | CL: | ILIKE love stories | don't like January (( theyt &ugh)) because | don’t
54. understand everything but | like

55. | T2: |you are positive that it is a love story”

56. yes ((they answer together))

57. | T2: |you are positive’ ok u-hum

58. | CL: | until now

59. | T1: | C’ whatis your opinion about the book”

60. |C: (I'love) I think is (+) beautiful | like but I (Head (+) many times (+) eh
61. (unintelligible)
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62. | T2: | hum

63. | C: because the new new words

64. | T1: |u-hum’andyouS”

65. |S: the begin | don't like the book but (+) now I like so because now’ | read
66. three time for (+) me understand now (+) | begke VERY WELL but is like
67. | T1: | what about you R”

68. | R: until now | 1 | think that is very INTERSTING | danlike now and | don’t
69. hate 1 1 | think the (unintelligible) is differewntf the others love stories and eh
70. | think is gonna be good read (unintelligible)

71. | T1: | and if you have to say how much you understand titerbook from 0% to
72. 100% how much do you say that TODAY’ you understand

73. | CL: | 70%

74. | T1: |you would understand 70%”

75. | CL: | ldon’'t understand the (+) when he talk s aboutgda(unintelligible)

76. | T1l: | hum’ details

77. | CL: |yes’ but when she talks when he talks about thelidiadialo

78. | T1l. | dialogues

79. | CL: | dialogues and about Helen about his mother

80. | T1: |hum

81. | CL: |lunderstand but

82. | T1: | so’ you would say 70% of the book”

83. | CL: |yes

84. | T1: | R what about you how much do you understand”

85. |R: | think 80’ 80%.

86. | T1l: |u-hum

87. |R: cause | | understand for me until now it is easym not | am not having
88. difficulty even consulting the dictionary there de& words of course | don’t
89. understand but is (+) just read the the contexitdienstand(unintelligible)
90. | T1: | what about you K’ how much percent”

91. | Kt 50%

92. |T1: |50

93. | K (unintelligible) general

94. |T1. | C”
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95. |C: 50%

96. | T1l. | whataboutyou S”

97. |S: 70%

98. | T1: | 70’ Ok’ thatis very good’ né” the FIRST contactwvthe authentic

990. literature and you can say 50% | think it's GREAE” because it's the first
100. contact when you have the SECOND contact it's gdoenenore natural it's
101. gonna be much better much EASIER for you to (+¢féde vocabulary’ the
102. expressions everything’ right T2”

103. | T2: |yes
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APPENDIX IX:

INTERMEDIATE FULL TRANSCRIPTION — 2

1. |S: the Dear Nobodytalking about the pregnant in adolescence thesGimil

2. Helen/

3. | K: | think the reading is very interesting eh the bbekause this history happen
4. in real life (+) most pregnant the relationshipsamen adolescent and

5. parents and pregnancy in adolescence eh all sihsa#ind preocupations

6. |R: it is a a a real story about everything about ifieealbout the book this story
7. | C: talk talk eh about the thing the (unintelligiblegtthe the Helen

8. | LR: | Ithink the Helen and Chris lived your (+) reldareslation very intense

9. because the the like the music (unintelligible)

10. | MN: | with the time the relationship many intimate théhbihe eh/

11. | CL: | I think the book (+) isn’t eh only about pregnarmayt the relationship the
12. good relationship eh between children and the psusrd the bads for

13. examples Helen wanted talk more eh with her mother

14. | R: but she can'’t

15. | CL: |yes

16. | K: relationship Chris and Joan very complex

17. | MN: | intimate they have alone in the house Chris th&asdn is very common the
18. us have the rela re-la- tionship intense

19. | L eh this this narrative begun when Chris’ in Octobers eh went to

20. Newcastle the (+) meet’ no/ find letters Helen werfir dear nobody and
21. Chris begun writing about the past (+) sometimebesread the letter the
22. Helen for dear nobody

23. | K: Helen write for herself because she can talk Ghutaot eh talk herself talk
24. Chris

25. | MN: | only she read dear nobody eh eh

26. | K: it is a way for she talk with the baby

27. | L: the the part when Chris and Helen made love’ Inkilvery how do you say
28. por acas® making love because no planned they played tagwrite music
29. then (+) they made love’ with no precaution
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30. | C: Helen because they shop

31. | L they are alone together

32. | C: they are alone in Helen’s house then they made (6yin your house your
33. house

34. | S: | think the Helen and Chris they don’t responsipito take care the baby
35. because:: two is very young to take care of thg/f§aitence))

36. | R: and (+) and Helens mother doesn’t help her becshise: (+) how can | say”
37. she doesn't like the way Helen and Chris (+) Heled Chris made love in
38. the bedroom in the room she didn't like

39. | L she asked ho eh how many times’ | don’t think it@sy important (+) many
40. times

41. | R: the important is that happen and now she is predataughs))

42. | LR: | I think the father and mother the adolescent elitdalk about of (+)

43. pregmence and your consequences eh they theyesuecial train about
44. (unintelligible) I think

45. | L: actually’ I I think the father the mother ALWAYS ¢hink the adolescents
46. (+) eh are children because/

47. | K: in history’ not exist this (+) the parents adolegasot exist dialogue eh

48. | LR: |yeah

49. | L: the other mistake in the narrative is about eh<tmother because eh SHE
50. went away eh when Chris was a child (+) he’s iy ve) difficult understand
51. why she she was away”

52. | CL: | and when eh she eh wrote a letter to he’ to héidped other mother don't
53. one mother (+) that interested in herself

54. | CL: | and he (+) he is was very decepci decepcionatembiker (+) and | think he
55. don'’t like her (+) and Helen too

56. | R: Helen Helen doesn't like her because she is sodbsime calls Chris

57. Christopher and no one calls him like that andddesn’t ask’ how are you”
58. only about her

59. | C: (unintelligible) your mother show off because shé/dold about herself
60. ((Silence))

61. | L: and the moment very important for me’ was Helent¢td her mother

62. | R: about pregnancy”
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63. | L yes

64. | L: because she is very confuse’ insecure and aftetdlub(+)she she says don't
65. recognize her mother she eh look for eh strangstfange becuase don’t don
66. eh look for mother (+) and after that’ her mother:ddelen for abortion (+) the
67. baby’ it's terrible

68. | MN: | for me’ the moment many important is Helen write ftour baby always dear
69. nobody dear nobody for me is very emotion e andfie) important in your life
70. the change in your life in/

71. | L He- eh Helen’s mother eh stayed in the hospitaiedl

72. | L: no’ with Helen

73. | C: the first test eh eh (+) one::: made the first pesitive test

74. | L she takes two tests one negative and one posjthey(all speak together

75. explaining)) and her mother

76. | C: talk about Chris only (unintelligible)

77. | L segundo

78. | C: about pregnancy Helen talk face to face about miamgs (unintelligible)

79. | MN: | Helen go to doctor but she had the cause she haeMeo the doctor the

80. examination eh was the quick (+) quick and (+)ghafessional

81. | LR: | when the doctor examination Helen’ eh (+) she ditettvelve weeks of

82. pregnant

83. | L of Pregnant

84. | L: of Pregnant

85. | C: Helen wrote: first second third four eh letter @inris’ and second for

86. example’ Helen talk about her abort’ yes” and Chos’t love about (+) the
87. the university study in the university eh the: dimountains and he he

88. didn’t want to stay always home and with Helen

89. | MN: | eh with Helen and Chris because had the pregmempirégment it is very

90. difficult

91. | C: (unintelligible) | read everything (is very beautjfbut many times the

92. dictionary many new words then | looked (+) besitbeedidas

93. | T ways

94. | C: eh | like well the story very interesting April liestcapitulohistory because:
95. her mother eh impose tlabortoabortion” Helen (+) go away hospital (+)
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96. to have the baby

97. | L: well when | I | begun reading theear Nobody | think is very BORING
98. (+) ANNOYING maybe | don’t understand (+) a littlanuary was (+) bad’
99. February eh (+) the better and March is very regathie book but NOW [ (+)
100 I:: like to read because it's very long’ eu | thistopped the interesting | |
101 can eh (+) understand eh recognizing’ in the chiarat¢he people and |
102{ LR: | when I | (+) started first reading’ | don’t undeastl nothing eh and I I am |
103 am desespeomo & because | don’t understand but I:: | can not INC&h
104 read the better eh and eh the monthmals como emais”

105) R: more

106] LR: | mais tranquilidadeand now eh | (+) I (+) | LIKE the book because the
107 history for me’ eh very eh (unintelligible)

108{ MN: | for me eh the January is very difficult (+) | thetk (+) forget the write the
109 book and desperate ((laughing)) for me’ the Ma@k not the April |

110 liked is very emotional because Helen talk aboetgregment with your
111 mother is (+) in moment’ | think | think the verpbk

112] K: the beginning (unintelligible) but after | readi® better in my opinion the
113 best month is February because my reading is \&3y than others

114 (unintelligible) because exist very words eh elm{y)nethods for the study
115 eh is | wrote parts | have a good impression | intPortuguese in my
116 book and comprehension (unintelligible)

117] CL: | my situation is the same as L because the (+) whesd the book | didn’t
118 understand very much but then’ I | | begun undagtand | LIKE the book
119 (+) my method is eh | deesumosin the book and I like the book

120} S: | don't like the book is very bad the book’ in Janyl I::(+) | don’t like the
121 March is very long | don't (+) patient’ in April’ like’ I begun because |
122 HAVE like (they laugh))

123| R: in the beginning | thought the book is very veryBIBG very fast when |
124 read and read again | thought interesting and nidee it' we need to like
125/ S: like the reading all books’ in Portuguese and Estgprincipally in

126 English because is very difficult because no:::English because my

127 English
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APPENDIX X:

INTERMEDIATE FULL TRANSCRIPTION -3

U

1. L: | (+) I thought theDear Nobody(+) eh the Chris is the insecure too close
2. person’ he loves too much his father and now’ tne$ Helen | think Chris
3. very insecure: (+) person’ maybe eh his motherwayavhen when he wa
4, chi a child

5. K: in February the important fact is the eh relatiopdfetween Chris and his
6. mother is very (+)distant and cold’ formal and Greh (thought) opposite
7. this

8. LR: | eh I I think the fact eh elconteceleh because Chris eh Chris was (+)
9. Pregnant she she (+) brought she brou”

10. | All: | brought

11. LR: | brought the the text’ ((she means “test”)) pregntext and she:: she was
12. very ehtava naduvida (+) como &

13. K: doubt

14. | LR: | derealizar né”

15. R: | (+) I don’t think she bought the test eh justdnese just because they the
16. are very close so | think eh these things can happevhen you are like
17. them’ they they were alone in the house’ this capplen you know’

18. CL: | Chris doesn’t know what he he feeling and Helenliecause it’s (+) very
19. (+)they are very confused about the (+) pregnamgyad Chris | think

20. Chris are is very sad because the letter of thesofother and now becau
21. Helen but | think he is very desperate (+) becdngske isn’'t he isnhdo
22. how do you sagle ndo quér he isn't

23. L: don’t want

24. CL: | he don’'t want eh (Hleixar’

25. R: leave her alone”

26. CL: | yes’ he helps (+) Helen (unintelligible)

27. MN: | I think about the life Chris’ because her mothe€hleft alone when she

N
©

children eh however her life is difficult eh in alicChris about Helen the
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29. (+) is in your mind is very confusing/

30. R: | yeah’ because he never had a a a a mother togdiml in this in this in
31. this

32. MN: | affect your life (+) the end ((trying to say thaaffects his life forever))
33. R: |yes

34. C: (you understand) about (+) a little afraid abowgmant talk his mother/
35. CL: | Helen is afraid to talk her mother about pregnauak @lk her mother about
36. pregnancy ((CL helps C))

37. L: in March

38. CL: | yes one thing I:: think is very beautiful is théateonship eh between Hele
39. and her granddad

40. L: granddad

41. CL: | and she:: talk eh he is eh her best friend’ it's/\Nmeautiful | think

42. K: | think is very fast’ the book talk about the fexgji the situation if is a very
43. young and have a pregnant don’t plan (unintellgiéry fast the book talk
44. about

45, R: the book talk about eh how can how can how candragps situation

46. between eh between some person like eh in theyfamd when we when
47. we read a book we we we

48. | L: compare”

49. R: | we compare with the other’s life eh we know abaegpancy in

50. adolescence

51. MN: | NOW many adolescence in Brazil, England have pregeéecause (+)
52. don’t talk her her mother about pregment eh infdaroma difficulty eh

53. money many very

54. LR: | very similar

55. MN: | very similar in othemundobut in us’ the example us’ he he she children
56. talk about the sex ‘ the pregment was childrenasiyrmany (+) many

57. difficult in life/

58. LR: | I think Chris eh love love loveomo €” gravideZz

59. L/C: | pregnant

60. LR: | because | think because she write the: diary atarf#)dedicado your

61. dedicate in your sorido sei o que eu entendi 0 que eu qigsr € o
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5(S

[1%)
>

62. seguinte é que ela parece que ela escreve pro(fifihe uses L1 to expose
63. her ideas and she does it very fast while therstla@igh because she insis
64. in using L1))

65. L: Helen

66. |LR: | n&o filho ndo Helen € but | thinkais na frente ndo sei se vocé viu

67. ((L laughs and comments in L2 despite her peersentation in L1))

68. L: she don’t don’'t want to be pregnant

69. LR: | eh and at moment tmwcé leu ,né’but | (+) | | unders understand what
70. ((L interrupts to ask LR))

71. L: after that she she happens” ((she means happy))

72. LR: | eu penso que sim

73. L: with pregnant”

74. | LR: | n&o sei

75. CL: | Idon'tldon't ((MN speaks before her))

76. MN: | Helen is very desperate in your situation

77. CL: | I don’t agree with Leonor because when she boughtwo (+) test

78. pregnancy test when eh thesultadois negati negative she was happy th
79. ((L smiles with the disagreeing of CL and theransintervention by MN
80. agreeing with CL but it is unintelligible))

81. L: the positive no happy ((laughing))

82. C: before the test she eh talk about eh is sick’ sthi@ehe ahh (unintelligible
83. MN: | her mother

84. C: smell no no (+) good smell chicken no good (+)tdst before the test
85. MN: | you mother to hospital because Helen (+) have stbache because ate
86. chicken vomitatené vomitate

87. | C: | smell the the foods

88. R: signs of pregnancy

89. | All: |yes ((Llaughs))

90. R: | think the story is more clear now when we aralieg February and

91. March because ((CL talks simultaneously))

92. CL: | February and March is very better than January

93. R: because January is OBVIOUS the beginning is isitdeaharsh a little

94. R: but February and March eh is more clear
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95. C: they are eh talking many times about pregnant

96. L: | would like:: why eh (+) Chris mother went away) (do you know”

97. CL: | and why she was very (Hyia”

98. |R: |cold

99. L: formal

100. | CL: | eh Helen doesn't like ((they laugh))

101. | R: because she she she calls Chris of Christopher

102. | L: yeah

103. she don't like

104. | CL: | she she think about herself eh in the letter thidud Chris

105. | R: because | am a photographer

106. | MN: | however Chris (CL interrupts MN))

107. | C: when meet her mother (+) she:: (+) imaginationweuld take

108. thought her mother (interrupts)

109. | MN: | Chris saidquein your dreams in your min

110. | All: | mind

111. | MN: | mind’ eh he see your mother’ because: your mothatoesn’t his mother
112. don’t his mother eh don’t forget your life

113. | MN: | deixar the adolesce

114. | C: his mother eh talk for the phone on the telephang a the the (+) birthday
115. Chris

116. | L: but I I think’ that sometimes eh mother eh livereddogether with (+) her
117. children but (+)mesmo assim

118. | R: however

119. | L: however (+) she is formal’ cold

120. | R: | think she she she run away in the in the begmbecause she was
121. younger so’ | think she she gonna be scare andshews more formal
122. because eh ten years pass

123. | L: eight

124. | R: eight” eight years and now she is different ((theeos interrupt R and talk
125. simultaneously))

126. | L: but mother is mother

127. | All: | yeah




120

128. | L: thousand five

129. | L: yes

130. | MN: | the child understand the situatioomeight years’ your mind ((she speakg

131. Portuguese asking R for help))

132. | R: remember

133. | CL: | I think eh mo mother’s Chris doesn’t like him amd/body (there is a big

134. reaction after CL’s statement and again they talukaneously

135. disagreeing))

136. | R: she doesn’t consider he's like a son | think shesdtd consider

137. | CL: |yes

138. | LR: | but Chris loved his mother

139. | R: until now

140. | LR: | he he he remember eh eh very well the mother ina#igim

141. | CL: | but when

142. | C: (she said something before)) alone’ you underskatause eh Chris mother

143. deixod

144, | L: went away

145. | C: yes

146. | L: she | don’t know

147. | R: Chris mother”

148. | L: yes

149. | C: | the mother leave thdeixar

150. |L: left

151. | C: learn ((they are talking about the word for deixar)

152. | L: | think the different because usually the men vwaemdy the mother eh stay
153. and create her his children alone but is DIFFERENThat why eh we
154, espantabut is normal elpelo menos deveriger father is father too

155. ((they laugh and are silent for a while decidingndrat they are going to
156. talk about))do you have more difficult when read book”

157. | MN: | yes’ for me read the bodkear Nobodyis very difficult but (+) | can have

158. good vocabulary’ many words | don’t understandibull history’ in total

159. but read the vocabulary VERY GOOD informations

160. | L: and you” ((laughing))
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161. | R: | don’t think so so difficult until now | understdrthe context just like MN
162. and | don't think so many so many new words | domtlerstand cause |
163. watch many many movies many many things | have nsanyact in music
164. too’ and (+) but is normal | don’t understand a fe@ards but | can | pass
165. | L: really”

166. | R: | pass continue reading and the finally | understan

167. | CL: | me too’ when | don’t understand (+) | pass

168. | MN: | but many words’ | don’t understand

169. | L: passa passa passa

170. |L: many many many a lot of

171. | R: not so many’ not so many’ a few words

172. | MN: | but the context understand

173. | C: the context

174. | L: congratulations ((laughing))

175. | C: | see the dictionary many times

176. | LR: | Ithink the book there are eh a lot of a lot ofeellot of lang

177. | L: language

178. | LR: | language the English for (+) native eh poy isso”

179. | L that why

180. | LR: | I think is very difficult

181. | R: | don’t think’ | don’ | am not reading the book &ks for a person who wha
182. speak English | am reading (+) like a normal baakd | have to put
183. numbers like | have in the others book but | thirga normal book’ it's
184. it's bigger than the others but I think it is thiftks normal

185. | All: | congratulations ((laughing))

186. | K: in the story very’ news words for me but | undemnstéhe general

187. is the more important if you understand

188. | K: but it’s not normal ((they speak together))

189. | MN: | in general | don't understand the the book butdkil is very difficult
190. | CL: | but I 1think the details not VERY important when

191. | L: is very important literature is very important yéhey all agree on the
192. importance of details and speak simultaneously))

193. | MN: | imagine in Portuguese (+) read the book imagirtenglish




122

194. you have to imagine when you read the book

195. you understand better the history

196. when you see the details ((from lines 192 to tkedae they talk

197. simultaneously commenting on the importance ofidesad understanding
198. them while reading))
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APPENDIX XI:
INTERMEDIATE FULL TRANSCRIPTION -4

1. E: eh is my opinion eh about simplified books is’ 4detwo books eh simplified
2. books eh was’ were eh the phantom of the operaehand the Frankstein’

3. these stories is (knowing) (+) knowing eh eh fongnpeoples or for peoples
4. but when read the simplified book with stories ebwn a known story I:::

5. had difficult’ because the pages(+) don’t continoade other but eh when
6. read dear nobody books eh authentic work examplgsl liked the stories

7. with forty pages eh only page | was eh understéirst@ies and the word eh
8. forty pages the words eh went went repeated reppé¢la¢ethe the book eh eh
9. stayed how can | sdgcil” please

10. | All: | easy

11. |E: easyné’ Easy”

12. | All: |yes

13. | E: easy” the book stay easy this good for me | | Elthis book [2ar Nobody
14. because | the story is different’ different eh #mel other

15. | K I like very much the experience with authentic bagkthe beginning is more’
16. how do you sawyssustador”

17. |R: scaring

18. | K: scaring’ because eh more words that are totalfgrmint but after is eh is a
19. very delicious letter reading a delicious readingd for me as a person’ is
20. very good because [:: | stay moreonfiantehow do you say confidante”
21. security” how do you say’ confidante”

22. more security with the the English as a student

23. | E: yes’ very good

24. I: thought the book is very good | and I: and Iugbt better than the others
25. because it's more:: it's more magical | | don’t knd it because is more

26. complete but | I::: prefer this of the other be@uthought the other are very
27. very easy very cold and this we involve us in togys

28. | K: and in in other place hum how do you $ana da sala de aula
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U

29. out of school out of class

30. out of school is totally different’ the simplifidebok and is easy in the class
31. but other place is not is totally different ana&sy in the class but other place
32. IS not

33. school is poor vocabulary is poor we don’t (+) hdevyou sayadquirir” the
34. new words for me the begin is so difficult | anazy because | | thought
35. | don’t understand nothing

36. me too’ in the beginning | thought really difficidhd the story was BORING
37. but when | start reading | like it

38. SO interesting and | sometimes | felt as if thebpem the character was (+)
39. mine and sometimes | emotions and crying its S@ffe&al | LOVE it

40. | think the other books | read is very imaginatranasDear NobodyDear
41]. Nobodyis very real and very interesting but in the bdgimought very

42. difficult because many words | don’t meet but (®)decorrer

43. along

44, but along I:::: read and read understand’ no thedw/éor words but the

45. context | | understand

46. me too’ | in the | begin the begin eh the bookrfoe was very difficult but a-
47. along I:: I like I involve I::: | (+) feel” the sy’ | inside the story | see:: the
48. story in my family | imagination’ is VERY interesiy’ | like a lot

49. | think in the next semester the other teacherrgtylthe theobra poor |

50. don’t want ((they all laugh))
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APPENDIX XIlI:
INTERMEDIATE FULL TRANSCRIPTION -5

1. L: Oh- my- God ((making jokes)) when Helen and Chpig sip she wanted her
2. mother (unintelligible) for her Chris left for Fre@on holiday but he thought
3. Helen all the time((laughs)) but he go Helen adi time

4. K: another point very important for me in July is Hélen discovers many

5. things about her family for example ‘she disclosgthat her granddad was a
6. dancer in a nightclub eh but | think after this wersation’ hash Helen

7. (unintelligible) was FREE for talk with her motheln she says hum about
8. finish the relationship with Chris’ about her dreahum example’ to study
9. music hmm in this moment hum she says hum heregesimm study music
10. hum her mom reprove because Helen’s mom think ngnuniversity is not
11. good not a good place for a baby (+) and in myiopihdisagree/ because |
12. think when have a pregnancy in adolescence’ ibisnecessary destroy the
13. her dreams eh eh the eh plans change but

14. | L: (unintelligible)

15. | K yes the situation to include her baby in the situmat

16. | L: | think (+)how do you sagera”

17. | K will be

18. | L: will be

19. will be Helen (+) study music because your granddatancer ((laugh))

20. | K: her mother is dancer too had class dancer

21. | L her father plays the piano

22. | K yes’ yes

23. | L | think Helen change things again changing grovadipt but Chris NOT

24. because continuate how not be father he travelsland don’t for me forgot
25. he will be father

26. | K yeah’ the the hmm the child (unintelligible)

27. about Chris”

28. | K: about Chris
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29. | L Chris don’t grow up inside because he continueel diin’'t be father go to
30. travel’ forgot responsibilities

31. |S: the travel for example but the posture the attitole't mature he has very
32. irresponsible because he::: we:: have and dimXahow do you sageixar’
33. abandonate Helen (+) with the with the baby

34. |C many adolescents (+) many adolescents make make mak

35. | L make love”

36. ((they laugh))

37. |C: (unintelligible) the man forgot and (+) the girl)gtay with

38. children and pregnant yes

39. | L like Helen’ when | | was pregnant’ | was anxious $ee my baby’ in page:141
40. she says’ | can’t wait to see you and this is iy ¥aie because mothers |
41. think fathers eh must equals | don’t know but mathdon’t spend time

42. don’t passa parece que o tempo rEassavery long for pregnant

43. | S: | don’t know’ | never be ((laughs ))

44. | K: and the reading’ about reading favorite my readhetger uhh in July because
45. | think this’ history is more interesting’ more ment interesting in July in
46. August | don't like | don't like very much

47. | L: me too because Chris ((laugh))

48. | K: you hate Chris

49. |L: I hate Chris ((laugh)) when he was traveled he kBeym and he kissed Oh
50. my GOD ((laugh)) and Helen’ Poor Helen see thenettogy’ in finish

51. August and | want read September because | HATE' idilvel for Helen
52. | T2: | Let’s go back to page 147 discussion” yes abowdrgarhum can you read
53. the sentence please”

54. | K: parents are such private people

55. | T2: | private people

56. | K: private people

57. | T2: | so’ what is your opinion” do you share Helen’s opmni because as | said
58. S’s a teenager and we have C and L who are motigethen we have K’
59. who is not a teenager but is a daughter’ so’ ke lyour opinion about this
60. | C: | thought many times with my daughter my son egbatsause | see other
61. families (+) very important important talk about mygoroblems conversation
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62. about pregnancy about MANY things

63. | K | think it is very common but in my family is diffent equals C’ | talk very
64. much my mother my mother had pregnancy in adolestdrad a baby hum
65. sixteen years and she talk about with me with noyhar and she not say
66. don’t make love ((laughing)) but make love hum

67. |L: with responsibility

68. | K: yes ((laughing))

69. |L: | thought making love’ is very wonderful’ the difent thing but making love
70. is equals drinking’ walking is NORMAL

71. | S: my case is different because my mother don't tatk wie’ | don’t know’ |

72. think the my mother don’t (+) no’ my mother eh talkh my brother’ | don’t
73. know information my mother don’t talk with me andHy | don’'t ask because
74. my mother why my mother don’t be pregnant pregnandgenager” | be |
75. never say about the pregnancy

76. | L: very’ sad (+)because S only talk about it with fiemds and sometimes eh
77. they don’t don’t have experience and her mothertolhbetter for you’

78. | think

79. | C: eh for example’ tell (+) my daughter one two yemnd please no make love’
80. please ok mom ok she::: ((they laugh))

8l. | K: but do you believe this” ((they laugh)) never” €hlaugh))

82. | C: | believe because she eh when she make:: love: tagk

83. | T2: | ahh because you have an open relationship

84. | C: yes

85. |L: my mother believe me ((they laugh)) when | was paegy my mother

86. think | make love one time | made love FIVE yeétsy laugh a lot))

87. | C: when the first kiss’ r@e| kiss first kiss (+) she talks me about all no

88. problem
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APPENDIX XIII:
INTERMEDIATE FULL TRANSCRIPTION - 6

1. R: the: month o::f September is (+) very interestiegduse eh the eh is is more
2. about the relationship between Helen and fathéramv he support the the
3. the history of Helen and Chris and he he helpedihdrand you and

4. explains to her how to to to to to how to passlierfor the this problem

5. how to do it and and remember to her that (+) hssiggnna be always

6. there when she need it

7. S: | don't like the final of the story because thg Chris’ action is very

8. immature since the beginning beginning history

9. R: of the story

10. | S: I think eh his actions change but not hum I like the Helen’s actions very
11. mature and (+) eh the Joan the mother Chris’ masheery cool the the (+)
12. | L: letter”

13. | All: |eh

14. | L letter

15. | S: letter for Helen Joan for Helen is very cool

16. | L: hum

17. | S: | think is very interesting the decision Helen'shiar because he was present
18. very very he made the papers of father. It's béaldand the letter mother
19. Chris mother because she the she always suppden Hecause she mature
20. the:: because he mother is very interesting theeSdper

21. | C: | think Chris immature eh because eh he eh wa et gvp eh with eh

22. | R: your (intintelligible)

23. his brother

24. | C: eh Helen stay with eh his baby alone eh she felt’ &lone and eh bad and
25. and Chris crip eh eh eh with other girl | don’tldde Chris the comportament
26. | L: I would like: talk a little about her Nan’ becaysg will be: eh (+) told you
27. if her (+) Nan Nan Helen and she talk about beeatieey eh and they

28. have a lot of in common because they eh changesghilar experience
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D

29. about adolescent pregnancy’ now E talk about (ligtiele)

30. ((Students speak at the same time))

31. |E: you please

32. OH MY GOD ((making jokes))

33. |C: | like eh the comportament eh her father is exoeleecause his presence
34. his atten...atten... attendation eh hio” apoid’ eh the (+) Helen eh the
35. eh Helen

36. | L: and I’ one think interesting | think is differentayHelen Chris in September’
37. while Helen eh eh had contractions for a hospitai<buy jeans for Newcastl
38. is so EASY for Chris

39. |R: he doesn't care if if Helen is good or bad he yushna have fun with

40. his friends’ and and don’t care about her

41. | All: | and you E” ((L laughs because of the question))twlbayou think” | mean’
42. what do you think about the Chris action” you agsegh Chris”

43. | speak please ((all of them laugh)) (inintelligipivell my friends’ | don’t
44, read all book my but eh the book had a part | dkeChris Chris eh was

45. wrote the book’ right” the book’ the bedroom hinistpart between other
46. life and the future’ this is this is very interiest because who's don't like
47. we bedroom” | like my bedroom’ you like your bednab

48. | R: yes | like it

49. | E: and you”

50. | S yes

51. | E: Good because eh eh him bedroom Chris eh he cdigesethousands eh
52. from houses eh from windows’ eh him bedrooms ehagheh all kind of

53. things’ eh his like examples guitars and othergglthings’ eh at the

54. bedrooms the future the future the place eh hig #oow how the ends the
55. story because he depends the parents he eh depangs the Helen degree
56. and dreaming and goi:::ng to school of the musdtw@amversity (unintelligible)
57. January this dream becomes dremd you understaratewéunderstand”
58. ((students laugh)) understand”

59. about the bedroom”

60. E: yes yes

61. September eh Helen say she would ask her grandnatdibat her real
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62. grandfather hum/

63. |L: for me’ September’ attitude Chris only was attituiggt was he wrote:: for
64. Bryn and finish relationship with her

65. | like too

66. |R: the only thing but the others | guess he’ (( [adighis month was terrible
67. for him

68. |S: begin October”

69. | E: unintelligible

70. | L: short October

71. | S: yes

72. | L in the store Chris visit her and after that” hentvfer his bed to for his normal
73. | R: ( unintelligible) in October

74. | S: Chris’ | don't like the:: Chris couldn’t to be faghhe:: | think he will can too
75. immature and to be father but he have reactionvthan't prepared for a baby.
76. |7 he:: eh never eh prepared for him ((laughs whil&ingathis comment)) or
77. maybe for HELEN

78. | L: for nothing

79. | R: | think one day he will be prepared but | guess/N NOT the right time
80. |L: but I' I think Chris’ eh how can | sageveria”

8l. | R: he should

82. |L: he should thought eh before

83. | R: about Helen

84. |L: before before making love because

85. | R: the consequences

86. |L: he don’t father don’t forget he’s father Helen donother and father Amy
87. then eh but he’s conscious about his immaturitpage (+) 199 he said’ |
88. am not yet ready for myself'l am not ready for youher for myself his
89. immaturity

90. |R: | think’ eh for Helen is better stay’ alone

91. |L: hum-hum ((laughs))

92. | R: Because | think is gonna be a problem

93. | R: yes’ he not a good father | think (+) and not adjoompany for Helen

94. | C: | think eh being pregnant eh (+) the the woman woetaeh is should stay
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95. eh with someone’ DON'T stay with his love or hevdano alone’ is very

96. |S: this case Chris not a good company for her

97. | R: NOT NOW NOT NOW in the future he can meet meet Heled Amy and
98. he can (+) come back’ | don’'t know

99. |L: do you think he thinks Amy or Helen wait for matwtil think he how can |
100. sayperder”

101. | R: lost

102. | L: he lost a very important life your daughter ( uailgible) ((L laughs)) and
103. November

104. | E: November yes November

105. | L: finish October”

106. | R: yes yes

107. | L: November is

108. | R: in November’ | guess Amy not Amy’ Helen makes clt#aat she is not angry
109. with with Chris but she:: because she don’'t doesaitt he he like like

110. before’ she doesn’t want he close to her he likebbyfriend again’ | guess
111. she is not angry’ but | guess she she is a litilduse about HIM about Amy
112. | don’t know

113. | L: in November for me is when the three generationstif¥ maybe to solve
114. the problems differences between Nan’ (+) Aliceldteand maybe and
115. maybe Amy will continuous continuous

116. | C: Helen (+) told (+) him that he the baby was a gthondg eh to make (+)

117. peace between your mother and father eh Helerhtoidhat she told

118. often him she love him/

119. | S: in November | (+) I like the decision of Helen basa Helen was very happy
120. and want too for Chris too she didn’t keep hate simalv the Helen the Chris
121. | L: ((laughs)) for me’ perhaps Amy more famir”

122. | R: together”

123. | L: together” together eh this family because Nan daait't talk with Alice

124. about his problems Alice don’t talk about his peshk with Helen problem
125. and for me | believe so difficult for me is diffituo talk with my mother
126. about eh (+) reality because | talk about the elother things but reality’
127. love and the the problems is so difficult and lide is we change
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128. | R: | think | agree | agree is very important the thatehh (+)

129. the pregnancy’ the relationship with Chris and Helee problems is very
130. good for relationship Helen and his mother andhieismother grandmother
131. is very important ((silence))

132. | R: do you have children E” ((laugh))

133. | L: do you have children E” a daughter”

134. | E: yes/

135. | S: and do you talk to her about everything”

136. | E: no’ no’ no

137. | L: no” why”

138. | E: no’ no’ no’ | should”

139. | All: | YES

140. | E: | thought | talk about may things | talk about éag very important for her’
141. né” sorry for they think about love because is we \@ail have many
142. information about the man the woman is eh eh @npgertant they know
143. about this en QUESTION in my in my house in thelyasit in they

144, (unintelligible) and they other place’ please yan'd like Chris in the story”
145. | L: no ((L laughs))

146. | E: because” because you don't like”

147. | C: she hates Chris

148. | L: It is so easy ask ((L laughs))

149. | E: what do you prefer in this story”

150. | C: hum (+) baby very wonderful is happy in in home igthum one one baby
151. hum (+) I I how do you sagostaria”

152. | L: would like

153. | C: I would like one baby’ | love baby ((they laugh))

154. | E: Chris Chris love Helen”

155. | C: I love doesn’t want a baby with my children’ she@ant a baby with thirty
156. years my children’ my daughter/

157. | L: why do you adopt”

158. | C: OH'’ is very old’ my favorite:: character is Heleedause he had a he had a
1509. baby baby

160. | R: my favorite character is Helen too but | think echuse she was so young
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161. and she was with so uh big a so big responsilahiy she accepted and eh
162. she could not have the baby and she choice hawvelit think she she was
163. very mature for for her age

164. | L: | agree ((L laughs))

165. | C: one moment one moment Helen talk with her babyery interesting’ is
166. very beautiful

167. in this stories Helen was determined’ right” deterad with baby”

168. Helen changed a lot because in the beginning hendtdlink abort but
169. her mother eh how can | sacentivou”

170. | R: help her”

171. | L: for aboutabortd’ ((they correct what they have just said and lglug

172. | R: stimulate

173. | L: stimulate Helen abort but he she (+) think (+)ha begin she she don't
174. don’t want a baby don't (+) but

175. | R: normal

176. | L: yeah’ it's normal

177. | R: because after she (+) thinks different

178. | S: yes when she discovered that was pregnant shénabdhange your life
179. completely ((silence))

180. | S: | have one observation | want make (laugh) one gaanat | speak in the
181. beginning of the (unintelligible) | said that dofike to read book ((laugh))
182. | S: but | said this because never see the importanbeakKs but this year all
183. changed and | begin life and | want thank Josyragdeacher ((they laugh))
184. of the of the school because made | read five baakisl like of three book
185. | All: | CONGRATULATION S

186. | L: | believe that the characters we grow up a lothiterature and in our life/
187. | R: and | think’ the book it was very important becaiishows like a real life’
188. a real thing in the (+) in the world it can happgth anyone and with

1809. everybody and we never stopped to think more alwvbat they PASS

190. what they think (unintelligible) mother
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APPENDIX XIV :
L’'s WRITTEN PRODUCTION

« L'SDIARY

Page 1:

| read only introduction and stoped. | found adbwords that I didn’t know, but | preferred
no look for means.

Page 3:

| began read January. The text has a lot of wdralsitdon’t know. | stoped in the page 5.

I’'m confused.

Page 5:

Today | continue to read. I'm understand a littem®times | look for means words that |
don’t know.

Page 7:

Finished January, but | thought litte time. | thithiat | lost a lot details and maybe I'm losting
the beauty the book.

Portugués: Acredito que estou conseguindo entemdentido da obra, mas gostaria de estar
me deliciando com as descricdes das personagamgaeels, mas fica dificil a ndo ser que eu

procure muitas palavras no dicionario.

Pages 9-10: - Resume January

| thought that Chris is the insecure and too clpseson. He loves his father so much. For
years his father had been at the centre of eveytimowever now he following in love for
Helen.

Chris would tell with his father about his matténst he doesn'’t tell to do. He hated his
mather because she didn’'t want him and she weng.awa

P.S. | thought that narrative moment that they nlade, very simple, maybe because who
told was Chris, if was told for Helen it will be meodetails, Actually is the way man to see

things of love.
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Page 11-12: - February

Portugués: Ao invés de reler janeiro como eu peasaw fazer, resolvi seguir adiante e
fevereiro pareceu-me um pouco melhor de ser lido.

Chris wrote to his mother but Helen don’t agred th@meet his mother.

Mother’s Chris answer his letter, but she was ¥ergnal, then Chris was annoyed with it.
Helen was sicking and Chris was worried with it.

Portugués: neste capitulo descobri 0 nome de algensonagens:

Ruthlyn — Helen’s Best friend

Tom — Chri’s Best friend

Ted Gardon — dad’s Helen, has band and plays #mpHe’s so thin, he’s such a quiet man.
Alice — Helen’s mother

Joan - Chris’ mother

Don — Chris’ mother’s husband

Guy — Chris’ brother

Page 13: - February

I had a lot difficult when was read this capituboit now continue

| didn’t look for means the words, because didavdmore time for it.
Mesmo assim fevereiro foi melhor do que Janeiro.

Resume

Chris and Helen were frightened. They didn’t knotaedvmake pois Helen was pregnant.

Pages 15-16: - March

March is better than February. | understand aittee.

Sometimes, during the read | felt anguished, that isthought to stop.
Now, this narrative have two narrators:Chris anéehle

Mr. Marshall

Chris’ father — is craftmanship. He makes claydbkirHe likes Helen.
Jill = Chris’ aunty

Robbie — Helen’s brother

Henry —Helen’s old boyfriend

Resume: January — April
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Page 17 - 19

In October 2°, Chris began to write about your past with Heled ke didn’t know yet where
it's going end.

The next day he will go to Newcastle.

He found a pile of letters and He didn’t understagdvhy they began the same way: Dear
Nobody then he read the letters to remembered his past.

January

Chris and Helen were alones and together at Helemse when their favorite music was

playing Helen and Chris made love, after that Clwisnd impossible to talk for Helen

without smiling.

P.S. I think that it show that they don’t were rgéa make love, yet.

Helen’s father was boring because Helen forgotentatManchester.

Chris would like know about his mother. Why she wvaway? She went way when he was
ten years old.

Chris wanted to see his mother.

X

If I were Chris, | didn’t waited for my mother. | Wtell about my mistakes with my father
and If | were Chris’ mother | Will be very sad, bese | can’t live without my children.
Method: | found a lot of words that | didn’'t knomt | preferred no look for means.

| think that I lost a lot of details and maybe llasting the beauty the book.

Page 21 - February

Helen helped Chris to write the letter to his motkénile Helen didn’t agree that he meet her.
Chris’ mother answered his letter. However she waxry formal, then Chris was annoyed
with it.

Helen was sicking and Chris was worried with it.

Chris read the first Helen’s letter for Dear Nobpdpd he said that it was like opening the
door on a nightmare.

Helen said that didn’t want the baby and that twildl for Chris that will make he go away.
P.S. Is very sad when the mother didn’t want hélyb®hy they didn’t precaution before?
Method: | had a lot of difficult when read this @ajo, but continue. | didn’t look for means
the words, because didn’'t have more time for it.

February was better than January.
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Pages 23 - 24: - March

Helen decided to visit her granddad. Maybe she@anwith his, but she can't.

Chris wrote second letter for his mother and hetecmo know what happened with Helen.
He needed told with somebody about it.

Helen bought a home pregnancy test and the resukgative. She’s not pregnant, the like
she was happy, she listened classic music.

She tried told with her mother while it's very difdilt.

Chris’ aunty Jill told with Chris and Helen one m&c when she was adolescence she was
pregnant then she had abortion. They were friglatevith it.

Helen bought another pregnancy test and the resisifpositive.

P.S. In this month showing that don't have dialodgnetween parents and children. The
adolescence were disesperate with heir problenmesy @on’'t know what to do.

Method: on March | understand a little more. Howeivés very long, | confused, | thought

stoped, sometimes.

Pages 25-26 - April

Helen was very confused, because she didn’t knoat vehtell with her mother.

P.S. | recognized with Helen in this moment, malgbeause it happened with me one day,
and it is very difficult to do.

Helen’s mother went doctor with she and he said Heen was pregnant and Helen don't
want a baby.

Helen’s mother said Chris that Helen decided tcelehortion.

Helen’s mother took she for abortion clinical, biglen can’t to do and went way.

P.S. | thought the attitude Helen’s mother unacdapt

Method — | looked for one or two words to page, lbc&in’t understand more things and now
| like it.

Sometimes, when I'm reading it | feel as if thelgemm was mine, then like Helen, | didn’t

know what will tell to my mother.

Pages 27 - 28: - May

Helen’s mum thought something is better than shmlay, that's why Alice wanted and
influences Helen to do abort, after that she wahtelén got married with Chris, but nothing
this happened, neither abortion nor got marriednthfter Alice never talk about Helen’s
baby and they didn’t talk about anything.
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They were live like strangers in the house.

P.S. Sometimes | think we have kids and plan tluire and when something happens out
of our plans, we don’t know what to do.

We don’t can control the life, as parents we mustg them.

The most important part in this mounth was the mgeChris with his mother. She talked
about when she went away.

For me the reason doesn't justify, only explairb#cause I'd never change my kids for any
love. | think the love for my children doesn’t coamp with anything, however, now Chris

knows her true reason.

Page 29 - June

Helen loves so much Chris, but in spite of evengtshe decided is better for the couple that
they splite up.

P.S. 1. | can imagine as ore difficult for themgdngse they love each other, but probably they
got back together.

P.S. 2. | suppose the younger characters havehiiddlt because they don’t drink, don’t
smoke and they study, listen to classic music,pkayd they have a good relationship with

their family, because mistakes always happen.

Pages 31-32 - Dear Nobody by Berlie Doherty

CHARACTERS + INFORMATION

Alice mother Influences Helen to abort
Wasn't friend of Helen

Became stranger for Helen

Ted Garton dad He has a band and he plays piano.
He was so thin and he’s such a quiet man.

He trats her as if she was made of glass.

Bobbie brother Gigling for Helen
Henry old boyfriend

Ruthlyin Best friend A good friend, fine
Darrie nan Very sad
Tom Chris best friend

Joan mother Pretty
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She smokes, then she stank
She went away whe Chris was a child

Don Father-step
Guy Brother
Jill aunty Said about when she was adolescent and made
abortion
Chris Insecure and too close person
Helen girlfriend Shy

Plays the piano

Pages 33-34 - July

In July Chris and Helen split up, then they go difés away. Helen wanted her mother go
back for her, while Chris left for France in a lnadly with Tom.

Helen was pregnancy for six months and since tlggibeshe change a lot, now Helen was
anxious for see her baby in page 141 and 167 stie“saan’t wait to see you.” It shows like
she loves her baby, while Chris doesn’t mind hisybaith love. He only mind Helen. | gues
he forgot his baby and the most important thingri€didn’'t remember will be a father.
Where is his responsibility?

Helen was curious about her nan said: “like mothi&e daughter”. In Page 157 Alice
answered this: I'm the one illegimate, not you...”ddn’'t even know hwo my father is.”
Then after Helen could understand her mother. licegine how discriminated when was a
child.

Helen wanted make different with her baby. He daegant will be strange for a baby.

Page 35 - August

When Chris was traveling, he knew Bryn and thegdas after that Bryn went his house and
the worst thing happened: Helen saw they togethen Helen wrote in her diary: “I hate
him...”

Chris attitude really gets in my nerves, for me i€lg go overboard and gets the urge he

wake up for new reality.

Pages 37-39 - September
Helen was anxious about to see and to know her.baby
Helen’s father bought a cot for baby and this mbum¢ confirms his support to Helen, he

said: pg. 181 “you’re our daughter never forget.tha“you're to stay here as long as you
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want to that's my promise.” It's very emotion, wdiHelen’s mother until doesn’t accept her
baby in pg 180 “she wants you to be adopted,”still.

Helen’s Nan doesn’t want talk to her about nothimyyvever they have a lot in common and
will be gorgeous that they can talk and change #gerience, however Helen knew that it's
so difficult, but she doesn’'t know why.

Chris’s mother — her attitude was so good, givimgp®rt for Helen.

Chris — he had only right attitude when he wrotgrBto say that they should ever meet
again; finally, Chris was right, because he dodswé¢ her.

Helen- Helen wish her relationship with her babyl we better than between nan and her
mother and she and Alice.

Diferent ways

While Helen had contractions, Chris bought Jeamsaner things to Newcastle. It's so easy

for his.

Page 41 - October

Amy born

Chris visited her and after that he went for Neweas

Now he is conscious about his immaturety, whenédi@: SHelen is right. I'm not ready for
you on for her. I'm not yet ready for myself.”

He thinks that Amy or Helen will be wait for his toaty.

Page 43 - November
Is when the four generations meet, maybe to stleg problems, their differences. Perhaps
Amy born for it. | believe that if they try, theyan, because families live together, however

sometimes it seems stranges, and it’s terribleithappen a lot.

Page 45 -46 - Pos-reading production

When Chris was in college sometimes he wrote ferféiher but he seems forgot Helen and
Amy.

In Newcastle he knew others girls, the n his lif@sviike if he doesn’'t have a daughter. It's
very easy for mens.

After five years he came back, then one day chgnvelpassed in front of Helen’s house
then he looked for her. He would know how was Hedexd Amy, whereas he surprised,

Helen traveled to music college with Amy. On sumrskee always worked to help to care
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Amy. She never wrote for Chris. She could caredarghter with her family, and her love
for Chris became to indifference.
| don't know what will happen after that, but | wihris grew up. It's too difficultand |

wish Helen knew somebody better than Chris andd’sasy
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APPENDIX XV:
INTERMEDIATE WRITTEN PRODUCTION

» GETTING PREGNANT DURING ADOLESCENCE by K

Getting pregnant during adolescence is very caraf@dd, because the woman isn’'t
psychology prepared to be mom.

A pregnant during adolescence disorder the lifevofnan. Sometimes, when getting
pregnant during adolescence the woman has stomgedudies, because she has work to feed
her son.

In some cases, when the father not assumes hish@grandmother will be the mom
of that child.

Today, not admit a pregnant when not exist thairdebecause exist many methods to

avoid this.

» Getting pregnant during adolescence by LR

The pregnancy during adolescence is very diffilhdtause the girls and boys haven't
maturity for to come face to face with it.

At the moment parents and children don’t understgndnd have an argument very much.
They tell don’t act as if you were my father.

The daughter of my friendly had got on child wittb) fifteen years, but it’s not a good

example, because she isn’t prepared to get. ltymeaebig shock.

| think what the boys and girls rarely don’t givedamn about it (pregnant during

adolescence)

e Getting pregnant during adolescents by CL

Usually, getting pregnant during adolescents iy wetmmon and | really don’t know why.
Because this isn’'t one problem social, isn’'t onebfgm financier, and this isn’t miss the
information. In my opinion getting pregnant duriadolescents is irresponsibility of girls and

boys. Boys? They aren’t preoccupied with this. Wiiegy discover they “go away”. But
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aren’t everybody, many boys has one preoccupatitimevgirls. For example, in my school
has have two girls pregnant, the first has marnmedontrast the other has lived with her
children and stoped to study.

Today, has many forms to don’t getting pregnaneriwear, in my school has two or three
girls pregnant. In my opinion getting pregnant dgriadolocents is lose the adolescence,
because you stop to study or work, you can’'t gahto parties and you always have one
responsibility waiting for you in your home.

Now, girls pregnant isn'’t fifteen or sixteen yeaitd, but twelve or eleven years old, so one
child is caring the other child.

* Getting Pregnant by MN

| think about the pregnant during adolescence tig gemun in my life, because many friends
have had baby in adolescence.

The perspective about the girls is enough differeatause her have that preconceito, but the
boys have other situation, because the peopleghirkboys dont have responsabilyt.

The girls and boys they learn.
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APPENDIX XVI:
ADVANCED WRITTEN PRODUCTION

e Summary of Chapter “January” from the book “ Deabhdy’ by NR

It was a clowdy day of January and Chris was ineHsl house. They were alone reading,
listening to music and dating.

Without calculate, the music, the dim light, herywat look and smile created an romantic
atmosphere and they made love.

When her parents arrived, they were discussing kadub forgotten to buy the food for the
evening meal, but Chris and Helen were touchingdhand trying not to look each other.
Chris watched her helping her mother and he realizat the focus of his life, that used to be
his father, had changed. Suddenly, Mr. Garton, mgl@ather asked her about a letter. Helen
flushed: she had forgotten to write the letter. lfegher was upset and disappointed in her
because that was an important letter: her acceptamehe offer from the Royal Northern
College of Music to do composition. Happily, she lyad time to send the letter.

Chris thought that was convenient left at that matmand Helen followed him to the door.
He didn’t want to go. It was raining. He said tlmated her and left.

While he was walking and thinking of Helen, a caflgd up and beeped. It was a woman
called Jill, who had something to Chris’s fathed gave him a ride.

As soon as he had chance, Chris called Helen, dmadheromised before. They talk a little
until her mother interrupt them and Helen hung up.

After that, Chris went to the kitchen to help hiether, Guy and they started to play each
other. After Chris had finished his task, he talladittle to his father and went to his
bedroom.

He wrote a music for Helen, worked out some chéwd# on guitar and recorded it.

Nearly midnight, he went downstairs and found kihér watching TV. They started to talk
about the TV program and after, they talked abduis’ mother and why she had left them.
Chris’s said that would like to meet her again...

TO BE CONTINUED

e January by F
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The history begins in late January at Helen’s ho8&e was alone with her boyfriend, Chris,
on that afternoon it was the first time that thegd®a love.

Soon after they made love her parents came backngrgvith each other, her father was
really upset with her ‘cause she hadn’t writtenkbtcaccept the full offer from the Nortern
College of music, already.

Chris borrowed her brolly and went back home, sotjde car pulled up beside him,
wooshing spray against his legs. The driver wasitiwg and gave him a ride to home.

As soon, Chris got home he called Helen, but hanrhad to use the phone, so it was a short
phone call. He went to the kitchen to help his lreotdoing the wash-up, then they started a
fight, however, their father stopped the struggle.

Late in that night Chris wrote a song for Helerfobe going to bed he asked his father about
his missing mother and then his father told to that she left the family because of a feller.

e Summary — January by P

In late January, at Helen’s house, Chris and Helen,teenagers in love with each other,
made love for the first time. It was not calculatat it was a new experience for both of
them.

Afterwards her parents came back from shopping.®érton, her father, got very upset when
he found out that she had forgotten to write setdiack to accept an offer from the Royal
Northern College of Music to do Composition.

Chris began to think that he had become a hindrandethen he went home. On his way
home he met his aunt Jill and she offered himtauffil home.

At home, Chris rang Helen as soon as he had a eltarend after that joined his brother in
the kitchen to do the washing-up.

Later, Chris sat with his father and talked abastrhother, who he had not seen for many
years. By this time he realized that he was adnfused due to what ahd happened that day.

e January by MM

On the first chapter of “Dear Nobody”, the authotroduces us the two main characters:

Chris and Helen. They are boyfriend and girlfriebdth are students and live with their
parents. The book is written in first person, simgh are showed throught Chris’ eyes. He
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talks about how much he loves Helen, their finstetiand his father tells him about the truth
why his marriage with Chris’ mother ended.
In the beginning, Chris is packing his things totgouniversity when he receives a lot of

letters from Helen, then he starts reading.

e January Summary by P

In this chapter, Helen and Chris, two teenagefsva with each other, made love for the first
time. It was not calculated and it was a new exgpee for both of them. Therefore they get a
bit confused about what happened. Due to that, blegyn to act in a different way.However,
this couple of teenagers will have their ways safgarin October.

February

In this chapter, Chris writes a letter to his motheého he has not seen since she left his
father. Helen does not agree with him becauselshlkstthat his mother would hurt him.
Helen begins to treat Chris badly and they haveaargl. Because of that, he suspects that
there is something wrong with her. He gets shoekleen she tells him that she would
probably be pregnant.

March

Helen wants to know whether she is pregnant orfiais she buys a home pregnancy test.
However, the result is negative. Later, she intdndssit Chris and tell him that she was not
pregnant. In his house, she faints and this bevgltder too much.

Helen decides to buy another pregnancy test asdithe she finds out that she is pregnant.
In a desperate attempt to get rid of the pregnaheygoes for a horse riding and makes her
horse bolt. But she is saved by Chris’s aunt.

April

Helen tells her mother about the pregnancy. héstvery upset. Furthermore, Mrs. Garton
does not want Chris to get in touch with Helen aaggrand convinces her to make an
abortion. Helen is taken to an abortion clinic, blué runs away just before the operation gets
started.

May

Her parents talk to Chris’s father. They want Chwisnarry Helen otherwise he would not see
her again. Chris and Helen try to spend as mucé tagether as they can and they go to visit
his mother. As they think of their future, they gatre and more concerned about it.
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e The rest of the summary by M

April

Helen’s mother, after discover about her pregnatedlg her that she must have an abortion.
At the beginning Helen doesn’t do anything aboubutt when she is already in the clinic she
realizes that it isn’t what she wants to do anduspaway form the clinic and tells her father
about the little Nobody.

May

Finally Chris meets his mother — Joan - and takeleridwith him. There, Helen tells her that
they are having a baby. While Helen is on the bajlc&hris tells Joan that he still wants to
go to Newcastle and she explains why she leftadtlsef.

June

After the tests Helen reveals to Chris her reatpland then breaks up with him. He doesn’t
accept her attitude and sends her a lot of letters.

July

When Chris realizes that Helen had really madentiad up, he decides that is time to try to
escape of all problems and so he accepts Tom’siiioreto go to France. There he meets a
girl called Bryn and they became friends very tastause of all things they have in common.
After a while Bryn shows him her real intentionsda@hris misses Helen. While this, in
England, Helen becomes closer to her mother.

August

Bryn shows up in Chris’ house, what makes him &eéttle better. But just like fate, when
they are having the best time together, Helen appaking Chris to reality.

September

Joan offers help to Helen without Chris knowing. Wetes a poem and gives it to Helen’s
father, Mr. Garton, so he can hand it to her. Haliamts to fell contractions and goes to the
hospital.

October

After receive and read all letters that Helen wriatetheir baby, Chris goes to the hospital
and there he meets her and the little Amy — botbsehthe name together. In spite of
everything that happened the forgive each otherGinds still goes to Newcastle.

December

In a single letter, Helen tells Chris how she amdyfare going and shows him that they are
okay and even Helen’s mother accepted the factti@ats now a grandmother.

The End.
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« SUMMARY —-“DEAR NOBODY" by NR

FEBRUARY

Chris wants to know more about his mother, Joanwbigld like to meet her again. After one
she answered his letter, which was a very fornitdre

Chris and Helen went out the city to see the Eelip§ the Moon, but it was a great
disappointment to him, because the sky was coverelbud, it was drizzling and Helen was
in a bad mood. Chris can’t understand why sheeéstlhis.

Talking to Helen’s mother, he realized that shesdtdewnant their date, because he takes too
much time of Helen.

Helen told him about the possibility of been pregna

MARCH

Chris promised to support her.

Helen’s mother thought she was anemic, so she twethe Healthy Centre, where the doctor
talked a lot about her health and familiar planniBige was feeling better inside.

Tom invited Chris to the Climbing Wall, and he gutesl, because it would be a way of
getting touch to him mother.

Helen went to see her Granddad, because he ligidres. Chris wanted to go, but she didn’t
want and he became very upset, because he didntttavahare her with anybody.

Helen went to the Family Planning Clinic, but shesvgo shy that she gave up and came back
home. She bought a home pregnancy test, and wieetligiit, the result was negative.

She felt “alive” again. However she went to Christstell him and there she fainted. So, she
decided do another test which result at this tinweas positive.

One day, she decided to go hiding. She made thee Hmit with her, because she was trying
to lose her baby, what didn’t work. Chris’s autit,tdld her about an abortion she did once.
APRIL

She felt ashamed about what she did.

She told her mother that she was pregnant andakeday, she took Helen to the Doctor.
Alice was very worried about Helen’s future, so g@lteanged everything to Helen do an
abortion, but at the time of doing it, she could®he run away from the hospital and after,
she told her dad about the pregnancy.

MAY

Chris and Helen are OK again and they try to spbanl time together.
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In Helen’s house, they don't talk about the balsyif de or she didn’t exist. In fact, Helen and
Alice are like strangers.

Chris and Helen went to Carlisle to meet his motls#re told them why she left Chris’s
father.

JUNE

They don’t know what they’ll do. They don’t do apkan and they are running away from it.
For the first time, Dear Nobody moved.

Hellen decided to finish with Chris because she&pared for the baby, but not prepared for
Chris.

She told to Nun and her Granddad about her pregnadaon said: “like mother, like
doughter”, what made Helen be curious about theqidser mother.

JULY

As Helen finished with Chris, he became very sadl @mgry with her and decided to accept
the Tom’s invite to go to France.

Helen wanted to know about the past of her familg asked Nan to tell her about when she
was a little girl, and she did. Helen's Granddababld her about her mother, how she used
to be and how she was “mad on dancing”, like Helen.

Helen finally talked to her mother and she said tzal finished with Chris. Se also told that
she would try a university or college in Sheffietdddo a music degree, and maybe one day,
she would go to Manchester, to do composition.

Alice said that Helen’s Granddad wasn't her biotagidad, when Nan married him, she was
already born.

In France, Tom and Chris met two girls, one of thBnyn, liked Chris and she kissed him.
AUGUST

Helen is scared about the moment of have the lsgagially the pain.

Chris didn’'t achieve the necessary results to gddwcastle, but his teacher said he still had
a chance, so he worked hard to get it.

Bryn went to visit him and Tom. Helen saw them whie@y were going to the station, and

she became very upset, in fact she hated.

SEPTEMBER
Joan wrote Helen, offering to help with the expensiethe baby until Chris would be able to
do it himself.

Joan went to Chris’s house to treat about divdreeause she wanted to marry with Don.
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Helen is feeling strange, she feels like she diomw herself. The baby is coming soon and
she cleaned her bedroom to receive him.

Helen started do have contractions, and while sa® waiting for the ambulance, she asked
Robbie to take all Dear Nobody'’s letters to Chris.

OCTOBER

When Chris finished reading the letters, he werthéhospital and saw Amy.

In Newcastle, Chris wrote a letter to Amy, sayihgtthe wanted to know her one day. He
admitted that during the time he was separatededér he didn’t thought once of Amy. He
also admitted that he wasn’t ready for Amy, Helehimself.

NOVEMBER

Helen is happy and thinks of Chris with love.

Nan went to visit them and Alice took Amy from Heland put her in Nan’s arms, as if her

existence was mending tears.

e Summary oDear Nobodyby M

The book “Dear Nobody” transports us to an espeathdlescent universe of doubts and
passion. The two main characters of the historyl@rers - Helen and Chris — and they are
passing through a difficult level of their lives &re they must decide whether stay together
and have a baby whether break up and go on segavaies.

Who tells us the history, most of the time, is GhBut there are also some interruptions
where we can read the letters that Helen wrotheo baby. All letters start with the title of
the book: “Dear Nobody” and they usually have ardsging content and a lot of mixed
emotions. But, in fact, the narrative begins withri€ talking about the afternoon when he
and Helen had sex for the first time and how itnge his own personality — suddenly he
starts to feel more masculine and independent.odlih, nothing changes between him and
his girlfriend and he continues to love her mord arore because of this new stage on their
relationship.

Just some weeks after the said afternoon, tougiggireally start to be strange when Helen
keeps getting sick a lot and adopts a new coldupestbout Chris. She doesn’t tell him her
suspects of being pregnant and he doesn’t evek #ibiout it because all he has in mind is
Helen and how much he loves her — witch makes aisvibat he is not mature enough to
have a baby. By this time Chris receives a leti@mfhis “disappeared” mother and resolves

to meet her soon.
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After two pregnancy tests the suspects are confiramel Helen’s mother finds out about her
baby. That makes her decides that her daughtetdshaue an abortion and then she arranges
everything without her husband knowing. Chris igwvea about what is going to happen and
so he gets frustrated and tries to convince Hadekekep the baby by sending her a letter.
Helen still goes to the clinic to have the abortibnt just when she is already in bed she
changes her mind and makes an incredible escapengea#thing but a kind of hospital
clothes.

So now the baby is safe, she and Chris return tgiltfedend and boyfriend for a while and
they go to meet Joan, Chris’ mother. They tell Bbout the pregnancy and everything
continues going fine until Helen breaks up with i€lior once. Of course he gets really upset
and, to try to forget her, he accepts a invitatilmm his friend to go to France. There he
meets a very clever and funny girl called Bryn dhen she kisses him. This is when he
figures out that he misses Helen and that he wew@t forget about her.

Back to England, both Helen and Chris still doalktto each other, but finally the date of the
baby’s birth is coming and when it happens theytragain, now as friends and parents of a

little girl named Amy.

e Summary oDear Nobodyby NA

“Dear Nobody” starts as a piece of writting whickerids bits of wondering and self-
consciousness. The reader can figure out it's a kihprologue written by Chris, who's
narrator and character at he same time.

“January” can be conceived as the proper first tgraps the reader is plunged into the story
by the ignition point of the plot: a young coupleshits first sexual intercourse. As the reading
goes on, it's possible to pantheon what kind oétrehship they have some basic conditions
of existence, better lineaments of personalitylydaancerns and who they are, through their
interaction and relations with the others, as faraiid friends.

Chris and his girlfriend Helen are the protagoni3isey’re teenagers finishing high school
and dating steadily. As everything is going throu@ris point of view, is natural that his
character gets more developed than the othershvidiwhat happens when his own familiar
drama is introduced by a serious conversation iigHather about his mother, who left home
when Chris and his young brother guy where stildcan.

Then, the chapter ends with a climate prone taipatiion and change, as Chris is suddenly
keen on looking for his mother, on seeing her ggama he feels that it must have something

to do with the recent deepening of his relationstiiph Helen.
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