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1.INTRODUCTION

The use of literature as a teaching resource in @&$ses is not very popular — at least
when we talk about English lessons in Secondaryc&ithn in Spain (Medina Calzada,
2013). However, teaching English through literatizea topic that has been widely
studied and that has been proved to be effectiveniBt and Carter, 1986; Little and
Wood, 2005; Alam 2002 in Ali & Ahmed, 2015). In shpaper we want to support this
idea and demonstrate that literature not only cara lperfectly adequate resource for
teaching a foreign language, but that in fact it ba more beneficial than teaching from
a merely linguistic approach. How can we demonstthais? By revising a strong
theoretical framework and using it to design a pseab for intervention that includes
literature in a specific context — a context pr@ddy the Spanish secondary education

system.

Literature is a very large area, so we are goirfg¢as on a particular kind of text and a
particular methodology in our proposal. Regardimgtexts, short stories seem to be the
most adequate kind of text for secondary educatieto the age of the students (from
12 to 18 years old) and their level of English (@htan vary depending on the person
but which usually corresponds to an A2 to B1 — @riBthe highest levels — according
to CEFR (Pathan, 2013; Erkaya, 2005). They aretskasy to read, usually dealing
with moral issues that can lead students to thimk discuss. As we will see, these
features appear in the secondary education cuint@s part of the competences and
skills fostered and required to acquire during ttizge (RD 1105-2014). Moreover,
there is a huge variety of topics that we can cbauxording to their preferences. For
these reasons, and as we will explain later, mattyoas support the use of short stories
in secondary education (Pathan & Al-Dersi, 20138lif3at & Assi, 2008; Khatib, 2011,
Erkaya, 2005).

The short story chosen for this proposaHerison Bergeron by Kurt Vonnegut. This
text has been selected according to a criteriacbasehe age, interests, type of course,
linguistic proficiency and literary cultural backgmd of the students, together with the
exploitability of the text, as we will explain lateAs for the author, Kurt Vonnegut, he
is a highly regarded writer, and although thisysisrnot as well-known as other works
he might have, by choosing him we ensure the qualfitboth linguistic and literary

forms.



Although the original text is accessible enough rfarstly every kind of student, it is
going to be adapted in this proposal in order titebdit the characteristics of our target
class. There will be three different kinds of a@ph: linguistic, content and cultural
adaptations

Regarding the methodology of this proposal, we htoaised on literary circles.
Literary circles are small groups — usually of fipeople — in which a text is read and
discussed (Daniels, 2002). In this paper we willax and analyze all the benefits that
literary circles provide, and also we will discisssne problems that could arouse when
moving into practice, according to different authqClarke and Holwadel, 2007;
Medina, 2013; Lloyd, 2004). Then, after reviewingttb positive and negative aspects
of literature circles, we will discuss how to ad#ps model into a Spanish secondary
education class — more specifically, a course tygunto the & year of E.S.G.in

Castilla y Leon.

So what we want to do in this paper is to makeap@sal for intervention designed
specifically for the & course of E.S.O in Castilla y Ledn. In this progipditerature —
short stories in particular — is used in orderdach English as a foreign language by
using literature circles. Besides, we will adapd amodify the original idea suggested by
Daniels in order to fit the Spanish curriculum aaldo to try to avoid the problems
presented by other researchers. These modificatrmhgde mainly the addition of a
final project, the adjustment of students’ rolesarding to the characteristics of the

target class and a more active presence of thhdeac

! See pages 29-32.
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2. THEORETICAL FRAMEWORK

In this section we will discuss the theoreticahiework. First, we will review the use
of literature in the EFL class along the past desadhen, we will discuss some authors
that are both against and in favour of the useitefature as a teaching resource.
Thirdly, we will how does literature fit in the Spah curriculum, and after this we will
explain how texts can be selected and approach#gkinlass. Finally, we will move to
literary circles: we will define, explain and rewiethe original model proposed by
Daniels together with its use in the EFL class.fihssh with, we will expose some

problems reported by other authors when usingglitee circles in class.

2.1 THE USE OF LITERATURE IN THE EFL CLASS: A BRIEF
REVIEW.

The use of literature as a tool for teaching aifpréanguage has been a widely studied,
and somehow controversial, topic along the twemteentury. In the last decades there
has been a renewed interest in literature as ditepcesource, but it has not been

considered like this — a useful resource — for mgears.

In the first part of the twentieth century, the @raar Translation methddvas the one
and only method to use in terms of teaching forésgmguages. Literature was one of
the main components of this approach, as it pravide exemplary model of the
language, especially in terms of grammar and vdeapuThe texts selected belonged
just to canonical literature and the approach wasehy linguistic; they did not focus on
content (Duff and Maley, 1990; Carter, 2007; LIa2007).

With the arrival of Structural methoti§iterature was put aside. The interest fell on
functional, communicative and authentic aspect$anfjuage, and literature was not
considered to have any of these characteristicBdC2007). Moreover, the Grammar
Translation method was not valued any more, armlalitire represented largely this

approach, so its status as a teaching resourceasect.

Later on, in the 1980s, the Communicative approaas introduced and with it the

interest on literature was recovered. The recagmitif literature as a valuable teaching

* For more information about this method, see: Ridgal. C., & Rodgers, T. S. (2Q1Approaches and
methods in language teachin@ambridge University Press.



resource, especially when talking about readinganting skills, and as an authentic
material, led researchers and teachers to rethambkaossible benefits of literature for the
foreign language students. Besides, literature nmeakonger approached from a merely
linguistic point of view; it was also recognizechét fact that more imaginative and
representational uses of language could be embedtedjside more referentially

utilitarian output” (Carter, 2007, p. 6).

However, despite the revival of the interest oeréiture in the EFL classroom, we are
far from coming to a general agreement on the paint: Should literature be used as a

teaching resource in the EFL context?

2.2 LITERATURE AS A TEACHING RESOURCE: WHY OR
WHY NOT?

As in every research field, there is a wide varietyopinions regarding the use of
literature in the EFL class. And some of these iopis — albeit less in this case — are

against it.

The most common arguments that detractors maiataimelated to structure and use of
language, together with the possible cultural kesriand the ultimate goal of foreign
language students, which usually has little to dth Wterary aspirations — a similar

argument to those that were contended when thetstal approach was on its peak
(McKay, 1982).

So, the first problem deals with syntax and leXigdtib et al, 2011a). According to
Savvidou (2004), the complexity of syntactical stawes in literary texts can be an
obstacle in the learning process of students, @setbtructures are often quite different
from ordinary English. Robson (1989) adds that kmed of vocabulary used in
literature is complex, convoluted, sometimes okhfaned or even obsolete, and again,
far from the vocabulary used in Standard EnglistheDauthors argue that literature can
arouse problems regarding semantics and even pt®@etd phonology (Khatib et al,
2011a), but these normally apply to texts that hastebeen adapted, or that in fact they

have been adapted but they do not fit the chaiatiter of the class — of course, using



the original version oBeowulfin an EFL class with a low level of English is an

arguable decision.

Regarding cultural barriers, McKay argues thatefhtture often reflects a particular
cultural perspective; thus, on a conceptual lettehay be quite difficult for students”
(1982: p. 529). A text with a lot of specific cultdlireferences might create problems for

the students when trying to understand the content.

Finally, the ultimate goal of students when theygide to learn a new language is
usually related to an academic or professionatl fiplcKay, 1982) — or, in some cases,
they are simply required to study it, as in secoyp@aucation. And literature, as it has
been said before, has usually little or nothingaowith these aims, which lead teachers

and researches to wonder whether literature adjoste student’s needs or not.

Other kinds of questions are also regarded as faitgmoblems, as the importance of
selecting an appropriate text or the possible tdadequate literature formation of EFL
teachers. A good selection of texts, made taking iaccount all the relevant
characteristics of the class — age, level of Ehgligterests, number of people, etc. — can
overcome many — if not all — of the problems expddi before (Carter and Long, 1991,
McKay, 1982). And if the original texts are not apgriate enough, they can always be

adapted to fit the characteristics and needs ofjtbep.

Khatib et al. suggest more specific solutions te mhost common arguments against
literature, as the syntactic and lexical complexdaynd in literary texts, which “can

become a source for practice especially for thenkra at the intermediate and the
above levels” (2011a: p. 203). The amount of newabaolary and syntactic patterns or
structures that students acquire while being expdseliterature is huge, and more
important, varied; and with literary texts we emsthat the language to which they are
exposed is employed at its finest. So we could ertpat this complexity of form is

nothing more than a tool for students to enriclir tla@guage.

Language and culture and inseparable: they mutsaipport and sustain each other.
And literature is one of the best ways of bringmgture into the class (Sage, 1987;
Khatib, 2011a; Himanglu, 2005). Sage argues that, in fact, “the primame of

literature, and the major value of literature toLESudents, is its cultural content”
(1987: p. 13). Nevertheless, the differences betwibe students’ own culture and the



foreign one can be many and complex, and it ishfisrreason that they should have the
chance of being aware and understand these diffesess soon as possible. Therefore,
it is necessary that students get exposed to thdsgal barriers so they can jump over
them in a controlled context — as it is a classreerwhere they can ask for help:

explanations, opinions, examples...

Regarding the contribution of literature to spezed or academic fields, it is true that it
could be difficult to find a literary text includinEnglish for specific purposes, but as
we are focusing on ESL instruction it could be dhat the very first step is to learn the
language itself, and as Khatib indicates, “it canapositive catalyst for quickening

language learning process” (2011a: p. 204).

But, does literature actually help students to rlettie language itself, its basis?
Absolutely yes. Many authors concur on the richnessliterature in terms of
developing the basic four skills: reading, writihigtening and speaking (Carter, 2007;
Hismanglu, 2005; Khatib, 2011a; Llach, 2007; McKay, 198, 2012; Sage, 1987).

As for reading, literature provides the perfectlsofmr practicing both intensive and
extensive reading. The material is practically esd] and as we have mentioned before,
it is a way of exposing students to the best foomienguage. And, of course, they can

enjoy the content — especially if the texts havenbg&elected according to their interests.

Also, literary texts offer the opportunity to priget writing in a creative and
encouraging way, as well as speaking and listenkrgm literary discussions to
recreations of theatre plays, dramatic readingkedure clubs, all of these activities

provide good and original chances to practice sidils.

But literature goes besides linguistic skills. Amy8 points out, “By modeling language,
literature teaches sustained, significant commuimicaESL is more than just a matter
of gaining mastery of many isolated communicatiteasions [...]. Literature, in short,
models and teaches coherence of language and ttio{d@87: p. 17).

Many other benefits of the use of literature haeerbasserted, as the authenticity of
literary texts (Khatib, 2011a; Llach, 2007), itswersality and its importance in the era
of globalization (Sage, 1987), the motivational pament of literature (Simla, 2009)
and the development of critical thinking (McKay,8P). So we can conclude that,

although the use of literature has been questioaed,despite some authors are still

8



against it (Savvidou, 2004; Robson, 1989; McKay82)9it has been proved to be an
effective, helpful, creative and productive reseuiar the EFL instruction.

2.3 LITERATURE, CEFRL AND THE SPANISH
CURRICULUM.

As we have seen, there are a number of authorssupport the benefits of using
literature in an EFL context. But in the Spanishiriculum, English literature is not
included as a subject or as part of the Second uag® syllabus. Does it mean that

literature cannot be used as a resource for tegqdnglish language? Not at all.

In fact, both the Spanish Royal Decree and @ificial GazettéBoletin Oficial of, in
this case, Castilla y Ledn, give particular att@mtio the sociocultural and artistical side

of foreign languages, apart from linguistic skiliemselves:
Regarding the general objectives of Secondary Hulurca

Articulo 11. Objetivos de la Educacion Secundaridigiatoria

i) Comprender y expresarse ena o mas lenguas extranjerasle manera apropiada.
j) Conocer, valorar y respetar los aspectos basidedacultura y la historia propias
y de los demas, asi como el patrimonio artisticzutural.

[) Apreciar la creacion artistica y comprender el lamge de las distintas
manifestaciones artisticas, utilizando diversos nosdde expresion y representacion.
(RD 1105/2014: p. 176)

Articulo 15. Proceso de aprendizaje y atencionvilializada.

3. En esta etapa se prestara una atencion especidd adquisicion y el
desarrollo de las competencias y se fomentara teecta expresion oral y escrita y el
uso de las matematicad. fin de promover el habito de la lectura, se dei& un
tiempo a la misma en la practica docente de todss haterias(RD 1105/2014: p.
180)

* We have highlighted these sentences in order tdhasige.



General objectives iBachillerata

Articulo 25. Objetivos.
f) Expresarse con fluidez y correcciénwera 0 mas lenguas extranjeras.
I) Desarrollar la sensibilidad artistica y literariaasi como el criterio estético, como

fuentes de formacion y enriquecimiento culturdRD 1105/2014: p. 188)

As for the general description of the foreign laage subject (English in this case):

El uso efectivo de lenguas extranjeras supone a€e@sente una vision abierta y
positiva [...JLas competencias sociales y civicas, y la concigngila expresion
culturales, tanto las circunscritas a los entornosas inmediatos como las propias
de ambitos cada vez mas amplios de actuacion, formasi parte de las habilidades
gue comprende una competencia intercultural intedea en el aprendizaje de
lenguas extranjeras(RD 1105/2014: pps. 422-423)

In the Boletin Oficial de Castilla y Legrwe find similar references, as in the

description of the contents of foreign languagdgestis:

[...]Por su parte, los contenidos del bloque 4, A$p® socioculturales y consciencia
intercultural, contribuyen a que el alumnado coreoezastumbres, formas de relacion
social, rasgos y particularidades de los paises les que se habla la lengua
extranjera, en definitiva, formas de vida diferesta@ las suyas. Este conocimiento
promovera la tolerancia y el respeto, acrecentatdrgerés por el conocimiento de
las diferentes realidades sociales y culturales gcilitard la comunicacion
intercultural, porque por medio de las lenguas secadea los modelos y los valores de
las culturas que representafDECRETO 52/2007: p. 50)

Regarding the specific objectives of this subje&,should highlight:

3. Leer y comprender de forma auténoma textogstigede un nivel adecuado
a las capacidades e intereses del alumnado cain €elef extraer informacioén general
y especifica, witilizar la lectura como fuente de placer y de emiecimiento
personal.(DECRETO 52/2007: p. 51)

And we also find the following in the contents bétsubject (in every course):

10



Comprension general e identificacion de informacies especificas en diferentes
textos sencillos auténticos y adaptagd@n soporte papel y digital, sobre diversos
temas adecuados a su edad o relacionados con ddotee otras materias del
curriculo.

Iniciativa para leer con cierta autonomia textos ecliados a la edad, intereses y
nivel de competencia.

Uso de estrategias béasicas de comprension lectatantificacion del tema de un
texto con ayuda de elementos textuales y no tesualso de los conocimientos
previos, inferencia de significados por el contexpor elementos visuales, por
comparacion de palabras o frases similares en éaglias que conoce(DECRETO
52/2007: p. 52)

We have argued before that one of literature’s mosiverful elements is the
representation of culture — and the huge profit tharovides to students. Bearing in
mind all the specific references to culture andstct values — apart from the direct
references to reading and literature — and thextalitire is a great resource for teaching
these aspects, we could say that it is perfecthgibte to use literature as a didactic
resource in a foreign language class in order Iieae all the objectives marked by the

law.

Besides, everything concerning language educatonncluded in the Common
European Framework of Reference for Languages (MCHERSpanish), which is the
document on which the Royal Decree is based raggréoreign languages (RD
1105/2014: 516). And is in this document where ime flirect allusions to the use of

literature:

Los usos imaginativos y artisticos de la lengua soportantes tanto en el campo
educativo como en si mismos.[...] Comprenden actigidaomo las siguientes: [...]
volver a contar y escribir historias, etc.; escuchdeer, contar y escribir textos
imaginativos (cuentos, canciones, etc.) incluyendo textos aigliales, historietas,
cuentos con imagenes, etcepresentar obras de teatro con guion o sin étc.;
presenciar y escenificar textos literariosomo, por ejemplo, leer y escribir textos
(relatos cortos, novelas, poesia, etc.), represegtgresenciar como espectador
recitales, obras de teatro y de 6pera, etc. [Lak literaturas nacionales y regionales
contribuyen de forma importante a la herencia cufal europea, que el Consejo de
Europa considera «un patrimonio comun valioso queayh que proteger vy

desarrollar».
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Los estudios literarios cumplen muchos mas finesieativos, intelectuales, morales,
emocionales, linglisticos y culturales que los por@nte estéticos. Se espera que
muchas secciones del Marco de referencia resultedle@adas para las
preocupaciones de los profesores de literatura agos los niveles y que sean Utiles
a la hora de lograr que los objetivos y métodosrse@és transparenteg MCERL,
2002: 59-60)

This document also states the type of texts thabeaused in the EFL context:

Textos escritos: libros, ficcion y no ficcién, inggendo publicaciones literarias;
revistas; periddicos; manuales de instrucciones ibiaje, libros de recetas de
cocina, etc.); libros de texto; tiras comicas;[.. (MCERL, 2002: 93)

Finally, regarding general competences that thelesiis should have, we find the

follwoing:

5.1.1.2 El conocimiento sociocultural

Estrictamente hablando, el conocimiento de la stasley de la cultura de la comunidad o
comunidades en las que se habla el idioma es uactsplel conocimiento del mundsin
embargo, tiene la importancia suficiente como pargerecer la atencién del alumno, sobre
todo porque, al contrario que muchos otros aspeales conocimiento, es probable que no se
encuentre en su experiencia previa, y puede qué dgtorsionado por los estereotipos.
5.1.1.3.La consciencia intercultural

[...]la conciencia de la diversidad regional y socal ambos mundosJ..se enriquece con la
conciencia de una serie de culturas mas amplia deglie conlleva la lengua materna y la
segunda lengua, lo cual contribuye a ubicar ambass contexto Ademas del conocimiento
objetivo, la consciencia intercultural supone upanf de conciencia del modo en que aparece
la comunidad desde la perspectiva de los demas,eaudo, en forma de estereotipos
nacionales(MCERL, 2002: 100-101)

2.4 USING LITERATURE IN CLASS.

Now that the reasons for using literature in ah Eéntext have been exposed, together
with its place within the European and Spanishllegatext, it is time to discuss how

literature is introduced in the classroom.

2.4.1. Selecting texts

12



The very first thing to take into account is théeston of texts. As we have mentioned
before, choosing a suitable or unsuitable textd=termine the success or the failure of
a program. By making a good selection of texts wae avoid almost every possible
problem, as linguistic complexity or cultural bars (Carter and Long, 1991; McKay,

1982). But, how do we select the appropriate text?

We have to take into account several factors,fath@m dealing with the type of course
and the students’ profile — age, maturity, lingaigiroficiency, interests and cultural
background — or the kind of text — structure, psbyJistics, themes and its exploitability
(McKay, 1982; Sage, 1987; Lazar, 1993).

Regarding the type of course, it is important tostder all the characteristics of the
course and the class: the length of the coursat-passible to work all over the year or
do we have just a semester?; the number of studenke class; the kind of English

required; or the reasons why they want to lears linguage — it is a secondary English
class? Or it is an English for Specific Purposesrs®? Do they need English for their
professional future? Or do they just want to trayglazar, 1993)

It is also important to revise the syllabus andedwatne if it is flexible enough to
include literature — if it is not included yet. dertain courses, especially the last year of
secondary education, the syllabus is focused amaatest (an official exam to enter the
university) and for this reason it can be diffictdtfit tasks dealing with literature, as it

is not part of that final test.

As for the students’ profile, the age is a deteantrfactor to take into account. Age is
probably going to condition many other factors,imtellectual maturity or interests.
And we also have to consider that the class mighthave same aged students — as in

Official Language Schools or language academies.

Intellectual maturity is sometimes linked to aget bot always. The complexity of
themes, topics and structure of the text selectsdttr be equated with their capability

for understanding and processing the content (L.4283).

In relation to form, another important element tmsider is the student’s linguistic
proficiency. Using an original, classical text wistudents with a poor linguistic

proficiency is only going to create frustration aand overwhelming feeling. McKay

13



(1982) suggests choosing simpler texts — as yodnd aovels — or adapting complex

ones for the students with a lower level.

In relation to personal interests, the ideal opthuld be that students could select the
texts themselves, according to their preferenchs might be possible in some cases,
but not always, as we have to ensure that the ttex¢ are going to work on is
appropriate in every sense, and that it contaiasetaments from the syllabus that we
want to focus on. And sometimes students wouldtaia these aspects into account in
order to select a text. An intermediate optioniisng them a list of possible choices —
previously selected by the teacher — so they caosshin a controlled manner (Furr,
2004).

The students’ cultural background is relevant alf, Wat as it has been argued before,
what some authors consider @dtural barriers can be in fact a positive aspect for
students to learn about this crucial aspect ofuagg — culture. They might find some
difficulties understanding certain cultural referes, but this is something that the
teacher should have taken into account when chgotfie text, so these cultural
references can be explained and even provide aceh@andevelop topics that would

remain untouched otherwise.

Now, taking into account all the information abdbe course and students, we can
proceed to apply it to the characteristics of thaéd. We need to find a text that satisfies
the needs and features of our students as far smsbpm If we are not able to find an
appropriate text, we can adapt or modify some dsp#dhe text that is closer to what
we need. Some important factors on the text toidensare the genre and the main
theme — regarding the students’ interests, thassgd — according to the students’
linguistic proficiency and their literary backgralinthe structure, plot and topics
appearing in the text — in regard to intellectuatunity and, again, to interests, or the

exploitability of the text together with the fit thithe course’s syllabus.

Once the text is properly selected, it is time igcdss the different approaches we can

use to work on it.

2.4.2 Approaches to the text

14



Different approaches to the literary texts in tHeLEontext have been discussed and
proposed (Khatib, 2011a): the Critical Literary Apach, the Stylistic Approach
(Maley, 1989); the Story Grammar Approach, the Rep&esponse Approach (Amer,
2003); the Integrated Approach (Timucin, 2001; S$@dow, 2004) and the Van's
Approaches (2009), subdivided in New Criticism,uSturalism, Stylistics, Reader-
Response, Language-based and Critical Literacyngrothers. But in this paper we are
going to focus on the three approaches suggeste@dnter and Long (1991): the
Language-Based Approach, Literature as Contentespokcially, Literature as Personal

Enrichment.

The first approach, the Language-Based Approatheotanguage Model, is one of the
most common approaches, and it focuses mainlyanitiguistic features of the text,
normally in order to exemplify a particular aspects, for example, reported speech
(Carter and Long, 1991). It is similar to the Sttt Approach suggested by Maley.

Literature as Content, also called the Cultural Bpds a traditional approach to
literature, in which the attention falls on the tam of the text — plot, themes,
characterization, discussion... The cultural sidéhefnovel is also included — historical
background, politics, social criticism, traditiord¢c. (Khatib, 2011a). The acquisition of
language is achieved by reading and discussingtiitee, and not by directly working

on the set linguistic features in the text.

The last approach proposed by Carter and Longtiésdture as Personal Enrichment, or
the Personal Growth Model. In this approach, thenraan is to engage the student with
literature. It focuses on the relation betweentéxt and personal experiences, thoughts,
feelings and opinions. The predominant kind of\ainéis in this approach is related
with discussions, a relaxed environment, small gson which students are encouraged
to express their opinions (Savvidou, 2004). It dobké said that a very representative
example of this approach are literary circles —lbgraups, texts selected according to
the students’ interests, discussions and exposttiaypinions, thoughts and feelings —

as we will discuss later.

And, how about a task-based approach? The taski@g@oach is the most popular
approach in terms of EFL teaching nowadays. Why aglying it to the use of

literature?
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First of all, we should discuss the definition ask. Shekan suggests that a task is “an
activity in which meaning is primary; there is someat of relationship to the real
world; task completion has some priority; and teeessment of task performance is in
terms of task outcome” (gtd. In Khatib 2011b).

According to this definition of communicative taskge could say that the previous
methodological approaches discussed — especidkbyaltiire for Personal Enrichment —
fit completely in the definition of task. They pide a link with the real world, a focus
on the content and, above all, a chance for rdafantion in a real communicative

environment.

Bearing all these in mind, Khatib proposes an apgmoto literature from a
communicative task-based model. He divides his agr in three parts: pre-task,
during-task and post-task activities (also knowmprEsreading, while-reading and post-

reading activities).

In the pre-task stage, students get familiarizedl #ie main topic and make teehema
building (2011b: p. 217). These are introductory activitregieneral in order to get in
touch with the text, as for example, trying to peethe topic of the text just by the title,
little discussions about the background and condéxhe text and author and so on.
Then, in the during-task step, Khatib suggests naatiyities so as to exploit the text
and ensure that students comprehend properly alltékt. These activities are, for
example, skimming, scanning, predicting what wcwdgpen in the story, role-plays or
summarizing.Finally, the main component of the fiask stage is the reflection on the
task. Here the students and the teacher can distumsg what they have read, write
about it or make a final project related with thgtt— as a play, wall paintings, a critical
review or any other final task in which studentauuldobe interested in.These are
examples of the kind of activities that can be damehese three stages, but the

possibilities are actually endless.

Carter and Long’s three approaches together withatiis adaptation of the
communicative task-based approach to literature g/ a lot of ideas and tools to use
in our class, but, what if we propose an appro&et joins these two models in a

different way?
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2.5 LITERATURE CIRCLES

Literature circles are defined by Daniels as “smpdler-led discussion groups whose
members have chosen to read the same story, pogcte ar book” (2002: p. 2). This
idea came from the concept of adult book clubscivinere so popular few decades ago
—and in fact, it is something that had been pytractice for centuries. Reading a book
and commenting it with a bunch of friends seemebet@ fun, relaxed and original way
to achieve the same goals that literature lessadgfFurr, 2004).

Daniels, together with other researchers, has dpvéhis idea in order to make
literature courses more attractive and productiley delimit the concept of literature
circles so it fits in an academic context. Danmssents a list of essential elements that

these circles should have:

. Students choose their own reading materials.

. Small temporary groups are formed, based on bbolce.

. Different groups read different books.

Groups meet on a regular, predictable schedulestuss their reading.

. Kids use written or drawn notes to guide bo#irtheading and discussion.

. Discussion topics come from the students.

N o oA W N R

. Group meetings aim to be open, natural conversatabout books, so personal
connections, digressions, and open-ended questrenselcome.
8. The teacher serves as a facilitator, not a gneeimber or instructor.
9. Evaluation is by teacher observation and stusielfievaluation.
10. A spirit of playfulness and fun pervades themo
11. When books are finished, readers share wiih ¢cfesssmates, and then new groups
form around new reading choices.

(2002: p. 18).

Apart from these elements, another key componetiteséry circles is students’ roles.
Students are divided in small groups, and every beenof the group has a role
assigned. Daniels suggests four main roles anddptional ones (1994). Regarding the
four main students roles, first we havdiscussion directqgrwho is the one in charge of
launching a discussion topic and making questiortbé other members of the group -
linked with the analytical part of the taskijtarary luminary, who selects the best, most
important passages of the text and share themhastigroup mates — thus highlighting

the oral part of the text; @onnector who creates a link between the text and the world
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represented in it and reality, their own world -Agected with the associative aspect;
and anllustrator, who is in charge of representing graphically st important point
of the text — by drawing, making map minds or floarts, sketching, etc. They are all

connected with the symbolic aspect of the text.

The other four roles areummarizervocabulary enrichertravel tracer— in charge of
creating a time line or diagram representing tbeyst andinvestigator— who will find
information about the historical context, backgrdwm the author(Hsu, 2004; Medina
Calzada, 2013).

Each student will be provided withrale sheetin which it is explained what they have
to do according to their role, and where they havewrite down their notes and

commentaries both to guide and record the discassio

2.5.1 Literature circles and EFL

Literature circles were originally developed fotiwa speakers of English in a literature
class — from elementary school to university. Budw about learners of English as a

Second Language? Would literature circles worlhig tontext?

A number of researchers have discussed about ttigity in EFL (Bedel, 2012;
Medina Calzada, 2013; Furr, 2004; Hsu, 2004), dindf &hem agree on the benefits of
using this circles in an EFL context.

It seems logical to think that literature circlesster an improvement in reading
comprehension, but they also make students mayagex and motivated to read, not
only in class, but also in their free time (Fu®02; Medina Calzada, 2013). Clarke and
Holwadel (2007) argue that the fact that the aigtiig not limited to reading but leads to
an extensive interaction is what engages studentsatl. And as interaction is crucial in
literary circles, speaking skills also progress dvia Calzada, 2013). As they get used
to speaking during relatively long periods of tima, a comfortable and relaxed
environment where everyone is allowed to speaky tenfidence improves quickly
(Furr, 2004). And more important, the environmest different from the usual
atmosphere in class; it is an authentic, real comaative setting where they can

practice real interactions focusing on the mearohghe conversation and not on a
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specific linguistic feature to be practiced (Bed®l12). Besides, it is a student-centered
approach, in which the teacher is merely a guid&gcditator (Daniels, 2002). This
gives autonomy to the students, making them resplensf their own learning, and
again, fostering motivation — as they are the amlbs decide what to read and what,

how and why to discuss.

Furr agrees with the fact that literature circlemn che used effectively in EFL
instruction, as he states that: “in many respeutsEFL Literature Circle does closely
resemble a literature circle in an L1 classroom .[..(R004: 6). However,he also
suggests some changes in the key elements tha¢lBaxiposed in order to achieve a

more effective and successful practice.

The first variation Furr makes concerns the sedactif the material. While in the L1
context it is the students who choose their regdm¢he EFL class the texts should be
selected by the teacher — always taking into adcallnthe relevant factors when
selecting texts. Also, the groups can be formedstuglents, but always under the
instructor’s discretion (2004: 4). Furr considerattEFL students need more guidance
than native students, as they need to work witlexa that is appropriate for their

linguistic proficiency and that provides a basisdscussion in English.

Finally, another change suggested by Furr is tHatha groups read the same text:
“With each group reading the same stories, | clowalhe students to first get hooked
by the story and then sneak in a mini-lecture t® éhtire class after the groups have
finished their discussions.” (2004: 5).By includirthese little variations in the
development of literature circles in the EFL classand following the classic
methodology for the rest of the aspects — Furr ssthat literature circles aneagic

EFL Literature Circles are magic because at thearthlie something that | did not

even really touch on in my paper [...] let us nogirthat at the heart of a literature
circle is a great story. In all cultures, over tbands of years, people have been
fascinated by a good story, and | can say from pee, that my students have been

no exception. (2004: 9).

2.5.2 Just benefits?
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As we have seen, literature circles provide an lexxteway of working with literature
in the English class; either they for native speske for secondary language learners.

But there are also some difficulties that have g@eion practice.

Medina Calzada (2013) mentions three main problefmsn putting literature circles
into practice. The first one — and the most commois the overuse of the mother
tongue. This is a common problem in regular EFlss#s. When we talk about a lesson
based on small discussion groups where the teash&m observer and a guide, the
probability of finding students speaking in themtime language is much higher. A
reason for this behavior could be that the texthertopic of discussion is too difficult
for their actual level of English, and they are hieao express themselves in English.
This happens even in native speakers classes, whatents struggle to say what they
want to say (Clarke and Holwadel, 2007: 23).

Also, given the degree of autonomy provided, sttelgetting out of control could be

another problem. Literature circles are made togragiothers, create a supportive and
relaxed atmosphere around calmed discussionshlsuist not always the case. Clarke
and Holwadel (2007) explain the case of a claswhith there was a high degree of
hostility between the students. These behavioublpnes can spoil the lesson, and

should be avoided as much as possible.

A minor problem that can emerge from using literattircles, but that can contribute to
a subsequent behaviour problem, is the chancdhtbse lessons become repetitive and
monotonous (Medina Calzada, 2013). Discussing thingthe same group, with the

same people, about the same text every day carsfedents to boredom in some cases.
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3.PROPOSAL FOR INTERVENTION

3.1 INTRODUCTION

The entire theoretical framework has been revised, it has been made clear that the
use of literature is a perfect resource for the ERss. Also, and more specifically, we
have discussed the potential that literature @rbkeve regarding EFL classes — although
they also present some challenges to the teachemn pilit into practice. But, how can
we transform these theoretical assumptions intbty@aTlhe first step is to design a
practical approach.

In this section we will discuss a proposal for mantion in which, following Daniels’
idea of literature circles, we will develop a pragr that fits within the Spanish
curricula of Secondary Education. In order to dpvge will modify some components

of the original literature circles proposed by Dmsi- for example, the students’ roles

What we understand by proposal is a lesson plamgries$ for a number of hours,

normally corresponding with a standard unit (fivesix hours) of a course syllabus,
dealing with a specific topic and that can be eatdd while it is developed (Estaire,
2004). Literature circles were originally designesl a resource to teach literature to
native speakers of English, and duration was netifipd in any case — although it
could be inferred that literature circles were usdidalong the course. They were
approached as a methodology to follow in the litee class, not as a specific unit
included in a syllabus. So, why do we suggest thM#®y not suggesting general

exercises that could fit into the context describetbre? Or, why not a proposal on a

full course syllabus?

Medina Calzada (2013) points out that a possibddlpm when using literature circles
in the EFL class is that these lessons could serak point monotonous and repetitive.
If we design a lesson plan with a duration of fieesix hours, the chances for this to
happen decrease automatically. It can be approaathiedmething occasional at first, to
see if this methodology really fits and functioresimg into account the characteristics
of the course and its students, and as a way afduating a fresh and original way of

learning English as seen by students. Of courgeptioposal can also serve as a model

| °See sectio.3“Methodology”.
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for designing more lesson plans, or even a fulrsewyllabus, which is an option that
cannot be discarded. However, and for the timegoeinsing literature circles in the
EFL Spanish context is such a new way of teachingligh, that has barely been put
into practice in Spanish Secondary Education, axigding a full course syllabus can

be too risky.

Also, a duration of six hours (six lessons) fitsfeetly with the elements that Daniels
claims to be essential in literature circles: gape temporary, students meet regularly
and evaluation is made during the class (2002).rma@r objection that we could find
is that six lessons could be too short for studemtgad a full novel, or any other type
of text with a considerable length. Consequentlg,have decided to use adapted short
stories in this proposal. They are short enoughsfodents to read during one or two
weeks and they are short enough for students tiyznand discuss about them in six
hours. Further reasons for using short stories bl discussed in the subsequent

sections.
3.2 OBJECTIVES

Our proposal for intervention has three main objest The first one is to suggest a
methodology for teaching the same contents thae lmeen traditionally taught in a
more effective, original and innovative way besidg®moting a development of
students’ literary skills: using literature in tlig=L class. This is the most important
objective, not only belonging to the proposal butthis entire work, as it represents

what every author working on the use of literatasea teaching resource defends.

Following this idea, we have our second objectwhbich is to give the opportunity to
demonstrate the effectiveness of the use of liteeain the EFL class by designing and
offering a model for intervention. It is not justrmaatter of proving the efficacy of
literature as a teaching resource — which has pered in numerous occasions - but
also to prove it regarding literature circles ire thpecific context of the Secondary
Education in Spain. As we have mentioned beforerettare not many examples of
scientific literature recording on the use of kteerre circles in the Spanish Secondary
Education so, although the theoretical framewongpsuts this proposal, it would be
interesting to put it into practice and prove theediveness of this method in this
specific context.
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Medina Calzada (2013) is one of the authors thaparti and put in practice the idea of
using literature circles in the Spanish Secondagydation context, and the final
experience was positive (2013: 93), which is anotieason that boosts the idea of
practicing this methodology. But she also point$ that some aspects need further
revision — the overuse of students’ mother tondhe, possibility of the activity to
become monotonous and some behaviour problems (B¥)3 Taking these aspects
into account we get to our third objective: tryitm suggest solutions to the most
common problems that can emerge from this praeticefilling the gaps indicated by
other authors, regarding both the Spanish SeconHadrcation context and other
contexts as well (Medina Calzada, 2013; Clarke ldotlvadel, 2007). This objective
will be tried to achieve by modifying some of thements provided by Daniels and

adjusting them to our specific context.
3.3 METHODOLOGY

The first thing we have to point out regarding thethodology used in the design of
this proposal is that it is a student-centered @sap This is a key point when
discussing literature circles in an academic cdntée student is the protagonist of the
practice. In a way, they create the lesson: stgdemt the ones who suggest and develop
a discussion about any topic related to the readifgey give their opinions,
impressions and explain their thoughts and feelisgawhat sustain literature circles.
The teacher can guide, give tips or guidelines &artheir task easier — mainly when it
is the first time that students work in a litergtwircle — but students are the ones in
charge of making decisions, directing their prograsking responsibilities and be
autonomous in their work (Medina Calzada, 2013¥abt, Daniels (2002) suggests that
students should choose their own readings, fornr then groups, give discussion
topics and that they should also take part in treduation process with self-evaluation.
Taking into account the specific context in whibistproposal will be put in practice, a
context in which students probably have never haéalt literature circles and, even
less, in an English environment, we consider thatteacher should intercede in these
aspects, direct or indirectly. First of all, regagithe selection of texts, it seems to be
more appropriate that the teacher prepares thestsah instead of the students, always

bearing in mind relevant aspects as the studeetsopal interests, age, length of the
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text and many moPe The reason for varying the original guidelinegmsed by Daniels

Is that students might not take into account thein level of English, the length of the
text or if it provides a proper basis for discussiwhereas the teacher should be capable
of noticing every of these aspects and find thergmmte text. Also, the text might
need to be adapted, and this has to be done kigdlcher. In the next section we will

discuss the selection of texts made for this prabos

Another variation in Daniels’ suggestions is refate group formation. In literature
circles group work is essential. That is why isesimportant to form adequate groups of
students so to avoid behaviour problems or anyilplessonflicts between classmates,
as well as to create balanced groups in termsnglistic proficiency, personality or
active participation. So, as Furr suggests (2004nh&t groups can be formed by
students, but always under the instructor’'s digmmetSo in this proposal, the teacher
will choose one of the members of each group aed thwill be the students’ task to
choose the rest of the members of their group, easvill explain later. By this we can

control the formation of the groups as well as rraimng students’ autonomy.

Regarding discussion topics, students choosingtdpie to discuss is an interesting
proposal, but being this proposal the first timemiich this way of working is put in

practice, it seems necessary to guide them alittlsnore and present possible topics —
which can be chosen and discussed later the walersts! prefer. Therefore, some
general topics will be showed in different lessdmagjng into account what they have
read for that specific lesson and what the text aasit, if they have finished the text or
they have not started, and so on. Then, studetit€hhaose how to discuss and what
aspect of the general topic proposed are they goirfigcus — always under the teacher

guidance, so they do not deviate excessively.

As for evaluation, self-evaluation will be contemiigld in the general evaluation,
although the main responsibility will be taken Ime tteacher. Observation, as Daniels
indicates (2002: 18), will be essential; but thecteer will also evaluate written work so
he or she can assess every linguistic skill, a$ ageevaluate any possible student that

has not participated as much as the rest of stadent

| ©See pages 10 to 2 this-paper
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Another important variation regarding Daniels’ kelgments in literary circles is the
fact that students are going to read the sameinetktis proposal. He suggests (2002)
that different groups should read different texia fact, groups are formed around text
choice. Why are our students going to read the s@x# As we have mentioned
before, if we talk about the specific context aktproposal, and that the teacher will
have a more active part in the class than in tiggnad suggestions by Daniels, making
all the students read the same text enables tbbdeto implement the same guidance
activities or explanations for the whole class, lehi every group would read a
different text, thisextra-guidancewould not be possible to achieve. In addition,
although every group is going to work by themsehees/ contribution from one group
or one student to the rest of the class would deosree.

Regarding the remaining key elements proposed bgieBa all of them will be
followed: Groups will meet regularly, as this prgpbis thought to be made during a
whole unit (6 lessons), so it is probable that siisl will meet three days per week.
Also, expression of personal feelings, ideas, gpisiand digressions are welcome, so
discussions will require an open-minded attitude] ¢he discussions are meant to be
natural, relaxed, playful and, if possible, funiynally, students will use written notes

and sheets to self-guide their discussions, andwhiebe assigned different roles.

As we explained in the previous section, differesiies (four main roles and four
optional ones) were suggested by Daniels. In thigogsal we are going to maintain
some of them, however, some others will be modifizadd one new role will be

introduced.

Finally, in this proposal, and in addition to thetimodology proposed by Daniels in
order to carry out literary circles, we have dedidie include a final project. This final
project consists in a brief representation of deraative ending (that they will have to
create) to the short story, performed by every grdihe reason why a final project is
included is, following the task-based approachjngivihe students a target in which
they can focus, and showing them that everythiagj ey do in class has a reason and
a goal; in other words, give the students a justifon for what they do. Also, the final
project is another way to evaluate the student) thwir oral skills — as they have to

represent a play — and their writing skills — wtitle written script that they will have to
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hand to the teacher. Also, it is a way of verifyihat they have worked all along the

lessons, showing a product in which there is inetlidvery aspect seen before.
3.4 CLASS PROFILE

The target audience of this proposal is a clagbdb 30 people belonging to the fourth
course of Secondary Education in Castilla y LedmeyTwill not belong to a bilingual
program, and they will study in a state secondahpsl in which there are not many
resources; this means, computers and access taténeet inside the class, electronic
blackboards, tablets or any other kind expensivegelectronic resource. Why this
profile? Because this proposal is intended to beeabstic as possible, and to cover as
many situations as possible, at least regardin@r&ry Education in Spain. And the
reality is that many secondary schools have mangerpooblems than it is thought:
overcrowded groups, lack of electronic and digregources, old facilities and other
kind of inconveniences. The only resources neededatry out this proposal are
photocopies given by the teacher. Students dovet aeed to buy a book: as the text
selected is an adapted short story (this will ls=ulsed in the next section), it can be
easily photocopied and distributed by the teacher.

The reason why we refer to a non-bilingual coursethat this proposal can be
implemented in any context, and a higher commandEmglish is not necessarily
required. Literature circles can be easily adaptedifferent students’ profiles (age,
interests, linguistic proficiency...) by choosing eoper text, adapting it according to
the students’ needs and designing discussion t@midsa final project suitable for the
course. The same happens with the course: Foudtse®f Secondary Education (4°
E.S.0.). This course has been selected becauserrgsponds to the midpoint of
Secondary Education (students have a considemaé df English and they are neither
the youngest nor the oldest students), but aghi@, selection of the text and its
adaptation can be adjusted to any other coursengpelp to Secondary Education. In
fact, original literary circles were developed ieraentary schools, and later they were

also implemented in University courses (Daniel€20urr, 2004).

26



3.5 SELECTION OF THE TEXT

3.5.1 Why a short story?

We have selected one single text for this propbsahuse, as it has been mentioned
before, every group is going to read the samedaring the six sessions suggested in
this proposal. That is precisely the main reasow thiis text is a short story, instead of
a play, a novel or a poem. A short story is ususiiigrt enough to be read and discussed
in one or two weeks (taking into account that weehan average of three sessions per
week), but long enough to have a definite plot aaded topics to be discussed.
Moreover, different authors recommend the use aofrtsktories in the EFL context
above any other genre, especially if it is thet firge that English literature is presented
to the students (Brumfit and Carter, 1986; Collied eSlater, 1991; Khatib, 2011;
Medina Calzada, 2013; Pathan and Al-Dersi, 2013).

These authors also allude to the importance ofimgadeal literature, and all the
linguistic benefits that it entails. Pathan and D¥drsi indicate that “the controlled
length, with the concise writing and with carefuliglected vocabulary and lexis, is
another linguistic benefit of the use of shortd&®ifor EFL teachers and learners [...]”
(2013: 5). Also, the topics covered by short-swrage usually more accessible for
students of these characteristics (Secondary dsidéh to 16 years old) than topics
included in, for example, poetry. Short stories faster, more practical and more

approachable than any other genre (Khatib, 2013).15

3.5.2 Selection of the text.

The short story that has been selected for thisqeal is “Harrison Bergerof”by Kurt
Vonnegut. It is a dystopian science-fiction stobpat social equality. It is five pages
long, and it has — as it was pointed out previoustydefinite and precise plot structure.
The main topics of this story are the social equadiken to an extreme point, as well as
oppression, a dystopian future and rebellion. Mvigten in an agile style, with short

sentences and a fast development — which makegabte for teenagers.

| 7 See Appendix XXI
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So, what factors have been taken into accountléztsthis text? First of all, the type of
course. As we have mentioned before, we are talkimgut a Secondary Education
course belonging to the fourth year, which meaas skudents should have a Bl level
of English according to CEFRL. Bearing in mind tirgguistic characteristics of the
story (short sentences, predominance of past teages/day language among others —
to be discussed in the following section the lefdEnglish of these students should not

be a major problem.

Regarding the type of students, the first thingaasider is their age. Students of this
course are 15 to 16 years old, an age in which sheyld have enough intellectual and
emotional maturity to understand and discuss s it is true that this story covers

some moral, social and political aspects, aspéetisdometimes can become complex,
but the point of view presented in the text is gsaggerated, evident and clear that its

topics should be perfectly understandable in teshmeaturity.

In relation to students’ interests, dystopian fistic settings are trendy right now. The
number of young adult novels and films placed mesthkinds of worlds are highThe
Hunger GamesDivergent The Moon DwellersDelirium, The Maze RunneMatched
andThe Hostare some examples, and all of them have beenshglliin the past three
or four years. In addition, there are many TV sr@md videogames on this issue
nowadays. And its target audience is, in its mgjpteenagers. So it seems to be clear
that these topics are currently in vogue, and ¢@ach the students’ attention. But, why
choosing “Harrison Bergeron”, a short story pul#ghn 1961, instead of one of these
young adult novels? Apart from the length of thet,tdy choosing a story written by
Kurt Vonnegut — an important and recognized authare ensure to a large extent that
the quality of our text is high. Also, by showingracstudents that these topics that are
now so interesting for them have been addressedrébef contemporary classical
literature — in Vonnegut's, Orwell's or Huxley’'s W - we open their minds and
change their opinions about classical authors. @ifrse, each student has different

interests, and it is possible that this text dasgptease all of them.

Finally, regarding the students’ cultural and Bigr background, it is not necessary for
them to have a wide background knowledge. As ferdhltural aspects showed in the

text — if there is any of them — they will be expkd in class. And no literary
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background is required, as this proposal is nohgao focus on stylistic features or

deep literary analysis.

3.5.3 Adaptation of the text

Although the original text is short, accessible antple enough for our students to

understand, we have preferred to adapt it to {esific course. We have selected two

extracts of the original text and their equivaleintshe adapted version to better show

the kind of modifications that we have made.

First of all, we will talk about linguistic adaptans, as it is shown in the following

o

p
ore

e

ent

table.
Line ORIGINAL TEXT ADAPTED TEXT
1 It was tragic, all right, but George andt was tragic, all right, but George a
2 Hazel couldn't think about it very hardHazel couldn't think about it very hard.
3 Hazel had a perfectly averagg Hazel hadanaverage intelligenceso she
4 intelligence,which meant she couldrj'tcould think just for little periods of timg
5 think about anything except in shgr\nd George had a little mental handit4
6 bursts. And George, while his|radio in his ear because he was m
7 intelligence was way above normalintelligent than the average peoplde
8 had a little mental handicap radio in hisad to wear it all the time by law. T}
9 ear He wasrequired by lawto wear it| radio was connected to a governm
10 |at all times. It was tuned to aradio. Every twenty seconds or so, t
11 | government transmitterEvery twenty| radio sent out some sharp noiseo
12 | seconds or sothe transmitter would prevent people like George from
13 | send outsome sharp noise to keepthinking too much.
14 | people like George from taking unfgir

advantage of their brains.
15
16 | George and Hazel were watchinGeorge and Hazel were watchi
17 | television.There were tears on Hazel'television.Hazel was cryingbut shenad
18 | cheeks but she'd forgotten for theg forgottenwhy.
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20
21
22

23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39

40

moment what they were about.

On the television screen we

ballerinas.

A buzzer sounded in George's heg
His thoughts fled in panic, like bandi

from a burglar alarm.

"That was a real pretty dance, tt
dance they just did," said Hazel.
"Huh" said George.

"That dance-it was nice," said Hazel.
"Yup," said George. He tried to think
little about the ballerinas. They were
really very goodio better tharn
anybody else would have be¢
anyway They were burdened wit
sashweights and bags of birdshot, :
their faces were masked, so that no g
seeing a free and graceful gesture ¢
pretty face, would feel like somethin
the cat drug inGeorge wasoying with
the vague notion that maybe danc
shouldn't be handicappeBut he didn't
get very far with it before another noi
in his ear radiecattered his thoughts.

re

On the television screen were ballering

1A noise sounded in George's heade
tautomatically forgot what he w4

thinking about

8T hat was a real pretty dance, that da
they just did," said Hazel.

"Huh" said George.

"That dance-it was nice," said Hazel.
dYes" said George. He tried to think
nltttle about the ballerinas. They were
really very goodas everyone was equi
reveryone danced the samkhey were

hwearing weights in their hips. They weg

reee if they were pretty or not. Geor
prstarted to think that maybelancers
ghould not be handicappedut he didn’'t
get very far with it. Another noise in h

eesir radio interrupted his thoughts.

'Handicap: An impediment, an obsta

or a disadvantage.

1S.

LS

nce

iadso wearing masks, and no one could

ge

is

cle

Table 1. Linguistic adaptations.
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The main modifications introduced in the adaptatase the following: subordinate
sentences have been turned into simple or cooedseanttences, as we can see in the
following example:They were burdened with sashweights and bags dtlat, and
their faces were masked, so that no one, seeingeaaihd graceful gesture or a pretty
face, would feel like something the cat drudlimes from 30 to 35 in the original text).
This sentence is transformed into two simple se@&mhey were wearing weights in
their hips. They were also wearing masks, and ro auld see if they were pretty or
not. (lines 30 to 33 in the adapted text). Other exanphn be found in lines 4-5, 29-30
or 35-47.

Another important modification is the replacememtddficult vocabulary by more
accessible words or expressions. This is the éasexample, operiods of timenstead
of bursts(lines 4-5);soundinstead obuzzer(line 20) orweightsinstead osashweights

and bags of birdshah lines 31-32. Other examples are in lines 3pB89.

There are some words along the text that have @&t beplaced due to its importance
regarding the story. Here we have an example withwiordhandicap(line 5). Instead
of replacing it, a footnote has been added withesother synonyms to help the student

to understand the term.

Finally, some convoluted expressions have beenrdted. One example wsould feel
like something the cat drug ,irwhich has been eliminated as it was a complex
expression and added little to nothing to the nma@aning of the text. Other examples

of convoluted expressions that have been eliminatedn lines 9-10 and 21-22.

As verbal tenses presented in the text are simpleost of them are past simple, past
continuous or, the most complex, past perfect rethas not been a necessity to change
them. The same happens with punctuation — the drdyges made have been the ones
made when transforming complex sentences into siopes.

Regarding content adaptation, no big modificatibmse been required. The plot is
simple and its sequence is lineal — there areashBacks or flash-forwards. Also, very
few characters appear so it is not necessary marelte or replace any of them. As a
result, the only changes that have been made nmstef content are the elimination of
some descriptions that were full of metaphors affatdt vocabulary and that could be
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summarized easily without losing any important didte the development of the story.

Here we have an extract in which the eliminated &g been crossed out:

Line ORIGINAL TEXT © Kurt Vonnegut ADAPTED TEXT
1 The musicianscrambled bacinto their| The musicianswent back totheir
2 chairs, and Harrisorstripped themof | chairs, and Harrisoook off their
3 their handicaps, too. "Play your best," |Heandicaps, too. "Play your best," he
4 told them, "and I'll make you barons antbld them, "and I'll make you barons
5 dukes and earls." and dukes and earls."
6 The music began. It was normalfiast- | The music began. It was normal |at
7 cheap silly, false. But Harrisonthe beginning silly, false. But
8 snatched two musicians from theirHarrison picked uptwo musicians
9 chairs, waved them like batons as h&om their chairsyvaved thenwhile
10 sang the music as he wanted it playede sang the music he wanted to hear
11 He slammed them back into their chaifdike-batons—as—he-sang-the-musid as
he—wanted—it—playedand pushed
them back to their chairs.
12 The music began again and was mudiine music began again and was
13 improved. much improved.
14 Harrison and his Empressnerely| Harrison and his Empressierely
15 listened to the music forwahile-listened| listened to the music for ahile,
16 gravely, as though synchronizing theiwhile-listened—gravely,—as—theugh
17 heartbeats with it. Somebroniapns teo s besssenle i
it
18 They shifted their weights to their toes.
Fhoseebboe daoirepalile Lo Logy
19 Harrison placed his big hands on thees.
20 girls tiny waist, letting her sense the
21 weightlessness that sherteonslecos be be mende o iine
22 would soon be hers. girls tiny waist, letting her sense the
weightlessness that
23 And then, in an explosion of joy anaveuld-seen-be-hers.
24 grace, into the air they sprang!
! then | losi ‘. i
25 Not only were the laws of the landyraceinto-the-aithey-sprang!
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26
27

28
29

30

31
32

33
34

35
36
37
38

39
40
41

abandoned, but the law of gravity ahd

the laws of motion as well. Mebeopbopn oo Lowe o0 e oo
R e et 1)
They reeled, whirled, swiveledand-thelaws-ofmetionas-well.
flounced, capered, gamboled, and spun.
They reeled, whirled, swiveled,
They leaped like deer on the moon. | fleunced,—capered,—gambeled—and
Sonn

The studio ceiling was thirty feet high,
but each leap brought the dancers nepfidrey-leaped-ike-deeron-the-moon).

to it.

It became their obvious intention to kisdancers-nearerto it.

the ceiling. They kissed it.

And then, neutraling gravity with loviekiss-the-ceiling—Fhey-kissed it.

and pure will, they remained suspended

in air inches below the ceiling, and th
kissed each other for a long, long time.

they kissed each other.

and began to dance. They happily
danced for a long time, and then

Table 2. Content adaptations.

We should underline that this is the most signiftcalimination that has been made in

the full story.

Finally, regarding cultural adaptations, only twtlld explanations regarding cultural

references have been added with footnotes, asevia skee following table:

Line ORIGINAL TEXT ADAPTED TEXT

1 THE YEAR WAS 2081, andTHE YEAR WAS 2081, anc
2 everybody was finally equalThey| everybody was finally equalThey
3 weren't only equal before God apderen't only equal before God and f{

he
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10 due to the211th, 212th, and 213
11 Amendments to the Constitutipand
12 to the unceasing vigilance of age
13 of the United States Handicapp
General.

14
15
16
17
18
19
20
21
22
23
24

25
26
27
28

4 the law. They were equal everylaw'. They were equal every whidh
5 which way. Nobody was smarteway. Nobody was smarter than
6 than anybody else. Nobody wpanybody else. Nobody was bet

7 better looking than anybody elgdooking than anybody else. Nobody
8 Nobody was stronger or quicker thawas stronger or quicker than anybady
9 anybody else. All this equality waslse. All this equality was due to the

h211th, 212th, and 213th Amendme
to the Constitutiof) and to the
nisnceasing vigilance of agents of
dunited States Handicapper General.

The expressiorfequal before God”
comes from the Bible and means t
every Christian is equal to God,

other individual difference. Th
expression équal before the Laiw
means something similar: everyone
governed by the same laws of justi
regardless its race, gender, religion
any other difference. This expressi
appears in the Universal Declaration
Human Rights.

2The Amendments to the Constituti
refer to the different modifications th

Constitution.

[er

Nts

matter its race, gender, abilities or any

have been made to the United States’

Table 3. Cultural adaptations.

The first explanation makes reference to the egpras ‘equal before Gadand “equal

before law”. Although these are not specific cultural refeeme they are, somehow,

worldwide assumptions that can be seen or headdialSpain or any other country —

students of this age might have not heard aboum thhedo not know what they mean,

so there is a footnote explaining its meanin

g ahdre it comes from.

The second explanation is more specific, regardiveg United States’ Constitution.

Every student should know what a constitution is they might not know what an

amendment is, as it is more common to hear it liatiom to US Constitution than in

relation to Spain’s one.
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3.6 ASSESSMENT.

To finish with this proposal, we are going to disstnow this proposal will be assessed.
The evaluation consists of three parts: first,dbetinuous assessment, which will value
all class-work; then, the final assessment, which evaluate the final project and

finally, attitude and participation in class.

Continuous assessment will be a 60% of the finakrfa this unit. It will be divided in
turn in two parts: student performance in class @amitten role-sheets handed to the
teacher in every lessbiesson. Regarding the student performance, tlohéeavill be
walking around every group observing how each gneopks, and watching if every
student is adequately adhered to his or her radevatuating their oral skills: how the
student handle a conversation, if conventionalsrale respected, the adequacy of their
content, cohesion and coherence. Then, at the fetine desson, each student will give
their role-sheets to the teacher, which will beleated according to the student’s
writing skill — grammar, adequacy of the vocabulaghesion and coherence — and also
it will be taken into account if the student hasreotly developed his role. For example,
the English Guard will have to give to the teacther summary he has done for that
lesson; the Vocabulary Enricher will have to indécall the words, expressions and any
other information about the text that they havered that day, and so on. Some roles,
due to its nature, will be better assessed duhegctass and some others will be better
assessed with the role sheet — but every studdhtowiobserved in the class and

evaluated by their role-sheets.

Regarding the final project assessment, it wilkelgain divided in two parts: oral skills
and written skills. The written skills will be assed according to the script they have to
write — an alternative ending for the story, follog the guidelines indicated by the
teacher — and that students will use for the ledpresentation. The teacher will take
into account grammar and vocabulary used, coherandecohesion, adequacy of the

content and the structure of the text.

The oral skills will be evaluated when the studegpggform their representation on the
alternative ending of the story. As they are gdimdollow a written script, emphasis

will be put in fluency, accuracy, pronunciation antbnation.

® Every role-sheet has been included in the appendix.
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Both parts of the final project will be assesse@ @goup work, so each member of the
group will have the same mark in this part. It viné a 30% of the final mark.Finally,
the remaining 10% will correspond to participatiamd attitude of the student in the
class. Good attitude and behaviour together wittvagarticipation in the group work

as well as in some general activities in whichtladl class together is involved will be

valuated positively.
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4.DESCRIPTION OF THE PROPOSAL

Now, we will explain in detail this proposal fortamvention, which has a suggested
duration of six hours. The first session will beiatroductory lesson on what literary
circles are, what text is going to be read, whay thill have to do and which is the final
project. In the second session, students will stetussing the first part of the text —
which is divided into three parts, as it will bepéained later — and working in groups.
In the following session students will continue Wing on the text and discussing in
groups. The fourth session is slightly differemiglahe students will start preparing their
final project by predicting the ending of the stdrythe fifth session, students will have
read the last part of the text and will discussuabty as well as finishing their final

project which will be presented on the sixth lesson

As mentioned before, we modified the original radeggested by Daniels and added a
new one. The roles selected for this proposal Biscussion director, connector,
illustrator, vocabulary enricherand English guard There are five different roles
because the groups will be composed of five stsddrite three first rolefscussion
director, connectomndillustrator) are the same that Daniels proposed. The foul#h ro
vocabulary enricheris a modified version of the original role anddily, the last role

is new.

Thediscussion directois the person in charge of launching a discussipit. As some
topics and questions will be given by the teacliss,discussion directomwill be in
charge of developing more questions and also afgoaimediator — controlling the set
time to discuss, giving turns to speak to the othembers of the group and ensuring
that every member of the group takes part in treeudision. The second role, the
connector will be responsible of linking the text and réaliThis student will be in
charge of making comparisons between the worldesgmted in the text, other worlds
(other books, films, videogames...) and their reatl&yaand also launching any other
questions or asking for opinions to the rest oflstis about this specific aspect. The
illustrator will have to represent graphically the story andatvhas been discussed
around it — by sketching, drawing, making flow dkasr schemes. Th#ustrator will
also have to do something similar to thevel tracersuggested by Daniels; drawing a

temporal line in which the story is represented.
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The fourth role, thevocabulary enricheris a combination of the originabcabulary
enricherand thenvestigator This student will be in charge of looking up amgrd that
has not been understood, or asking the teachedaunyt that could arise. But this role
also includes investigating: searching for infonmat— apart from linguistic doubts —
about the text or its background that could beveaaie for the discussion. Sometimes
this information will be given by the teacher (betnecessary tools in order to find it),
but thevocabulary enrichewill be in charge of reading it and extracting gertinent

detail.

Finally, theEnglish guardis the person in charge of controlling that everymber of
the group is talking in English. This role was desd in order to try to avoid the
overuse of the students’ mother tongue in the Bhgllass. Every member of the group
has a number of score points. If any of them stgesmking in any language apart from
English — Spanish in this case — tiieglish Guardwill rest some points. At the end of
the lesson, students with the lowest number oftpawill be penalized in some way
(writing a brief essay, bringing some treats to test of the class and so on). Apart
from this, theEnglish guardwill also have a similar role to theummarizer at the
beginning of each lesson the teacher will ask forief summary of the section that had
been read for that day, and edtiglish guardfrom every group will be responsible to

tell briefly what they have read.

Having determined the roles that students are gairgerform, the original role sheets
by Daniels have also been modified in order tohi new roles (Anex X). Each student
will have their own role sheet which they will hateefill in during the lesson. There

they will be able to find a brief explanation onatthey have to do according to their
roles, some tips and advices to develop the digmysand space for making their notes

and commentaries.

As our proposal has a duration of six lessonssthéents’ roles are thought to be fixed
— that means, that the same students will perfétrensame roles during the literature
circle. Nevertheless, if the literature circle idended, it is suggested that new groups
are formed and different roles will be assignedstiodents — following Daniels’ key

elements for literature circles.

38



4.1 Session 1

The first session, as we have just said, is aodnuiction. So in the first 5 to 10 minutes
the teacher asks the students if they know whée@aly circle is, and then he or she
explains how they are going to work according t@tdnliterary circle is: groups of five
people in which everyone has a role, and in whigy will have to discuss certain parts
of the story that they are going to read and filsome role sheets. Then, the different
roles will be explained.

After each role is clearly explained, groups aremied. The teacher will select five
students and they will be thgiscussion Director®f each group. Then, each of these
students will select &onnector Again, eachConnectorwill select eachllustrator;
each lllustrator a Vocabulary Enricherand finally, eachVocabulary Enricheran
English Guard Students have to justify their election brieflfhere are two reasons for
forming groups in this way. First of all, as thadber selects eaddiscussion Director
of each group — which is tHeader role— he has the opportunity to ensure that each
group has a leader that is going to develop his pobperly. So the teacher will select
eachDiscussion Directoibearing in mind the personality of the studentse econd
reason is that making every student responsiblehobsing a member of their groups
gives them a certain degree of autonomy and regphitysthat they would not have if

groups were formed randomly or by the teacher.

Once groups are formed, the teacher gives thesmoneling role sheet to each member
of the group, describing the different patrfBhen, in order to introduce the text and its
context, the teacher gives each group a photoaopshich there will be an incomplete
script and some information about the author amdctintext of the story. Afterwards,
students watch a trailer of a short film basedtos story —2081™°. If the class does not
have an Internet connection or computers, thisriuteivideo can also be recorded on a
DVD and played with a DVD player on a TV. If theseeno DVD or TV either, the
audio could be recorded on a CD and reproduced ©D alayer — it is quite probable

that the school has, at least, a CD player.

This trailer is reproduced twice, and as studerg&kvit for the second time, they have

to complete the script. Then, each group discussesral issues as the differences

° See appendices |-V
' https://www.youtube.com/watch?v=nL9zg7-rzPc
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between the title of the story and the title of thaler, what could it be about, how
many characters do they think there are and sdnoorder to develop this discussion,
each member of the group hagtay his role So theDiscussion Leadeis in charge of
writing down and asking questions based on the Eamuyestions given by the teacher
before {What is the trailer about? How many characters vagenseen? What could be
the story about? When does it seem to be plgced?well as controlling that every
member talks and collaborates in the discussios.Cldnnectorhas to contribute to the
discussion with reflections on two main aspectareigg reality: if what they have seen
and read is similar to reality and in which waysd also if they know any other book,
film, TV series or videogame similar to this stomhe lllustrator has to draw a mind
map in which he reflects what is being discussad (itles connected to the themes,
which are in turn related to the characters, whietemble any other book, etc.). The
Vocabulary Enricherapart from looking up in a dictionary every newrd, has to note
down every key word that he considers relevanttierdiscussion and the story. Also,
he has to contribute to the answers given toDlseussion Directorsearching in the
script for relevant information — apart from keynas. Finally, theEnglish Guardhas

to record and control who is talking in Spanish atsb, has to write down a brief
summary of the discussion using tilestrator mind map. Then, eadinglish Guard
will explain briefly what their groups have discadgo the rest of the class.

To end this first session, after every student Bandheir role sheets to the teacher, the
teacher gives the students the first part of tbeydbgether with the second role sheet.

Students would have to read it and fill in theillersheets at home.

The story is divided into three parts, which metra students just have to read one
page at a time (the story is 3-4 pages long). Twvisidn has been made attending to the
structure of the story: the first part correspotmshe introduction (description of the
context, introduction of the main characters, etih¢ second part corresponds to the
development of the action inside the story (Harrigscapes from prison and breaks
into the ballerinas’ show) and the last part cqroesl to the ending of the stdty
Dividing the story was required in order to cary the final project, which consists, as
it was explained before, in writing and represamin alternative ending to the story.

| ™ See Appendix XXI
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The first lesson corresponds to the contents seh&éySpanish Secondary legislation.
The Spanish Secondary Education curriculum forfelueth year ofE.S.O.divides the
Foreign Language linguistic abilities in two partsal skills (listening and speaking)

and written skills (reading and writing):

Las habilidades lingtiisticas se recogen en el bdotjuEscuchar, hablar y conversar y
en el 2, Leer y escribir [...[BOCYL 2007: 50)

Every linguistic skill indicated by the Spanish moulum is practiced in this session. In
the first place, oral skills are present all durthg lesson: listening skills are practiced
in the first activity, in which students have totara and listen the story trailer and
complete the script. And a large part of this lessonsists on oral production — as the
core of the lesson is oral discussion. Regardingesr skills, students also do reading
practices, as they have to read and revise thptsorbrder to develop the discussion.
Apart from this, the reading skill is fully prao#id all along this proposal, as its main
task is to read a short story and work on it. Fypabriting skills are also practiced.
Every role involves a writing task as all studenge to fulfill their role sheets and
hand them in to the teacher later.

4.2 Session 2

In the second session students start working osttrg itself. To start, the teacher asks
eachEnglish Guardto explain the key points of their summary of fhst part of the
story. This activity is thought to help studentsitwlerstand better the text — as they can
see how their classmates have interpreted the stand also to explain what is the text
about in case any student has not read the exeador this lesson, so they can also

work later.

Afterwards, students have to find in the extracttled story three kind of elements:
futuristic elements (that we cannot find nowadays®gsent elements (things that we
have nowadays) and past elements (that were atsemir100 years ago). Students have
to find the verbal tense connected to the elemieey refer to and indicate if it is
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present, past or future tense. Once every studastnmade a list of the different

elements and tenses, they will proceed to discitbstiaeir groups.

The Discussion Leades in charge of asking every member of the grouptvetements
they have identified in the text, and also to sat discussion questions (previously
thought at home) such asVhat could have happened in these 66 years? Isistarr
Bergeron’s world so different from ours{The teacher will give some sample
guestions in the role sheet in order to guiziscussion Directors The Connectoy
following the discussion proposed by thescussion Leadehas to predict what could
have happened in the world — between five and tecial events that could have taken
place in the story and that could be feasible anftliure of our world. Th€onnector
has to work together with thiustrator, who draws a temporal line in which it is
showed the different elements and events proposdddacussed. Th&ocabulary
Enricher has to record any new and key words and also Ise thaexpose the
investigation that he had done for that day — alaowyt curious thing related to present,
past and future. Finally, tHenglish Guardhas to control Spanish speakers, as well as to
contribute to the discussion with his summary, tids and interpretation of the text,
and also to explain briefly at the end of the lesatat has been discussed in his group.

All of these guidelines are indicated in the secday role sheét.

It is intended that while discussing present, jpast future facts and events students use
and practice past, present and future simple teases review of the previous grammar

points that could have been seen in previous units.

To end the lesson, eadinglish Guardbriefly summarizes the main points of their
group discussion and the teacher collects thegioéets and gives them the new ones

together with the second part of the story.

The skills developed in this session are the sasna ¢he previous one: both oral and
written skills are practiced as they have to rdaalfirst part of the story, fill their role
sheets writing summaries, comparisons, thoughtanswers; listen carefully to their
classmates in order to develop the discussion peaksboth in conversations and as an

individual presentation.

|12

See Appendices VI-X
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Apart from these, which belong to the first two tgmts of the Spanish Secondary
Education curriculum, the second activity also uidels contents from the third section
of this curriculum, related to the knowledge of tRaglish Language in terms of
grammar and linguistic functions. It refers to diént verbal tenses (present simple and
continuous, past simple and continuous and futare) also to describe, compare,
predict and expressing probability (BOCYL 2007: p§3-64).

4.3 Session 3

The third session starts as the previous one, avithief presentation of the summary
made by eaclitnglish Guard.Then, students listen to little extracts of the iabhdok
“Harrison Bergeron” corresponding to the secondt drthe written story. These
extracts belong to the different descriptions afiheaps that appear in the text. They
have to identify what kinds of handicaps are désctiin the audiobodk

The next activity, following with the handicaps topconsists onfeeling what a
handicap is. So one student of each group coverseyes, another student wears
headphones — or something similar that preventstneent from hearing; another
student stays quiet, another one puts on somedingeight in his arms — backpacks,
books, notebooks, etc. — and the last studenttifaadicapped. Then, they have to try
to communicate between them and start the disausaiter five minutes, they remove
their handicaps and actually start their discussiorhow they felt and the meaning of

handicaps, equality and justice.

TheDiscussion Directohas to set the discussion topic on equality —iptesly made at
home following the indications on the role sheetsking questions adow have you
felt wearing the handicaps? What do you understanequality? And by justice? How
it is addressed on the boaKPheConnectoris in charge of comparing how equality and
justice are approached in the text and how theyappeoached in reality, and thinking
about if it would be possible to make people weandicaps nowadays in the name of
equality. Thellustrator, following the audiobook extracts listened befdras to depict

a handicap and write a little description on whateels to wear it according to his
classmates. Th¥ocabulary Enrichercontributes to the discussion by explaining the

key words found in the text related to the topid anll also record new words. Finally,

" https://www.youtube.com/watch?v=6aAH_G5hcAg
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the English Guardhas to summarize and present the key points ajroigp discussion
— as well as, obviously, contribute to the disawssand answering what any other
member of the group could ask. He will also, ashae previously done, record and

control who is speaking Spanish.

At the end of the lesson, the teacher collectsdteesheet¥ but in this case he does not
give the students another part of the story, asalh@ving lesson will be different from

the previous ones.

Again, the four basic language skills indicatedthg Spanish Secondary Education
curriculum are present in this lesson. They wilgtice oral skills — listening and
comprehension of the extracts from the audiobookwadi as listening to their
classmates in order to complete their tasks; anehlspg, once again, both in
conversations and in individual presentations —antten skills — reading the second
part of the story together with the compositiorsommaries, descriptions, explanations,
reflections and any other kinds of writing requdstetheir role sheets.

It is worth mentioning that in this lesson it isended not only to practice and develop
any skill related to the English language but atsthink, reflect and discuss on several
cross-disciplinary topics, focused mainly on ethisacial, political and moral issues.
The Spanish Royal Decree on Secondary Educatiocaited some key competences to
achieve during the Secondary Education in everyjestb Among these key
competences, we find the social and civic compe®ndhese competences foster
cooperation, autonomy, an improvement on sociditials, dealing with conflicts of
values and creating its own system of moral valaes, behaving in accordance to it
when facing a problem or decision. (RD 1631/20@2)6

This lesson contributes directly to the achievemainthis competence as its main
objective is to make the students reflect aboutdtees addressed above.

4.4 Session 4

This session is dedicated to work on the final gebjAt the beginning of the session,

the teacher explains what students have to do awdliey are going to do. Taking into

| *See Appendices XI-XV
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account what they have read until then, they havihink about a suitable ending for
the story. They have to write their ending in dgales — as they have to represent it on
the last session — but they also have to desctiter @xtra-linguistic aspects such as
setting, staging, moves, gestures, or expressionsrder to avoid that each group
writes similar endings — or too similar to the attending of the story — the teacher

gives each group a final sentence with which thélynave to end their writing.

Somehow different from previous discussions, eackghas to work on the same task
at the same time. The students’ roles are keptdardo organize some specific aspects
of this work. TheDiscussion Directohas to manage the discussion as well as choosing
who is going to represent the different charactérthe story. TheConnector together
with the English Guard is in charge of writing down the story. THeistrator has to
think, depict and describe everything related ® staging, and finally th€ocabulary

Enricherhas to correct and revise everything written lgyrthlassmates.

Once they have finished their compositions, thehieacollects all the endings and then
each group explains briefly what they have done whg. To end this lesson, the
teacher distributes the role sheets for the folhgnaday and the final part of the story so

they can read the real ending at home.

In a departure from previous sessions, session fimuses mainly on writing and

speaking skills. Instead of practicing every skilhat we wanted to do in this specific
lesson was to give more autonomy to the studentsdar to create a product on their
own. This is a way of fostering responsibility, atigity, reasoning and analytical

thinking, which is the basis in which the final @a is built.

45 Session 5

The fifth session starts with a brief summary & tast part of the story. Ea@nglish
Guard tells the class the key points of their summaryerfhthe teacher gives each
group their alternative endings corrected and e &dittle time for discussion. Each
group has to compare the two different endingshire their impressions over the real
ending and to comment on the story as a whole.thkigt the Discussion Director
prepares some questions guided by his role she@Vlaish ending did you enjoy the
best?” “Do you think that it is better for George@ Hazel to forget about what has

happened to their son?"The Connectorhas to explain the main differences between
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the actual ending and the ending written by hisigr@and discuss it with his classmates.
The lllustrator has to represent a temporal line of the wholeyswith all the key
events represented in some way: drawings, schemes maps and so on. The
Vocabulary Enricherrecords new and key words on the text and explaimg key
words are key to the other members of the groupvedsas contribute to the general
discussion set by thgiscussion DirectarFinally, theEnglish Guardsummarizes what

it is being discussed and records, once again,isvtadking in Spanish.

After this brief discussion which should not lasbne than fifteen or twenty minutes,
the rest of the time is dedicated to rehearse thiédrnative endings, which will be
represented in the following session. At the enthefclass, the teacher collects the role
sheet®’.

In this session, once again every skill is practiOeal skills — both speaking and
listening — will be put in practice in the discussias well as in their rehearsal, and
written skills will also be seen as they have tadr¢he final part of the story, and fill

their role sheets with summaries, descriptionsa@mparisons among others.
4.6 Session 6

In the last session, as it was mentioned before) gaoup represents their alternative
ending. Every group has to note down the main padfiteach representation — except
for their own representation. Then, when all theugss have finished, students have to
write briefly what they think about literary circleand to make a self-assessment
reflection both about themselves and about theugr At the end of the class, the
teacher collects the summaries of the representafiad their self-assessment writing.
The self-assessment writing is requested in ordemake students think about they
work, to make students value it, and also is inteinth foster a sense of responsibility
and letting them know that their sincere opiniomvathy, and that in fact is taken into

account by the teacher.

The skills included in this lesson are speaking-they have to represent their play —
listening — in order to understand and comprehéedrést of the presentations — and
writing, as they have to summarize the other &adtieve endings represented by their

classmates and also they have to write the sedisaggent reflection.

| * See Appendices XV-XX

46



To end with this proposal, it is worth mentioniri@at this is, in fact, a proposal. The
type of activities, the chosen text, the duratibthe proposal, the final project and any
other aspect of this design are suggestions, agwy eletail can be changed easily. This
design is thought to be a more tangible, visual whydepicting literary circles in

general, and more important, specifically appliadai Spanish Secondary Education
environment. The important issue that should notlenged is the cross-disciplinary
aspect of working with literary circles: this way working in class fosters a deep,
creative and analytical thinking, it promotes caapige work as well as using the
foreign language with a purpose, an objective ihataterialized on a real product — the
final project. Although this proposal differs innay from the original design made by
Daniels, the core idea is there: teaching studbots to learn, how to work in an

independent way, how to create and elaborate ttieas and, finally, to make them
think freely, defend and justify their argumentsd aamccept any different opinions

wherever their nature.

47



5.CONCLUSION

We have insisted all along this paper that theaidierature as a teaching resource in
the EFL class is adequate, worthy, effective, irmtime and beneficial in almost every
aspect regarding the learning of a second languag@ehave not only insisted, but
illustrated it by reviewing a large theoreticalrfrawork that firmly supports this idea.
And we have not only talked about literature ashole, but we have focused on a
particular aspect — the one that we found morect¥e in terms of incorporating
literature as a teaching resource in a context aviteémas barely been put in practice —
the Spanish secondary context. This specific agpéates to literature circles and short

stories.

Why literature circles? Why not simply applying tekeme method used in literature
classes in the EFL class? Because the purposésqiaper, its main objective, is not to
transform a language class into a literature omn,td take advantage of a forgotten
resource that contributes in such a large way ® abquisition and learning of a
language. And literature circles engage all theebenthat literature in general provides
together with a new, innovative approach as ithe tommunicative, the student-

centered and the task-based approach.

The use of literature circles not only has lingaisind literary benefits. It gives the
students a chance to practice and develop a gvei skill, as its basis is group work;
it fosters the students’ autonomy, as it is a sttxdentered approach in which most of
the work and responsibility rest on them; it enteantheir creativity sense, as they have
to create their own project, develop their own déstons, write, draw and talk about
their own feelings and ideas; and it promotes aeneapinded, respectful, receptive
attitude in the students. This list of benefitspmurted by the research mentioned
before, only reconfirms our assumptions: literatisr@ perfectly adequate resource in
terms of teaching a foreign language.

So, why is literature barely used in the EFL Spamisvironment? Why it has not been
heard about literary circles in this context wheréa the US, among others, it is a
popular and proved effective resource? The predamas@ of other methodologies,

together with the increasing attention put the neehnologies, the use of Internet, and
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another innovative ways of teaching involving tkisd of technological resources
might set apart literature and its potential. Alsorestrictive interpretation of the
Spanish legislation and the overuse of textbooks which literary resources are not
contemplated — can contribute to this fact. Butwashave seen repeatedly along this
paper, using literature in the EFL class not oslallowed by the Spanish curriculum,
but it accomplishes some additional objectivesbyethis legislation that would not be

achieved otherwise.

This is why we decided to design a proposal foerwvention in which it can be seen
from a practical way the kind of activities, metbtmy and dynamics that literature
can offer. Although our proposal has been design#dda specific methodology and in
a specific context, it can be easily adapted to ather environment of different
characteristics. We have also tried to suggeserdifft solutions to those difficulties
presented in previous researches, and try withtthizetter fit the original models — in

this case, of literature circles — in an EFL cohtex

Finally, the next step is to put this proposal ipi@actice and prove that, in fact, it
supports every theoretical assumption exposed IBare.what is clear, regardless of
whether this proposal is put on practice or nothet language and literature are two
sides of the same coin, and we cannot disregardbttee sides: learning a language
means learning its culture, its tradition, and ute in every context; and literature

provides us every of these ingredients.
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Literature Circles APPENDIX | Role Sheet

DISCUSSION DIRECTOR

Name:

Group:

Date: SESSION 1

Reading today:

Discussion Director: Your job is to think, write and ask some questiabsut today’s topic.
Start with the sample questions given by the teadre then ask your classmates your own
ones. Also, you have to make sure that every membgour group is participating in the
discussion.

QUESTIONS GROUP’S ANSWERS

What is the trailer about?

How many characters have we seen?

What could be the story about?
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Literature Circles APPENDIX 1| Role Sheets

CONNECTOR

Name:

Group:

Date: SESSION 1

Reading today:

Connector: Your job is to find connections between the readind the world outside. Today,
you will have to connect the trailer to reality aado to other books, films, TV series... Ask
your classmates and write down the most relevamtections that you found.

Connections found:
Trailer vs Reality

1.

Trailer vs Fiction (books, TV series, films, videogmes...)

1.
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Literature Circles APPENDIX 11l Role Sheet

ILLUSTRATOR
Name:

Group:

Date: SESSION 1

Reading today:

lllustrator: Your job is to represent graphically what is goongin the reading or any aspect
that you consider relevant to the discussion. Tpgay will have to draw a mind map in which
it has to be included, at least: the relation betwthe title and the topics, topics relation to
characters and connections to other books. Thetg svbrief description of your drawing.

Description:
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Literature Circles APPENDIX IV Role Sheet

VOCABULARY ENRICHER

Name:

Group:

Date: SESSION 1

Reading today:

Vocabulary enricher: Your job is to find and define any puzzling or umfar words in the
script, as well as finding important words — repdakey to the meaning of the text or used in
an unusual way — and help your mates to find asdudis them. Also, you will be in charge of
finding bits of information that helps your grouptter understand the script and contributes to
the discussion. Indicate in the table if it is artkmown word (U), a key word (K) or relevant
information (R), and then briefly define (U) or éxin the relevance of (K) and (R).

Line of | Word/Sentence Definition/Relevance
the
script
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Literature Circles APPENDIX V Role Sheet

ENGLISH GUARD

Name:

Group:

Date: SESSION 1

Reading today:

English Guard: Your job is to ensure that everyone in your grégipalking in English. If
anyone speaks in Spanish, you will rest them sooietgpfrom theirSpeaking Pointand ask
them to speak in English. Also, you will have tepare a brief summary of the discussion with
the help of lllustrator's mind map. Then, you wilhve to explain it briefly at the end of the
class.

Summary

Key points of the summary

1.

3.

Speaking Points

Members Points Rested Total Points
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Literature Circles APPENDIX VI Role Sheet

DISCUSSION DIRECTOR

Name:

Group:

Date: SESSION 2

Reading today:

Discussion Director: You have to think, write and ask some questionsuabaday’s topic:
elements from the past, the present and the fuutiee text. Start with the sample questions
given by the teacher, and then ask your classmyat@sown ones. Also, you have to make sure
that every member of your group is participatinghie discussion.

QUESTIONS GROUP’S ANSWERS

What futuristic elements have you found?

What could have happened in these 66
years?

Is Harrison Bergeron’s world so different
from ours?
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Literature Circles APPENDIX VII Role Sheets

CONNECTOR

Name:

Group:

Date: SESSION 2

Reading today:

Connector: Your job today is to predict what could happentie hext 66 years in order to
create the world depicted in Harrison Bergeron.t®hetween 5 and 10 crucial events that
could have happen in the story and that could Issipke in the future of our world.

Events from 2015 to 2081

1.

10.
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Literature Circles APPENDIX VIII Role Sheet

ILLUSTRATOR
Name:

Group:

Date: SESSION 2

Reading today:

lllustrator: Today you will have to draw a temporal line in whiit is reflected all the events
suggested by your classmates, as well as your deasj about what could have happened in
the past 66 years in the world of Harrison Bergermen, write a brief description of your
temporal line.

Description:
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Literature Circles APPENDIX IX Role Sheet

VOCABULARY ENRICHER

Name:

Group:

Date: SESSION 2

Reading today:

Vocabulary enricher: Indicate in the table any unknown word (U), a keyrdv(K) or relevant
information (R) that you find in the text, and thiemefly define (U) or explain the relevance of
(K) and (R). Also, you will have to do a little ezrch about something curious related to the
future. Write a brief summary of your investigatioglow.

Line Word/Sentence Definition/Relevance

Today'’s investigation:
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Literature Circles APPENDIX X Role Sheet

ENGLISH GUARD

Name:

Group:

Date: SESSION 2

Reading today:

English Guard: Your job is to ensure that everyone in your grégipalking in English. If
anyone speaks in Spanish, you will rest them sooietgpfrom theirSpeaking Pointand ask
them to speak in English. Also, you will have tepare a brief summary of the reading — which
you will explain at the beginning of the class dahe key points of the discussion — to be
explained at the end of the class.

Summary of the text:

Key points of the discussion:

4.

7.

Speaking Points

Members Points Rested Total Points
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Literature Circles APPENDIX XI Role Sheet

DISCUSSION DIRECTOR

Name:

Group:

Date: SESSION 3

Reading today:

Discussion Director: You have to think, write and ask some questionauabaday’s topic:
equality and justice. Start with the sample questigiven by the teacher, and then ask your
classmates your own ones. Also, you have to make that every member of your group is
participating in the discussion.

QUESTIONS GROUP’S ANSWERS

How have you felt wearing the handicaps?

What do you understand as equality and
justice?

How it is equality addressed on the text?
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Literature Circles APPENDIX XII Role Sheets

CONNECTOR

Name:

Group:

Date: SESSION 2

Reading today:

Connector: Your job today is to compare, together with yourtesa how equality and justice
are addressed on the story and how are they irrdhkeworld. Find the differences and
similarities and write them below.

Equality and justice in Harrison Bergeron:

1.

Equality and justice in the real world:

1.
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Literature Circles APPENDIX XIII Role Sheet

ILLUSTRATOR
Name:

Group:

Date: SESSION 3

Reading today:

lllustrator: Today you will have to draw a handicap, describenid then write briefly how it
feels to wear them according to you and to youresat

Description:

How does it feel to wear a handicap?
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Literature Circles APPENDIX XIV Role Sheet

VOCABULARY ENRICHER

Name:

Group:

Date: SESSION 3

Reading today:

Vocabulary enricher: Indicate in the table if any unknown word (U), aykeord (K) or
relevant information (R) that you find in the terid then briefly define (U) or explain the
relevance of (K) and (R).

Line Word/Sentence Definition/Relevance
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Literature Circles APPENDIX XV Role Sheet

ENGLISH GUARD

Name:

Group:

Date: SESSION 3

Reading today:

English Guard: Your job is to ensure that everyone in your gragipalking in English. If
anyone speaks in Spanish, you will rest them soomnetpfrom theirSpeaking Pointsind ask
them to speak in English. Also, you will have tepare a brief summary of the reading — which
you will explain at the beginning of the class dahe key points of the discussion — to be
explained at the end of the class.

Summary of the text:

Key points of the discussion:

8.

10.

11.

Speaking Points

Members Points Rested Total Points
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Literature Circles APPENDIX XVI Role Sheet

DISCUSSION DIRECTOR

Name:

Group:

Date: SESSION 5

Reading today:

Discussion Director: You have to think, write and ask some questionsiatmay’s topic: the
end of the story. Start with the sample questioivergby the teacher, and then ask your
classmates your own ones. Also, you have to make that every member of your group is
participating in the discussion.

QUESTIONS GROUP’S ANSWERS

Which ending did you enjoy the most?

Do you think that it is better for George
and Hazel to forget what has happened t
Harrison?

A=)

Did you expect that ending?
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Literature Circles APPENDIX XVII Role Sheets

CONNECTOR

Name:

Group:

Date: SESSION 5

Reading today:

Connector: Your job today is to compare your own ending to #wual one. Write the
similarities and differences below.

Similarities between your own ending and the actuabne:

1.

Differences between your own ending and the actuahe:

1.
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Literature Circles APPENDIX XVIII Role Sheet

ILLUSTRATOR
Name:

Group:

Date: SESSION 5

Reading today:

lllustrator: Today you will have to draw a temporal line of thieole story, representing in it
every relevant event or aspect. You can make dgsyimind maps, schemes or whatever you
prefer. Then, make a brief description of the terapline.

Description:
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Literature Circles APPENDIX XIX Role Sheet

VOCABULARY ENRICHER

Name:

Group:

Date: SESSION 5

Reading today:

Vocabulary enricher: Indicate in the table any unknown word (U), a keyrdv(K) or relevant
information (R) that you find in the text, and thiemefly define (U) or explain the relevance of
(K) and (R).

Line Word/Sentence Definition/Relevance
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Literature Circles APPENDIX XX Role Sheet

ENGLISH GUARD

Name:

Group:

Date: SESSION 5

Reading today:

English Guard: Your job is to ensure that everyone in your grégipalking in English. If
anyone speaks in Spanish, you will rest them sooietgpfrom theirSpeaking Pointand ask
them to speak in English. Also, you will have tepare a brief summary of the reading — which
you will explain at the beginning of the class dahe key points of the discussion — to be
explained at the end of the class.

Summary of the text:

Key points of the discussion:

12.

13.

14.

15.

Speaking Points

Members Points Rested Total Points
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APPENDIX XI
HARRISON BERGERON © Kurt Vonnegut Jr, 1968
by Kurt Vonnegut, Jr.

THE YEAR WAS 2081, and everybody was finally equBlhey weren't only equal

before God and the law. They were equal every whiall. Nobody was smarter than
anybody else. Nobody was better looking than anylelde. Nobody was stronger or
qguicker than anybody else. All this equality was da the 211th, 212th, and 213th
Amendments to the Constitution, and to the unceagigilance of agents of the United

States Handicapper General.

Some things about living still weren't quite rigtitpugh. April for instance, still drove
people crazy by not being springtime. And it waghat clammy month that the H-G

men took George and Hazel Bergeron's fourteen-gleleson, Harrison, away.

It was tragic, all right, but George and Hazel doltlthink about it very hard. Hazel had
a perfectly average intelligence, which meant sthiddn't think about anything except
in short bursts. And George, while his intelligeneas way above normal, had a little
mental handicap radio in his ear. He was requirethly to wear it at all times. It was
tuned to a government transmitter. Every twentyosds or so, the transmitter would
send out some sharp noise to keep people like @doog taking unfair advantage of

their brains.

George and Hazel were watching television. Thereeviears on Hazel's cheeks, but

she'd forgotten for the moment what they were about
On the television screen were ballerinas.

A buzzer sounded in George's head. His thoughtk ifiepanic, like bandits from a

burglar alarm.
"That was a real pretty dance, that dance theydjdst said Hazel.
"Huh" said George.

"That dance-it was nice," said Hazel.
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"Yup," said George. He tried to think a little albabie ballerinas. They weren't really

very good-no better than anybody else would haws banyway. They were burdened
with sashweights and bags of birdshot, and theledavere masked, so that no one,
seeing a free and graceful gesture or a pretty, faoceld feel like something the cat

drug in. George was toying with the vague notioat tmaybe dancers shouldn't be
handicapped. But he didn't get very far with itdsef another noise in his ear radio
scattered his thoughts.

George winced. So did two out of the eight ballesin

Hazel saw him wince. Having no mental handicapéigrshe had to ask George what
the latest sound had been.

"Sounded like somebody hitting a milk bottle witbal peen hammer," said George.

"I'd think it would be real interesting, hearind #ie different sounds," said Hazel a

little envious.
"All the things they think up.”
"Um," said George.

"Only, if | was Handicapper General, you know whatould do?" said Hazel. Hazel, as
a matter of fact, bore a strong resemblance téitredicapper General, a woman named
Diana Moon Glampers. "If | was Diana Moon Glamgessid Hazel, "I'd have chimes

on Sunday-just chimes. Kind of in honor of religibn
"l could think, if it was just chimes," said George

"Well-maybe make '‘em real loud,” said Hazel. "Inthi'd make a good Handicapper

General."
"Good as anybody else," said George.
"Who knows better then | do what normal is?" saakél.

"Right," said George. He began to think glimmenngbout his abnormal son who was

now in jail, about Harrison, but a twenty-one-gafuge in his head stopped that.

"Boy!" said Hazel, "that was a doozy, wasn't it?"
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It was such a doozy that George was white and tieg)and tears stood on the rims of
his red eyes. Two of of the eight ballerinas hatdapsed to the studio floor, were
holding their temples.

"All of a sudden you look so tired," said Hazel. Hywdon't you stretch out on the sofa,
So's you can rest your handicap bag on the pilllagybunch.” She was referring to
the forty-seven pounds of birdshot in a canvas lagch was padlocked around
George's neck. "Go on and rest the bag for a tie," she said. "l don't care if you're

not equal to me for a while."

George weighed the bag with his hands. "I don'tdnifi he said. "I don't notice it any

more. It's just a part of me."

"You been so tired lately-kind of wore out,” saidz¢l. "If there was just some way we
could make a little hole in the bottom of the bagd just take out a few of them lead

balls. Just a few."

"Two years in prison and two thousand dollars fioe every ball | took out,” said

George. "l don't call that a bargain."

"If you could just take a few out when you came bBofrom work," said Hazel. "I

mean-you don't compete with anybody around here.j¥st set around.”

"If 1 tried to get away with it," said George, "th@ther people'd get away with it-and
pretty soon we'd be right back to the dark agesagath everybody competing against

everybody else. You wouldn't like that, would you?"
"I'd hate it," said Hazel.

"There you are," said George. The minute people steeating on laws, what do you

think happens to society?"

If Hazel hadn't been able to come up with an answehis question, George couldn't

have supplied one. A siren was going off in histhea
"Reckon it'd fall all apart,” said Hazel.
"What would?" said George blankly.

"Society," said Hazel uncertainly. "Wasn't that wiau just said?”
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"Who knows?" said George.

The television program was suddenly interruptedaferews bulletin. It wasn't clear at
first as to what the bulletin was about, since dhaouncer, like all announcers, had a
serious speech impediment. For about half a mirand,in a state of high excitement,

the announcer tried to say, "Ladies and Gentlemen."
He finally gave up, handed the bulletin to a ballerto read.

"That's all right-" Hazel said of the announcer thed. That's the big thing. He tried to
do the best he could with what God gave him. Haikhget a nice raise for trying so
hard."

"Ladies and Gentlemen," said the ballerina, readiregbulletin. She must have been
extraordinarily beautiful, because the mask sheewaas hideous. And it was easy to
see that she was the strongest and most gracddilitbe dancers, for her handicap bags

were as big as those worn by two-hundred pound men.

And she had to apologize at once for her voiceclwhvas a very unfair voice for a
woman to use. Her voice was a warm, luminous, gsgimelody. "Excuse me-" she

said, and she began again, making her voice ale$pluicompetitive.

"Harrison Bergeron, age fourteen," she said inaglde squawk, "has just escaped from
jail, where he was held on suspicion of plottingoterthrow the government. He is a
genius and an athlete, is under-handicapped, andlcklibe regarded as extremely

dangerous.”

A police photograph of Harrison Bergeron was flasbe the screen-upside down, then
sideways, upside down again, then right side u. dibture showed the full length of
Harrison against a background calibrated in feetianhes. He was exactly seven feet
tall.

The rest of Harrison's appearance was Halloweerhardivare. Nobody had ever born
heavier handicaps. He had outgrown hindrancesrfédsé® the H-G men could think
them up. Instead of a little ear radio for a mehtaidicap, he wore a tremendous pair of
earphones, and spectacles with thick wavy lendes spectacles were intended to make

him not only half blind, but to give him whangingddaches besides.
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Scrap metal was hung all over him. Ordinarily, ghemas a certain symmetry, a military
neatness to the handicaps issued to strong pdamyidiarrison looked like a walking
junkyard. In the race of life, Harrison carriedatrhundred pounds.

And to offset his good looks, the H-G men requitkdt he wear at all times a red
rubber ball for a nose, keep his eyebrows shavé&dantl cover his even white teeth

with black caps at snaggletooth random.

"If you see this boy," said the ballerina, "do Rdtrepeat, do not - try to reason with

him.
There was the shriek of a door being torn fronhitgyes.
Screams and barking cries of consternation camen fthe television set. The

photograph of Harrison Bergeron on the screen juimggain and again, as though
dancing to the tune of an earthquake.

George Bergeron correctly identified the earthquakel well he might have - for many
was the time his own home had danced to the saashiog tune. "My God-" said

George, "that must be Harrison!"

The realization was blasted from his mind instaritly the sound of an automobile

collision in his head.

When George could open his eyes again, the phgibgod Harrison was gone. A

living, breathing Harrison filled the screen.

Clanking, clownish, and huge, Harrison stood -hi& tenter of the studio. The knob of
the uprooted studio door was still in his hand.l®alas, technicians, musicians, and
announcers cowered on their knees before him, érgeo die.

"l am the Emperor!" cried Harrison. "Do you hea&@ the Emperor! Everybody must

do what | say at once!" He stamped his foot andsthidio shook.

"Even as | stand here" he bellowed, "crippled, hetbsickened - | am a greater ruler

than any man who ever lived! Now watch me becomatwhan become!"

Harrison tore the straps of his handicap harndes Wet tissue paper, tore straps

guaranteed to support five thousand pounds.
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Harrison's scrap-iron handicaps crashed to the.floo

Harrison thrust his thumbs under the bar of thdqukdthat secured his head harness.
The bar snapped like celery. Harrison smashed déaslphones and spectacles against
the wall. He flung away his rubber-ball nose, réee¢aa man that would have awed
Thor, the god of thunder.

"l shall now select my Empress!" he said, lookirgyvd on the cowering people. "Let

the first woman who dares rise to her feet claimrhate and her throne!"
A moment passed, and then a ballerina arose, sw/égaa willow.

Harrison plucked the mental handicap from her s@apped off her physical handicaps

with marvelous delicacy. Last of all he removed mmassk. She was blindingly beautiful.

"Now-" said Harrison, taking her hand, "shall weoshthe people the meaning of the

word dance?
Music!" he commanded.

The musicians scrambled back into their chairs, ldadison stripped them of their

handicaps, too.
"Play your best," he told them, "and I'll make ymarons and dukes and earls."”

The music began. It was normal at first-cheapy,silllse. But Harrison snatched two
musicians from their chairs, waved them like batas$ie sang the music as he wanted
it played. He slammed them back into their chalise music began again and was

much improved.

Harrison and his Empress merely listened to theierfos a while-listened gravely, as

though synchronizing their heartbeats with it.
They shifted their weights to their toes.

Harrison placed his big hands on the girls tiny swyailetting her sense the

weightlessness that would soon be hers.

And then, in an explosion of joy and grace, int® #ir they sprang!
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Not only were the laws of the land abandoned, betlaw of gravity and the laws of

motion as well.

They reeled, whirled, swiveled, flounced, capegaimboled, and spun.

They leaped like deer on the moon.

The studio ceiling was thirty feet high, but eaghgd brought the dancers nearer to it.
It became their obvious intention to kiss the ogiliThey kissed it.

And then, neutraling gravity with love and pure Iwihey remained suspended in air

inches below the ceiling, and they kissed eachrdititea long, long time.

It was then that Diana Moon Glampers, the Handieaggeneral, came into the studio
with a double-barreled ten-gauge shotgun. She fwede, and the Emperor and the
Empress were dead before they hit the floor.

Diana Moon Glampers loaded the gun again. She aitmatdthe musicians and told
them they had ten seconds to get their handicagsdra

It was then that the Bergerons' television tubaédrout.

Hazel turned to comment about the blackout to GedByit George had gone out into

the kitchen for a can of beer.

George came back in with the beer, paused whilendibap signal shook him up. And

then he sat down again. "You been crying" he saidazel.
"Yup," she said.

"What about?" he said.

"l forget," she said. "Something real sad on tediewvi."
"What was it?" he said.

"It's all kind of mixed up in my mind," said Hazel.
"Forget sad things," said George.

"l always do," said Hazel.
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"That's my girl," said George. He winced. There wassound of a rivetting gun in his
head.

"Gee - | could tell that one was a doozy," said ¢laz
"You can say that again,” said George.

"Gee-" said Hazel, "I could tell that one was azjob
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