
   0 

 
 

UNIVERSIDADE COMUNITÁRIA REGIONAL DE CHAPECÓ 
UNOCHAPECÓ 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

THE THEORY OF MULTIPLE INTELLIGENCES 
AND THE LANGUAGE TEACHING FOR CHILDREN AND TEENAGERS FOCUSED 

ON READING 
 
 
 
 
 
 
 

 
 
 
SIMONE RAQUEL BERNIERI 
Letras – Inglês e Respectivas Literaturas 
Disciplina: Prática de Ensino 

 
 
 
 
 
 
 
 
 
 
 
 

 
 

Chapecó – SC,  jun. 2007 
 



   1 

 
 
Centro de Ciências da Comunicação e Artes 
Curso Letras – Inglês e Respectivas Literaturas 
Disciplina: Prática de Ensino II 
Professora: Raquel Maysa Keller 
Período: 8°  
 
 
 
 
 
 
 
 
 
 
 

THE THEORY OF MULTIPLE INTELLIGENCES 
AND THE LANGUAGE TEACHING FOR CHILDREN AND TEENAGERS FOCUSED 

ON READING 
 
 
 
 
 

Simone Raquel Bernieri 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 

Chapecó, jun. 2007 



   2 

 

 

 

 

 

RESUMO 

 

 

Esta pesquisa é fruto de uma investigação acerca de uma proposta de trabalho 
docente focada na habilidade de leitura em língua inglesa, que contemple a teoria 
das Múltiplas Inteligências proposta por Howard Gardner e, aqui no Brasil apoiada 
por Celso Antunes. O trabalho organiza-se em três partes: A primeira delas, é a 
proposta que Antunes apresenta sobre um trabalho docente que se baseia na 
concepção da existência e revisão bibliográfica sobre os diferentes estilos de 
aprendizagem. A segunda é uma descrição da experiência de tal proposta no 
contexto da sala de aula no processo de leitura em língua inglesa. E a terceira, é 
análise das experiências e conclusões acerca de um trabalho em língua estrangeira 
baseado nas Inteligências Múltiplas com foco na leitura. 
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ABSTRACT 

 

 
This research is an investigation about the proposal of a teaching work focused on 
reading in English Language that contemplates the theory of Multiple Intelligences 
proposed by Howard Gardner and watched by Celso Antunes in Brazil. The work is 
organized in three parts: The first one is the proposal that Antunes presents about a 
teaching work based on the conception of the existence of different learning styles. 
The second is a description of the experience of such proposal in teaching-learning 
English environment. And the third is the analysis of such experience and 
conclusions about a work in foreign language teaching based on Multiple 
Intelligences theory with its focus on reading.  
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1 INTRODUCTION 

 

 

 “Ler é reescrever-se como sujeito” 
Jurema N.M.Rangel (2005) 

 
 
 In Rangel’s words (2005, p.30) reading is an issue present in people’s life 

(mainly in school time) that is a tool to one’s own personal development and 

improvement. Or, it should be seen like this, at least by students.  Nunan (1999, p. 

136) stated: “one of the greatest indictments of many education systems is that some 

children spend up to twelve years in school and do not become literate.  

 Concerning mainly these two points: the importance and power of reading 

ability in one’s life, and the “ineffective product” achieved along the reading teaching-

learning process, in foreign language classes, a wish of investigating new 

possibilities of work and teaching strategies emerged.  

 Meanwhile, I was presented the theory of multiple intelligences, proposed in 

the 80’s by a psychologist from Harvard University, named Howard Gardner. 

Throughout his theory, first developed in the field of psychology, but that has 

attracted the interest mainly of educators, he affirms that intelligence is the capacity 

of solving problems and creating products in the environment people live. According 

to Gardner (1994, 43) everybody has different kinds of intelligence, 

(Verbal/Linguistic, Mathematical/Logical, Musical, Bodily/Kinesthetic, Interpersonal, 

Intrapersonal and Naturalist), but the degree of development of each one in each 

person is distinct, because of biological and environmental factors.  

 According to Gardner it is not from him that started the discussion about 

multiple intelligences, and that nothing is scientifically proved yet (1994, p. 9)   

 



   6 

A idéia das inteligências múltiplas é antiga e dificilmente posso reivindicar 
qualquer grande originalidade em tentar revê-la. Mesmo assim, salientando 
a palavra idéia, desejo ressaltar que a noção das inteligências múltiplas 
dificilmente é um fato científico comprovado: ela é, no máximo uma idéia 
que adquiriu o direito de ser discutida novamente. 

   

 This way, and considering a remark of Richards and Rodgers (2001) in which 

they state schools that use the proposal of multiple intelligence adapted to their 

curricula, encourage a learning that goes beyond the traditional books pens and 

pencils […]. And that teachers and parents who recognize their children’s talent, can 

build a learning on those inherited gifts […]. Then, it came out the interest of 

investigating the possible connections that could be made in reading teaching 

learning process and MI theory, and their effectiveness in a foreign language 

teacher’s work plan.  

 During bibliographic search, I came to know that in Brazil, Celso Antunes is 

the author who watches Gardner’s theory. He has written books concerning the 

subject, from test to diagnose students’ intelligence up to suggestions of activities 

that involve personal learning styles. So, the yearn of experiencing Antunes’ ideas 

with reading teaching in foreign language and its implications, observe benefits or 

negative points came up. 

 Therefore, I developed a research that, according to Luiz Paulo da Moita 

Lopez (2003, p. 85) is named as “investigação do produto da aprendizagem de 

línguas”. According to him, this kind of research takes to classrooms the implications 

of a determined theory that basis a certain teaching approach, that is going to be 

investigated, in terms of a relation of cause and effect concerning the performance of 

the learners or the final product of learning. 
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2 REVIEW OF LITERATURE 

 

 

2.1 THE RELEVANCE OF READING IN FOREIGN LANGUAGE TEACHING 

 

 

 With the new LDB1 in national education, approved in 1996, the teaching of a 

foreign language became an obligation. The social justification to the inclusion of it at 

elementary school, according to PCNs2 (1998, p. 20), must be determined by social 

factors. These factors could be the need of using the language in certain contexts 

such as the Brazilian territory that borders other countries or in places where the 

immigrant’s culture is strong. 

 But these situations of language being used orally are not very common, 

therefore, in a general way, speaking will not be the ability students will need the 

most. Because of this, the Parâmetros Curriculares Nacionais do Ensino 

Fundamental (1998, p. 20) proposes teaching focused on reading 

 

[…] o uso de uma língua estrangeira parece estar, em geral, mais vinculado 
à leitura de literatura técnica ou de lazer. Note-se também que os únicos 
exames formais em Língua Estrangeira (vestibular e admissão a cursos de 
pós-graduação) requerem o domínio da habilidade de leitura. Portanto, a 
leitura atende por um lado, às necessidades da educação formal, e, por 
outro, é a habilidade que o aluno pode usar em seu contexto social 
imediato. 

 

 In this way, the learning of reading is the main aspect in foreign teaching. It is 

important because it can contribute a lot to students’ integral education. But it does 

                                                 
1  Lei de Diretrizes e Bases da Educação. 
2  Parâmetros Curriculares Nacionais; documento elaborado com o intuito de nortear o trabalho 
docente, tanto em nível fundamental quanto médio. 
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not mean that only reading must be developed; it must be emphasized. So the school 

has the role of presenting to students a foreign language, which will be listened, 

written, spoken but mainly read by learners, and through it, students can amplify their 

cultural universe and their social opportunities in a globalized world.  

 

 

2.1.2 Important issues on foreign language teaching 

 

 

 The PCNs should be the basis for teachers’ work. The document presents 

some issues that should be considered. 

 Vitgotsky (1989, p. 94) emphasized the social origin of language and thought, 

considering the cognitive development as a process determined by the environment 

the person is part of. He stated that the human development happens from an 

interpsycho to an intrapsycho way, that is, the human being is biological and it 

changes to a social-historical one in the relation with each other (and the language is 

one of the bridges for this).  

 The PCNs are based on this sociocultural conception whose learning is to take 

place in a social, historic and institutional context with someone. In this perspective 

the student is not marginalized and  he starts taking part of his own process of 

development and learning.   

 Vitgotsky affirmed that there are zones of development: real, potential and 

proximal in the people. The real is the one where people can solve things by 

themselves, while in the potential they will be able to reach a purpose with the help of 

an instructor (this is the role of a teacher in this perspective). And the proximal one is 

that indicates where the student can “arrive” with his level of development.  

 It is also important to consider that there are three kinds of knowledge involved 

in the learning of a new language: the systemic, worldly and textual organization 

knowledge, and according to PCNs, all of them must be intertwined.  

 The first one refers to the language knowledge in the level of syntax, lexis, the 

second refers to the student’s background and the third one refers to the knowledge 

students’ have about the different kinds of text and their particularities. Because of 

this, students must be exposed to several kinds of texts. 
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 It is also important to the teachers to work with transversal themes such as 

ethics, environment, work, consumption, health, sexual orientation and cultural 

plurality. In this way, we can observe the social characteristic that gives basis to the 

theory involving the PCNs. 

  This document also presents a methodology on language teaching: the 

communicative one in which the main goal is to develop the communicative 

competence of the students through oral and written skill production. According to 

Jack C Richards and Theodore S. Rodgers, (2001) some of the characteristics of the 

communicative view of language follow:  

 

1. Language is a system for the expression of meaning.  
2. The primary function of language is to allow interaction and 
communication 
3. The structure of language reflects its functional and communicative uses.  
4.The primary units of language are not merely its grammatical and structural 

features, but categories of functional and communicative meaning as 
exemplified in discourse (RICHARD, Jack C. and RODGERS Theodore S. 
Approaches and Methods in Language Teaching, 2001, p. 161). 

 
 

 But, in the meantime that this communicative characteristic of language is 

presented at the PCNs (1998), there is also some consideration about the integration 

of the four language skills in the process of teaching: reading, writing, listening and 

speaking; where all of them must be developed, but specially the first one because of 

a group of factors, such as reading is the one that the students from regular schools 

will use the most, because in most of the cases, the language contact is the written 

mode, linked to the reading.  

 As it was exposed before, the PCNs must support the teachers’ work since 

there one can find a discussion about Vygotsky' s sociointeracionism and the focus 

on the reading skill. The Proposta Curricular de Santa Catarina is also an important 

document that should guide teaching, such as the PCNs, and it points towards the 

importance of reading development and the integration of the language abilities 

 
[...] o trabalho com o texto deve merecer especial atenção por parte do 
professor. Tratamos de privilegiar o texto porque temos claro que, tendo-o 
como foco, fazem-se discussões orais sobre sua compreensão e, portanto 
desenvolvermos as habilidades fala/escuta, leitura/escrita de forma 
integrada. Para que o aluno saiba enfrentar situações de leitura com algum 
sucesso, propomos um trabalho mais demorado com o texto, no sentido de 
que ele saiba, por exemplo, reconhecer as informações importantes ali 
contidas [...] Aqui, efetivamente deve acontecer à leitura e compreensão 
desses textos, no sentido de utilidade e informação – respeitando-se, é 
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claro a realidade da turma [...] o professor deverá, portanto, trabalhar a 
língua dentro da estrutura textual, e o texto em seu contexto social de 
produção (Proposta Curricular de Santa Catarina, 1998, p. 101). 

 

 This way, it is important to think of alternatives to improve the work focused on 

reading, to achieve better results, and this can probably happy if different learning 

styles are considering in teaching-learning process.  

 

 

2.2 READING PROCESS 

 

 

2.2.1 Building up the sense of a written message 

 

 

Reading is one of the main skills involved in the foreign language learning 

process. Wallace (1992) considers reading and learning how to read a social, 

interactive process as much as a personal and private activity. But reading is usually 

named as the receptive language skill in the written mode that can be developed 

independently of the other skills, but in fact what happens is that it is usually 

developed along with them.  

 The fact of reading being considered a receptive skill does not mean that the 

subject involved in it and the reading process itself is a passive one. Freire (1997, p. 

11) states that “a compreensão crítica do ato de ler não se esgota na decodificação 

pura da palavra escrita ou linguagem escrita, mas que se antecipa e se alonga na 

inteligência do mundo”.  Martins (1986, p. 32) agrees with Freire once she declares 

that “a leitura vai, portanto, além do texto e começa antes do contato com ele. O 

leitor assume um papel atuante, deixa de ser mero decodificador ou receptor 

passivo”.  

The reading process starts at the very moment people are born, once the baby 

reads the face of the parents, their gestures, actions, sounds they produce and so 

on. When the child grows up, he learns another kind of reading; he learns how to 

read words stated in a written form. Freire (2003) calls both processes “Leitura de 

Mundo” and it continues along a person's life. 
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In this way, reading is a critical and wide ranged process, a word which 

encloses a big range of meanings. Therefore, it would not be enough to say that we 

just read written texts, because we can also read a whole context, a painting, or a 

gesture, for instance.  

 Our main purpose along this work is to study the reading process having as its 

basis written texts and all the elements involved in the process of building up the 

senses, and to connect all the required elements to achieve this goal to the different 

kinds of intelligences. Once those elements are identified we can establish different 

ways to read the same text to integrate different learning styles employed by the 

readers and their own reading strategies according to the specific intelligence they 

used to establish the meaning of the text. 

The reading of words starts in many cases at school, but unfortunately, 

several times, when people leave school the reading habit rests there and does not 

follow students in their daily life anymore. Martins (1986, p. 25) wrote about this 

aspect observing that “principalmente no contexto brasileiro a escola é o lugar onde 

a maioria aprende a ler e escrever, e muitos têm sua única oportunidade de contato 

com os livros”.  

 Martins (1986, p. 31) also stated that there are two main relevant conceptions 

of what reading is:  

 
Uma decodificação mecânica de signos lingüísticos, por meio de 
aprendizados estabelecidos a partir do condicionamento estímulo-resposta 
(perspectiva behaviorista skinneriana) ou um processo de compreensão 
abrangente, cuja dinâmica envolve componentes sensoriais, emocionais, 
intelectuais, fisiológicos, neurológicos, bem como culturais, econômicos e 
políticos (perspectiva cognitivo-sociológica). 

 

Through this work, the second conception proposed by Martins, will be the one 

emphasized. 

Macedo (1994, p. 93) established different approaches of reading as follows: 

the abordagem acadêmica da leitura, the abordagem utilitarista da leitura, 

abordagem da leitura do ponto de vista do desenvolvimento cognitivo and the 

abordagem romântica da leitura. Each one has specific goals and it is inserted in 

different contexts according to personal or society’s interests such as improving 

vocabulary, preparing readers as an object that can decode texts or preparing 

readers who get involved with the text and the building up of meaning.  
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According to the author, the first of these approaches is seen as the process 

of acquiring reading skills, such as to decode written symbols and to develop 

vocabulary and also a way of acquiring pre-established knowledge. In the second 

one, the main goal is to produce readers who are able to read answering some 

needs from the contemporary society (instrumental reading). The abordagem do 

ponto de vista do desenvolvimento cognitivo is focused on the process of the building 

of meaning, the interaction between text and reader. The romantic approach is also 

focused on the process of creating meanings, but it considers something generated 

just from the reader and  not from the interaction of reader and text.  

Maria Helena Martins (1986, p. 37) wrote that there are three basic levels of 

reading (sensory, emotional and rational) and that each one is related to the way 

people get closer to the object which is being read.  

 She says that before being just a text, a book is an object that has shape, 

color, smelling and something that can be also listened to while it is being used. To 

the sensory level, the five senses: sight, hearing, touch, taste, and smelling, are 

pointed out as the most important elements. 

  

Essa leitura sensorial começa, pois muito cedo e nos acompanha por toda 
a vida [...] embora a aparente gratuidade de seu aspecto lúdico, o jogo com 
e das imagens e cores, dos materiais, dos sons, dos cheiros e dos gostos 
incita o prazer, a busca do que agrada e a descoberta e rejeição do 
desagradável aos sentidos. E através dessa leitura vamo-nos revelando a 
nós mesmos (MARTINS, 1986, p. 40). 

 
 The emotional reading is the one that provokes feelings in the reader, such as 

curiosity, missing and stimulates his fantasy. Because of this it is probably the kind of 

reading that commonly provides pleasure to the person who is reading a text.  

 The third level mentioned by Martins (1986, p. 63) is the rational one; at this 

level the intellect is the priority 

 
A leitura a esse nível intelectual enfatiza, pois, o intelectualismo, doutrina 
que afirma a preeminência e anterioridade dos fenômenos intelectuais 
sobre os sentimentos e a vontade. Tende a ser unívoca, o leitor se debruça 
sobre o texto, pretende vê-lo isolado do contexto e sem envolvimento 
pessoal, orientando-se por certas normas estabelecidas (MARTINS, 1986 
p. 63). 

 

 To the development of an effective reading process the three levels described 

by Martins (1986) must be linked, even one of them will probably be more stressed 
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than the others depending on reader’s own personality and his specific needs 

involved in the process.  

As it was mentioned before, reading a text is not a passive process and the 

readers must be continuously interacting with the text to achieve the building of 

meaning. Totis (1991 p. 34) agrees with this when she states that “A leitura é um 

processo de comunicação complexo no qual a mente do leitor interage com o texto 

numa dada situação ou contexto. Durante o processo de leitura, o leitor constrói uma 

representação significativa do texto […]”. This interaction between reader and text 

happens, according to what is written in the “Parâmetros Curriculares Nacionais”, 

because of the use of three different kinds of knowledge involved along the process: 

the world knowledge, the systemic knowledge and the textual organization one that 

was pointed out before.  

The dialectic relation between text and reader is mainly developed at school 

time, and the teacher has an important role in this process. This professional is not 

just responsible  for to teach to students the systemic knowledge, but also for helping 

them to develop their own knowledge.  

 

A função do educador não seria precisamente a de ensinar a ler, mas a de 
criar condições para o educando realizar a sua própria aprendizagem, 
conforme seus próprios interesses, necessidades, fantasias, segunda as 
dúvidas e exigências que a realidade lhe apresentar (MARTINS, 1986, p. 
34). 

 

According to Martins (1986, p. 25) the texts presented in course books are the 

only sources of reading for many students and this kind of texts instead of stimulating 

the pleasure of reading most of times do exactly the contrary.  

 But society must be aware that didactic texts are almost always the unique 

possibility teachers have to work with in the classroom, especially because of 

economic factors and that nowadays there are several kinds of good didactic 

materials and teachers can choose the ones which better fit in to the reality of the 

students. With a good text, the knowledge of different possibilities to read it, and 

knowing their students’ learning styles, teachers can do a good work and help 

students a lot in their reading skill development. 
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2.2.2 Reading seen as interaction between a text and the reader 

 

 

When the reading process is the topic of one’s thought, there are two 

possibilities in which it can be focused: on the reader and on the text. According to 

Wallace (1992, p. 39) when the text is emphasized, we turn our attention to a 

product, but when the reader is focused, the attention is directed to a process. But 

this process involves both elements: text and reader, because the text is something 

that has a certain potential for meaning, but this meaning appears only with the 

establishment of a relation, an interaction between the text and the reader. In 

Wallace’s words: 

  

Texts do not contain meaning; rather they have potential for meaning. This 
potential is realized only in the interaction between text and reader. That is, 
meaning is created in the course of reading as the reader draws both on 
existing linguistic and schematic knowledge and the input provided by the 
printed or written text (WALLACE, 1992, p. 39).  

 

The active role played by the reader becomes evident in those words once a 

written message has no meaning before it is processed by someone interested in it.  

In other words, the process of creating meaning to a written message supposes 

common interests between the information hidden in the text by the specific uses of 

language features to produce a certain discourse and the reader’s personal points of 

view, concerning the ways meaning can be produced by his own way of applying 

different strategies and knowledge to make it arise. 

The process of reading a text involves basically three steps: pre-reading 

activities, while reading activities and post reading activities. The development of 

each of them is very important in any situation in which an effective reading is being 

expected. Teachers, in a reading class, are supposed to help their students in order 

to create possibilities for them to find some information which can be useful in 

establishing sense to the message before, while and after the reading is processed. 

Such activities can be essential for the whole process.  
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2.2.3 Using Pre, While and Post Reading Activities 

 

 

As it has been discussed along this work the comprehension of a written text 

cannot be just done at the level of the linking of letters to find words, and to connect 

them to end up to the sentences. Reading is a deeper process and when some 

aspects are considered by teachers, such as the use of reading strategies, they can 

help students in their effort of building up the real meaning of the message they are 

faced with. According to Janzen (2002, p. 287), “reading strategies […] range from 

bottom-up vocabulary such as looking up an unknown word in the dictionary, to more 

comprehensive actions, such as connecting what is being read to the reader’s 

background knowledge”.  

While reading is being developed in a foreign language class, it is very 

important to the teachers to be aware of the importance of pre, while and post 

reading tasks along the whole process.  The first of them will connect students’ 

background to the text they are going to read, to stimulate predictions and to form a 

purpose for reading. The second is done to stimulate the progressive interpretation of 

the text and the third one is a tentative move to rise up the product of the interaction 

between reader, text and writer.  

The activation of prior knowledge prepares students to the reading. Farrel 

(2003, p. 46) states that “[…] a previsão cria expectativa e faz com que os alunos 

pensem sobre experiências anteriores que tenham tido sobre o tópico antes de 

terem lido sobre o mesmo [...]”. He also suggestes three different methods for 

working with pre-reading: tarefa de associação de palavras, experiência direta ou 

aprendizagem prática and “quintilha” (FARREL, 2003, p. 12-15).   

The first one is to link several words to a key one or to an utterance related to 

the text that is going to be read to “activate” students’ prior knowledge about the 

topic; in the author’s words:  

 

O fundamento lógico subjacente à tarefa de associação de palavras é 
determinar que conhecimento anterior os alunos trazem para um novo 
tópico antes de lerem o texto. Isso funciona da seguinte forma: os alunos 
respondem (primeiro oralmente)a uma palavra chave ou frase como: 
Esporte é útil. Em seguida, em três minutos os alunos escrevem o maior 
número possível de palavras ou frases que se relacionem com a frase 
chave (Esporte é útil: saudável, caro, divertido, trabalhoso, faz perder 
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peso). Então o professor escreve as palavras no quadro [...]  (FARREL, 
2003 p. 12). 

 

The second of them is to develop a practical activity related to the text, where 

students take part and have bodily/kinetic experience with it: 

 

Para esse método, pede-se aos alunos que se levantem de seus lugares e 
participem diretamente de algumas atividades (como por exemplo, 
esportes). O fundamento lógico atrás da experiência direta ou da 
aprendizagem prática é que os alunos se baseiam no conhecimento prévio 
através das experiências de primeira mão, com conceitos e vocabulário 
importantes para a aula [...] (FARREL, 2003 p. 13). 

 

The third method is a poem with 5 verses that reflects student’s answers 

about a topic. According to Farrel (2003, p. 45) its structure is the one bellow: 

�  Linha 1= Título com uma palavra 
�  Linha 2 = palavras que descrevam o título 
�  Linha 3 = Três palavras que expressem uma ação 
�  Linha 4= Quatro palavras que expressem um sentimento 
�  Linha 5= Uma outra palavra para o título. 

 The while reading activity is the constant formulation of hypothesis about the 

text that has been read by someone and their confirmations or not. In Solé’s words, 

  

[...] quando levantamos hipóteses e vamos lendo, vamos compreendendo e, 
se não compreendermos, nos damos conta e podemos empreender as 
ações necessárias para resolver a situação. Por isso a leitura pode ser 
considerada um processo constante de elaboração e verificação de 
previsões que levam à construção de uma interpretação (SOLÉ, 1998, p. 
27). 

 

 Alongside the development of reading in foreign language at schools, there 

are elements that should be considered by teachers because they can help students 

a lot in their reading. These elements take part of the text and help readers to 

formulate hypothesis and to check them or to organize the sequence of topics written 

in the text.  

 In a narrative, for instance, according to Solé (1998, p. 28) “os fatos que 

sucedem em uma história – e os elementos que a compõe: cenário, personagens, 

problema, ação, resolução – nos permitem prever o que vai acontecer; é um 

processo que deve ser ensinado e aprendido”. 
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 In an informative text, there are other helpful elements such as title, subtitle, 

and underlined words. They can help readers to foresee which subject will be 

discussed along the text, which topics are emphasized by the writer, and which 

subjects are linked to the text but that are not stressed. These elements help 

students to activate their prior knowledge and to pick up main ideas from the text.  

Solé (1998) also refers to these aspects when she mentions that 

 

Estes organizadores são conceitos, informações prévias à escuta de leitura 
de uma explicação ou texto e têm a função de estabelecer pontes 
conceituais entre o que o leitor já conhece e o que se deseja que aprenda e 
compreenda. Os títulos e outras partes do texto marcadas de forma 
diferentes podem desempenhar essa função se estiverem bem 
construídos. Durante a leitura, especificamente, ajudam o leitor a prestar 
atenção a aspectos fundamentais, a orientar suas previsões [...] (SOLÉ 
1998, p. 29). 

 

 The post reading activity is characterized by the formalization of the main idea, 

the process of summarizing what has been read and asking and answering own 

questions. But Solé (1998, p. 34) states that “[…] não é possível estabelecer limites 

claros entre o que acontece antes, durante e depois da leitura. These three 

processes overlap.”  

 The reader is usually guided by his own interests. The writer presents in his 

text what is relevant for him and the person who reads it selects the ideas he thinks 

is more important and substitute concepts. The reading is effective when the reader 

can connect his background to the text’s information, to select ideas, and to establish 

new concepts, or to reaffirm old ones.  

 

 

2.2.4 Visual and Nonvisual Information 

 

 

When reading is analyzed in the visual perspective, the text is the unique 

source of information. The visual information is the one the reader has, provided by 

the author, during the reading process through graphic signs. When the reading 

process is developed only in this way, it becomes more difficult for students,  

because just the rational reading level is involved along the process.  



   18  

When nonvisual information is associated to visual one, the reading process 

gets more “complete”, because the necessary interaction between reader and author 

through the text has better chances to happen. When the reader activates his own 

prior knowledge, all his background, he can add information to those he can find 

along the text and so establish, in this way, a dialogue between the information he 

picks up from the text and his own life experiences. Once the “use” of this kind of 

information, coming direct from the reader’s own prior experiences, is promoted by 

the teacher in a reading class, the reader gets closer to the text, he involves himself 

in the process and takes part actively in it not just by using his rational knowledge, 

but also all his emotional part of the brain can be useful to build up the meaning of 

the message.  

 

 

2.2.5 Bottom-up and Top-down  

 

 

Bottom-up and top-down are processes of reading in which the input and 

output are involved.  Basically the bottom-up reading plays an important role by using 

the visual information provided by the written text itself and the top-down, reading by 

its turn, develops an important part of the whole process by handling the nonvisual 

information added along the way by the reader.    

 Bottom-up is the process in which the reader “decodes” the written signs and 

organizes them into words, sentences, utterances, making use of systemic 

knowledge, such as lexis and punctuation.  Solé (1998, p. 23) discusses this process 

and she states that in it “[…] se considera que o leitor, perante o texto, processa 

seus elementos componentes, começando pelas letras, continuando com as 

palavras, frases…em um processo ascendente, seqüencial e hierárquico que leva à 

compreensão do texto.”  

Nunan (1999, p. 252) agrees with her when he presents that “[…] bottom-up 

approach views reading as a process of decoding written symbols into their aural 

equivalents, in a linear fashion”. 

 In the top-down process the reader constructs an original meaning from what 

he reads using his prior knowledge of the context, the subject, the situation he reads 



   19  

about. Solé (1998), also mentions the importance of these two processes registering 

that 

 

O modelo descendente – top down – afirma […]  o leitor não procede letra 
por letra, mas usa seu conhecimento prévio e seus recursos cognitivos 
para estabelecer antecipações sobre o conteúdo do texto, fixando-se neste 
para verifica-las. Assim, quanto mais informação possuir um leitor sobre o 
texto que se vai ler, menos precisará se fixar nele para construir uma 
interpretação. Desse modo, o processo de leitura também é seqüencial e 
hierárquico mas neste caso descendente: a partir das hipóteses e 
antecipações próprias, o texto é processado para sua verificação (SOLÉ, 
1998, p. 23 - 24). 

  

It is very important for the foreign language teacher to be aware that both 

bottom-up and top down are not techniques, but whole processes that require the 

use of specific techniques to be achieved and developed. By exploring and 

considering their importance teachers can help their students in reading classes 

using bottom-up and top-down processes during the reading tasks, it is a way in 

which students can interact with the text. 

But to adjust to reading strategies, students need to be mediated by the 

teacher. And the text must be according to Carter and Nunan, (2001) worked as 

process, with the focus on the reader and not worked as a product, with the focus on 

the own text. 

 

 

2.3 LITERARY TEXT 

 

 

 When reading is discussed, it is important to point out that there are different 

kinds of texts that should be studied with students and literature is one of them. All 

the texts have their importance in the student’s reading development, but the literary 

ones are very rich in elements such as large possibilities of interpretation, stylistics 

and culture, that increase students’ reading capacities. Because of this, Literature 

stimulates people to read between the lines, it is able to develop criticism and 

creativeness.  

 This means that Literature should not be worked only as a text among others, 

but it should be given special attention. As suggested Maley apud Nunan and Carter 
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(2001, p. 181) “[…] literary texts alone are the object of study and they are studied 

because of their literary quality.” or, at least, they are supposed to be.   

 This is focused by the author because it is possible to notice a tendency to use 

the literary text only as a source for language learning, vocabulary or stylistics. 

Sometimes too much attention is given to language and we forget to observe the 

content and shape that are important elements in literature. 

 Maley apud Nunan and Carter (2001, p. 181) discusses the teaching of 

literature and he states that it is worked in different ways and contexts, bellow are the 

most common emphases: 

 

1. focus on teaching language vs . focus on teaching literature; 
2. language learning purpose (pragmatic focus) vs. academic/analytical 
purpose (intellectual focus);  
3. linguistic orientation (stylistics) vs. literary critical orientation (the new 
criticism, post modernism, etc.; 
4. learning how to study literature vs. studying literature.  

 

This way, it can be stated that literature is a complex subject and it involves, 

as proposed Brumfit and Carter (1999, p.22), a process of teaching and catching. 

The first of them is in the level of proximal development zone in which teacher’s role 

is stressed. The second “assumes that learners will in some way catch the ability to 

read appropriately from the process of discussion and analysis in a fairly random 

way”.  

 Brumfit and Carter (1999, p.23) establish that the work with literary text should 

not be schematic because they are complex and also because it would be distorted 

and destroyed their most important characteristics and the literary reading process, 

that in their opinion is: 

    

[…] a process of meaning creation by integrating one’s own needs, 
understanding, and expectations with a written text. Each student will have 
different needs, understanding and expectations, so each student will drive 
slightly different messages form reading a particular book or poem.  

 

 Anthony Burgess (1996) suggests “the student of literature must always 

maintain a live interest also in music, painting, sculpture, architecture, film and 

drama.” All the arts try to perform the same sort of task differing only in their 

methods. And Literature uses the words and their possible constructions. 
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 Cinema, the seventh art, is closely linked to Literature. Many times movies 

come from literary texts and vice versa. They have elements in common because 

they are both narratives.  

 According to Gancho (2002 p. 9), the elements that constitute a narrative are 

five: plot, time, setting, characters and narrator.  

 Plot is the range of facts and it is divided into exposition, complication, climax 

and dénouement. The first of them works as an introduction, as a story’s 

presentation. The second is the moment where conflicts come up, the third one is the 

moment of more tension in the plot and the last of them is where problems, conflicts, 

are solved in a good or bad way.  

 Time is related to narrative in several ways. According to Gancho (2002 p. 

20), time can refer to the epoch in which the story happens or the lasting of the story. 

Time can also be both chronological or psychological: 

     

Tempo cronológico é o nome que se dá ao tempo que transcorre na ordem 
natural dos fatos no enredo, isto é, do começo para o final. Está, portanto, 
ligado ao enredo linear (que na altera a ordem em que os fatos ocorreram); 
chama-se cronológico porque é mensurável em horas, dias mese, anos, 
séculos. [...] tempo psicológico é o nome que se dá ao tempo que transcorre 
numa ordem determinada pelo desejo ou pela imaginação do narrador ou dos 
personagens, isto é, altera a ordem natural dos acontecimentos. Está, 
portanto, ligado ao enredo não linear(no qual os acontecimentos estão fora da 
ordem natural (GANCHO, 2002, p.21). 

 

 These different times are proposed by Seymour Chatman (1999, p.436) as 

being the story-time and discourse-time respectively. “[…] all narratives, combine the 

plot sequence of plot events, the time of the histoire (story-time) with time of the 

presentation of those events in the text, which we call “discourse time”.  

 One more element in narratives is the setting. It is the place where the 

narrative takes part. It is important because it interacts with the characters, 

sometimes influencing their actions. It is usually carried with characteristics 

concerning economical, moral, religious and psychological conditions.  

 Characters are the most responsible for making the plot to happen. According 

to their characteristics, they can be classified into protagonist that can be hero or 

anti-hero and into antagonist. The other characters are secondary, and they can be 

characterized with a small number of attributes or not. They also contribute to the 

plot’s development that is guided by a narrator, which is an important element of 

structuring in any narrative. 
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 A story can be presented through a third person narrator that can sometimes 

be in all the places of the story (omnipresent) or can know everything about it 

(omniscient). This kind of narrator can also be an intruder or “partial” in telling the 

facts. On the other hand, there is the first person narrator that is also a character 

from the story.  

 In short, these are possible common elements in literature and cinema. And 

as it was mentioned before, they are closely linked for being both narrative texts. But, 

besides this, they differ in the signs they use. Chatman, (1999) calls them written 

narrative and screen narrative and he analyzes some different aspects concerning 

description and point of view between them.  

 One important difference is that movies are faster; they have more details, but 

we are not able to register them as in a proper narrative, and this is “imposed” on us 

because of the range of things. According to Chatman (1999, p. 438) “We react that 

way because of a technical property of film texts: the details are not asserted as such 

by a narrator but simply presented, so we tend, in a pragmatic way, to contemplate 

only those that seem salient to the plot as it unrolls in our minds”. 

 Another interesting aspect pointed by Chatman (1999, p. 441) is that story 

time does not stop in movies, thus, they cannot describe (although scenes with no 

character have a descriptive characteristic). The filmmaker turns the written and 

evaluative words into images, that is, turns the signifying to a signified that is always 

closely related to the cultural and personal view of the director. Thus, It can be also 

stated that the reading of both narratives is quite different because of the sign 

relation.  While in written texts the reader links the signifying to a signified, the movie 

watcher reads the signified proposed by the filmmaker, and from it, can propose a 

different one.  

 In both screen and written narratives our view through texts are guided by 

cameras or by narrator. But, according to Chatman, (1999, p. 443) cameras cannot 

explore tones as narrators do. “The camera, poor thing, is powerless to invoke tone 

[…]” and, authors, for this reason, have a bigger flexibility to show things.  

 It is important to emphasize that these differences do not become screen 

narrative with less value than the written one. They just demand different kinds of 

reading and this requires from students some abilities. These abilities can be 

developed through the integration of the two texts in classrooms and they involve 
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visual, listening, spatial, interpersonal intrapersonal, logic and knisthetic aspects in 

their analysis, integrating different intelligences with language, literature and cinema.  

 According to Maria Inês Simões (2006) Literature evolves mainly visual and 

listening senses, because words create images and they have, in Literature, rhythm. 

But, Literary text can be adapted by teachers to envolve more senses as possible; by 

exploring student’s mind and body through performances with plays and proposals of 

re-reading through writing drawing, sculpting. 

 Literature does not limit us only to our eyes and mouth but it gives us the 

opportunity to stablish relations with it in more ways, and this benefits a teaching 

planning concerned with the different learning styles and with development of 

students’ cultural knowledge.  

 

 

2.4 THE THEORY OF MULTIPLE INTELLIGENCES 

 

 

 Throughout Gardner's theory, he says that intelligence is the capacity of 

solving problems and creating products in the environment people live. Everybody 

has different kinds of intelligences, (Verbal/Linguistic, Mathematical/Logical, Musical, 

Bodily/Kinesthetic, Interpersonal, Intrapersonal, Naturalist and Existencial) but the 

degree of development of each one in each person is different, because of biological 

and environmental factors. According to Richards and Rodgers, (2001, p. 116) the 

main characteristics of each intelligence are as follow: 

 

1. Linguistic: the ability to use language in special and creative ways, 
which is something lawyers, writers, editors and interpreters are strong in.  
2. Logical/mathematical: the ability to think rationally, often found with 
doctors, engineers, programmers and scientists 
3. Spatial: the ability to form mental models of the world, something 
architects, decorators, sculptors, and painters are good at. 
4. Musical: a good ear for music, as is strong in singers and composers. 
5. Bodily/kinesthetic: having a well-coordinated body, something found in 
athletes and craftspersons. 
6. Interpersonal: the ability of be able to work well with people, which is 
strong in salespeople, politicians and teachers. 
7. Intrapersonal: the ability to understand oneself and apply one’s talent. 
Naturalist: the ability to understand and organize the patterns of nature 
(Richards and Rodgers, 2001, p. 116). 
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 The theory of Multiple Intelligences was at first developed in the field of 

psychology, but it has been attracting the interest mainly of educators. According to 

Richards and Rodgers, (2001), schools that use this proposal encourage a learning 

that goes beyond the traditional books, pens and pencils. Teachers and parents who 

recognize their chidren's talent, can build a learning on those inherited gifts. And this 

is in some way the goal of the present project; to organize reading activities in a way 

that will be able to involve the different kinds of learners.  

 

 

2.4.1 Intelligence: Visions and concepts 

 

 

 According to Gardner it is not from him that started the discussion about 

multiple intelligences, and that nothing is scientifically proved yet (1994, p. 9)   

 
A idéia das inteligências múltiplas é antiga e dificilmente posso reinvidicar 
qualquer grande originalidade em tentar revê-la. Mesmo assim, salientando 
a palavra idéia, desejo ressaltar que a noção das inteligências múltiplas 
dificilmente é um fato científico comprovado: ela é, no máximo uma idéia 
que adquiriu o direito de ser discutida novamente. 

 

 According to the author, for a long time it has been tried to discover physical 

roots to mental activities. The Egyptians, for example, localized the thought in the 

heart and the judgment in the head or in the kidneys. On the other hand, Pitágoras 

and Platão believed that mind was in the brain. Artistóteles proposed the wish of 

living was in people’s heart, while Decartes put the soul in the glândula pineal. 

 At the end of the century XVIII, Franz Joseph Gall proposed an area of study 

called “frenologia”. The idea of this area was that the human skulls are different from 

each other, and these variations are related to the size, and in the shape of the brain. 

Different areas in human brain are responsible for distinct functions, so according to 

Gall, an analyzes of skull configuration of a person, by a specialist, could determinate 

his mental profile.  

  But, failures were found in Gall’s doctrine because the size of the brain did not 

present any relation to with the people’s intellect, that is, the configuration of the skull 

is not the measure to the human cortex. On the other hand, Gall propose ideas that 

are considered important by Gardener, (1994, p. 11) such as that “Não há poderes 
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mentais gerais como percepção, memória e atenção; mas antes, há diferentes 

formas de percepção, memória e similares para cada uma das diversas faculdades 

[...]”. 

  These faculties are called by Gardener of structures of mind and are the ones 

responsible for each ability; intelligence.  

 In the 60’s Pierre-Paul Broca demonstrated, for the first time, a relation 

between a cerebral lesion and a specific cognitive debilitation. He showed evidences 

that a lesion in a certain area of the anterior left part of cerebral cortex caused a 

failure in the linguistic capacities. And a discussion similar to Galls, in phrenology has 

surged again. 

 Therefore, in Gardner’s words (1994, p. 7) “[…] Há evidências persuasivas 

para a existência de diversas competências intelectuais humanas relativamente  

autônomas”. And that the IQ methods for intelectual evaluation are not enough to 

allow the potencial of a person, because he states that:  

 

QI [é cegamente empírico – fundamenta-se simplesmente com testes em 
algum poder preditivo sobre o sucesso escolar, e apenas marginalmente, 
numa teoria de como a mente funciona. Não há nenhuma visão de 
processo, de como se procede para resolver um problema; há 
simplesmente a questão de a pessoa chegar a uma resposta correta. Além 
disso, as tarefas apresentadas nos testes de QI são decididamente 
microscópicas, com frequência desconectadas entre si e aparentemente 
representam uma abordagem”casamento forçado” à avaliação do intelecto 
humano. Em muitos casos as tarefas são distintas da vida cotidiana. 
Fundamentam-se pesadamente na linguagem e na habilidade da pessoa 
de definir palavras, conhecer fatos sobre o mundo, encontrar conexões (e 
diferenças) entre conceitos verbais). [...] Os testes de inteligência revelam 
pouco sobre o potencial do indivíduo [...]. 

 

 Gardner (1994, p. 46) states that an intellectual competence must present a 

group of abilities to solve problems and create products, and that the use of sensorial 

systems is another possibility to a human intelligence. But intelligences are not 

equivalent to sensorial systems. In any case an intelligence is completely dependent 

of one of them. The intelligences are able to solve tasks through more than one 

system.  

 For Gardner (1994, p. 51) intelligences should be thought as entities in a 

certain level of generality, but it must be also remembered that each intelligence 

works with it owns procedures, and has their own biological bases. It is a mistake to 
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compare all the intelligences in all the details, each one must be thought as an 

independent system with their own rules. 

 One important issue is the difference Gardener proposes between know-that 

and know-how which in his words means:  

   

No estudo das capacidades e habilidades é habitual honrar uma distinção 
entre know-how (conhecimento tácito sobre como executar algo) and know-
that (conhecimento proposicional sobre o conjunto real de procedimentos 
envolvidos na execução. Assim, muitos de nós sabemos como andar de 
bicicleta, mas nos falta o conhecimento proposicional de como este 
comportamento é levado a cabo. Em contraste, muitos de nós possuem 
conhecimento proposicional sobre como fazer um suflê sem saber como 
levar esta tarefa a uma conclusão bem sucedida (GARDNER, 1994, p. 52). 

 

 One more aspect pointed by Gardner (1994, p. 52) is that intelligence, 

different from the concept of the comun sense, it does not have only a positive 

connotation, because through their own intelligences, people can work with them in a 

good way or not.  

 

 

2.4.1 Features of multiple intelligences 

 

 

 Howard Gardner claims that all human beings have multiple intelligences, and 

that they can be nurtured and strengthened, or ignored and weakened. He believes 

each individual has nine intelligences:  

Verbal/Linguistic intelligence – that is well developed verbal skill and sensitive to 

the sounds, meanings and rhytms of words. 

Mathematical intelligence- ability to think conceptually and abstractly, and capacity 

to discern logical or numerical patterns. 

Musical intelligence – ability to think related to rhythm 

Visual/Spatial intelligence- ability to visualize images, pictures accurately. 

Bodily/Kinesthetic intelligence – capacity of control of one's body movements and 

to hand objects. 

Intrapersonal intelligence – ability of detecting and responding to the moods and 

desires of others. 
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Intrapersonal intelligence- ability of being self aware to inner feelings, beliefs and 

thinking processes. 

Naturalist intelligence – the ability of categorizing and recognizing plants, animals, 

and natural objects. 

Existencial intelligence – sensitivity to deep questions about human existence such 

as meaning of life, death... 

 The first seven intelligences were defined by Gardner in Frames of Mind, first 

published in 1983. The others were added in his theory later.  

 According to Gardner, all human beings possess all nine intelligences in 

varying amounts, because each person has a different intellectual composition. And 

education can improve multiple intelligences which are located in different areas of 

the brain and can either work independently or together. 

 Jack C. Richards and Theodore S. Rodgers (2001 p. 116) agree with Gardner 

when they describe eight of the nine intelligences. In their words:   

 

Linguistic: the ability to use language in special and creative ways, which is 
something lawyers, writers, editors and interpreters are strong in.  
Logical/mathematical: the ability to think rationally, often found with doctors, 
engineers, programmers and scientists 
Spatial: the ability to form mental models of the world, something architects, 
decorators, sculptors, and painters are good at. 
Musical: a good ear for music, as is strong in singers and composers. 
Bodily/kinesthetic: having a well-coordinated body, something found in 
athletes and craftspersons. 
Interpersonal: the ability of be able to work well with people, which is strong 
in salespeople, politicians and teachers. 
Intrapersonal: the ability to understand oneself and apply one’s talent. 
Naturalist: the ability to understand and organize the patterns of nature.  

  

 According to Celso Antunes (2002, p. 31-32), it is possible to identify the kind 

of intelligence that is more stressed in students by observing their behavior at school 

in its several environments such as the classroom, squash, and their attitudes in 

relation to other people. 

 Antunes (2002, p. 31-32) presented the following characteristics for each kind 

of intelligence and the common interests people who have a specific one usually 

have: 

 

Alunos de acentuada Inteligência Lingüística estão conversando 
animadamente, discutindo, gritando, batendo papo informal, lendo, 
recitando versos, inventando trocadilhos, jogos de palavras ou outras  
brincadeiras verbais; 
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Alunos com destacada Inteligência Intrapessoal geralmente preferem 
ficar na sala de aula, mas a solidão não os entristece e incomoda, gostam 
de fazer diários, ouvir outras pessoas, passear sozinhos observando o 
mundo que se agita ao redor; 
Alunos com forte Inteligência Lógico-matemática quase sempre estão 
explicando coisas, são verdadeiros especialistas em responder “porquês”, 
estão ensinando problemas, resolvendo equações, falando sobre números, 
interpretando gráficos ou desenhando-os; 
Alunos com forte sensibilidade Interpessoal jamais estão sozinhos, 
gostam de orientar colegas e, mesmo se não solicitados, estão sempre 
dando conselhos, propondo ajuda, sugerindo soluções de problemas 
pessoais. São os que procuram a orientação da escola para solicitar ajuda 
a este ou aquele colega ou aos problemas de toda classe; 
Alunos com aguda sensibilidade Vísuo-espacial quase sempre estão 
desenhando, pintando, colorindo e, quando possível, até mesmo pichando. 
Adoram história e geografia e viajam pelo tempo, contando coisas que 
vêem ou lêem sobre outros tempos e outros lugares. Adoram arquitetura e 
se incomodam com cadeiras, mesas e outros objetos “fora de lugar”; 
Alunos com boa Inteligência Naturalista quando podem procuram 
lugares abertos, falam de plantas e da natureza, contam projetos 
ecológicos, adoram Ciências Naturais e vivem convidando amigos para 
uma campanha de ajuda ambiental ou um Camping no fim de semana ou 
nas férias; 
Alunos com forte tendência Sonora ou Musical vivem assobiando ou 
cantarolando e, quando podem, fazem de uma mesa ou uma caixa de 
fósforo um instrumento para “marcar” sons. Adoram música, e estas são 
sempre seus temas favoritos. Tocam ou gostariam de tocar um instrumento 
e todos os reconhecem como tendo “bom ouvido” e excelente memória 
musical; 
Alunos com destacada Inteligência Cinestésico-Corporal não param 
quietos e sempre estão “jogando”, mesmo que com bolas de papel ou na 
fila da Cantina. Adoram esportes, “malhação”, cuidam do corpo e os textos, 
reportagens e filmes que mais apreciam estão ligados aos esportes. A 
quadra esportiva é sua sala de aula preferida, os recipientes para lixo, a 
“cesta de basquete” ideal, e quando acerta um arremesso ou chute, 
comemora como se uma imaginária torcida o estivesse saudando. Se 
pudesse, reivindicar, estaria solicitando uma sala ambiente com aparelhos 
de ginástica. 

 

 It is important to clarify that, according to Antunes (2002, p. 30), a person can 

have characteristics of more than one intelligence; this way it is important to analyze 

which one is stronger in each students 

 

 

2.4.2 The contents and multiple intelligences  

 

 

  Celso Antunes (2001, p. 22-47) suggests certain activities to explore the 

content in “each intelligence”.  

For him, the logic/mathematical intelligence contemplates the solution of 

things that involve logic problems and it can be stimulated with practical things that 
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involve this, such as problems, statistical averages, the transformation of texts into 

graphics… that is, textual languages with numeric information.  

The musical one is characterized by the good listening of sounds of any 

nature. With students who have this kind of intelligence, it would be important to 

explore the content with some activities such as the adaptation of the text in the 

study of musical parodies, presentation of the text having a low music as background 

and the presentation of themes in different musical languages, with the use of 

musical instruments.   

For the Bodily/kinesthetic intelligence the author proposes the elaboration of 

exercises that require physical factors. This is possible with dances, and games. It is 

the kind of intelligence that is manifested by expression, and communication.  

People who have the spatial intelligence need visual information such as 

pictures, colors, shapes, textual information that comes from sculpture, paintings and 

contextualized images. 

The students who have the naturalist intelligence, usually develop an empathy 

with tasks related to flora, fauna, and environment. It can be contemplated with the 

observation of landscape, relation between natural language and context. That is, 

everything that require the task of looking and noticing.  

 In the linguistic intelligence, it is very common for people the exposition of 

ideas into words and it can be stimulated through game of words, debates, 

interpretation of contexts,  beyond texts, analogies, metaphors, interviews, and 

presentation of plays. 

 Personal intelligence is subdivided into inter and intra one. The first of them is 

manifested by the “interior of myself”. The second is the one that involves interaction 

with other people. The content with people who have these intelligences can be 

explored via debates, discussion that exposes the person to the study and discussion 

of situation, behavior, social campaigns and discussion about people and their 

characteristics. People with this kind of intelligence are good at reflecting individually 

and as a group.  

 Antunes (2001) does not mention the existencial intelligence, the ninth 

intelligence presented by Gardner in the 90´s in his book Intelligence Reframed 

(1999). 
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2.4.3 What the critics of Gardner's theory say 

 

 

 On of the main critics of the theory is Hirsch Jr. And the main ideas of the 

critics about Gardner's theory is that it is not something new; what Gardner calls 

“intelligences” are primary abilities that educators and cognitive psychologists had 

always acknowledge. They also affirm that it is not well defined. Some critics wonder 

if the number of “intelligences” will continue to increase. The opposing theorists also 

say it lacks the rigor and precision of a real science. 

 Related to education, critics state educator face overcrowded classrooms and 

lack of resources, so the application of such theory is utopia.  
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3 METHODOLOGICAL PROCEDURES 

 

 

 The research developed was based on observation and it is also a descriptive 

one. It was observed, registered, and analyzed data in the classromm where the 

exercises were applied. Reading activities were proposed and each one of them had 

the focus mainly on some specific intelligence.  They were as follows:  

- Verbal/Linguistic: to promote slogans' creation and parody. 

– Logical/Mathematical: to build graphics. 

– Naturalist: to contextualize nature in some epoch or relate nature to man.  

– Musical: to create parodies or transform a poem into music through different 

objects that make sounds. 

– Bodily/Kinesthetic: to perform a play. 

– Visual/Spatial: to transpose a text from one language to another.  

– Interpersonal and Intrapersonal: to ask students to describe the emotion about 

and to ask them to debate about a social problem.  

 While they were performed by the group, the performance of the parcticipants 

was carefully observed. After that, the participants were asked to offer a feedback of 

the experiences through a questionnaire which also was a document for collecting 

data beyond the observations and notes which were taken as a tool for post 

observation and analysis. 

 The reading activities and the tools that were used to diagnose the group 

intelligences were all based on Antunes (2001) who watches Gardner’s theory in 

Brazil. But, texts were changed, adapted in relation to the original project to fit better 

the group that participated in the research.  
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4 REPORT AND ANALYSIS 

 

 

 For the research development, a group of young English learners was invited. 

They were eleven in the total amount, ten girls and one boy, aged from eight to 

eleven years old, who participated in a language course.  Ten of them have been 

studying English for at least two years in language course (only one of them has 

been studying for two months). Two from the eleven students have not studied 

English at regular school yet, seven have studied English for half a year, and two of 

them have been studying it for one year and a half. 

 The research was not developed during students’ course class time. It was 

proposed to them and asked permission to their parents for their children to 

participate of a reading workshop with two main goals: to promote reading in foreign 

language classes and to investigate new strategies to work with reading in the 

foreign language teaching learning process.  

 In the whoe, there were eight encounters of 1 hour and 15 minutes each one. 

They were organized according to the schedule bellow: 

 

Date Time Work Plan 
02/05/2007 4:30 – 5:45 pm Explain to students the 

purpose of such work and 
the course plan and listen 
to their 
opinion/suggestions. 

09/05/2007 4:30 – 5:45 pm Diagnose proposed by 
Antunes 

16/05/2007 4:30 – 5:45 pm Activity concerning 
Verbal/Linguistic and 
Musical Intelligence 

23/05/2007 4:30 – 5:45 pm Activity focusing on 
Logical/Mathematical 
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Intelligence 
30/05/2007 4:30 – 5:45 pm Activity focusing on 

Bodily/kinesthetic 
Intelligence  

31/05/2007 4:30 – 5:45 pm Activity involving mainly 
the naturalist and personal 
(interpersonal and 
intrapersonal) 
intelligences  

06/06/2007 4:30 – 5:45 pm Activity focusing on the 
spatial intelligence 

13/06/2007 4:30 – 5:45 pm A socialization about what 
they felt through the 
development of each 
activity, what reading 
means to them after what 
it was studied, what they 
liked or not, what they 
liked the most or the 
least… 

 

 The main tool through research was the observation and notes that were 

taken during the class and right after it (notes mainly about students’ utterances). 

These notes and observations are going to be analyzed supported by the theory of 

discourse analyzes which allows, according to Eni P. Orlandi, (2002, P. 16) to 

analyze the relation established by language with the ones who articulate the 

utterances and the situations in which what is said is produced. So, students’ 

enunciations are going to work as instrument of analysis of their pre-disposition to 

start doing each exercise proposed, degree of interest during the development and 

difficulty through it, and how each one dealt with them and completed each task.  

 According to Foucault (1986, p.56) it should be […] “tratado os discursos 

como práticas que formam sistematicamente os objetos de que falam [...] and, in this 

way, the interest and development of the activity are going to be investigated through 

learner’s utterances.  

 The idea was that each encounter had its proposed activities with clear focus 

on some specific intelligence. During the development of them, it was observed the 

students’ performance (with their intelligences already diagnosed before) in all the 

reading activities.   

 For the first encounter it was explained to students the nature of such work, 

and its objectives. Before doing that, some of the students were excited about 



   34  

knowing what we were going to study: “O que que a gente vai fazer teacher? Que 

tipo de texto?Vai ter brincadeiras também?” (student J) or “a gente vai ler o quê? eu 

adoro história em quadrinho!” (student B) “oba, eu adoro história” (student J2)  “Que 

massa, mas e a gente vai enteder tudo será”? (student A) “Que legal, vamos 

começar agora teacher!”. (student N) 

 But, on the other hand, there were some who were not very excited with the 

Word reading activity, and it is exemplified in the speeches that follow: “Ih… eu não 

gosto de ler… a gente vai fazer só isso? Eu começo ler me da sono” (student B2). 

Or:  “Ah não teacher, todo esse tempo da aula só lendo? Vamos fazer outras coisas 

também...” (student R). 

  This way, divergent ideas that participants had about reading are clear: some 

of them considering it as a pleasant activity, which is part of their daily lives, others, 

as a really boring one. However, as some exposed their first impressions even 

positive or negative, other ones preferred saying nothing, in a silence that mixed 

curiosity and expectation of the opinion they were going to form about their reading in 

foreign language experiences.  

 The diagnosing text, proposed by Antunes (2001, p. 12-19) was in the 

following way: it presented several characters and their characteristics. The first step 

was to read with a lot of attention the character’s description and after that, write 

number 4 to the character that they identified themselves with the most, 3 for the 

character that had expressive similarity, 2 in the character that they found one or 

another similarity, 1 in the character they thought they were similar in just few 

aspects, and 0 in the character they considered themselves quite different from 

(annex I). 

 The characters and their descriptions are as follow:  

 
1. LILI BOA FALA 
 São pessoas que gosta muito de ler e, embora tenham suas referências por 
este ou por aquele assunto, escolhem ler qualquer coisa que não ler nada. Na 
verdade, não sabem ficar sentados em algum lugar, nem mesmo no banheiro, sem 
ter alguma revista ou livro na mão. Gostam de falar e admiram as pessoas que falam 
bem, que constroem belas sintaxes. Sabem apreciar a letra das músicas que ouvem. 
Se encantam com alguns versos e acham que a vida não é quase nada sem uma 
pitada de poesia. São falantes e não poucas vezes se perguntam se em certas 
ocasiões não deveriam fechar mais a boca. Se não fossem o que são, gostariam de 
ser escritores, pregadores ou atém mesmo advogados defendendo com brilho 
algumas causas importantes.  
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2. ZIZI DAS NUVENS 
 São pessoas que gostam muito de arte e adoram desenhar e apreciar 
desenhos, mesmo que não se considerem ótimos desenhistas. Admiram muito as 
cores e gostam de combinar roupas, percebendo com facilidade quem não as 
combina direito. Apreciam a decoração de um ambiente e se esforçam para 
entender as diferentes formas de expressão artítica de pintores desta ou daquela 
escola. Gostam do Carnaval muito mais pela alegoria e pela beleza estética das 
escolas de samba que pelo próprio ritmo. Se não fossem o que são, gostariam de 
ser um chargista, cartunista ou ainda um pintor ou um professor de Arte, indo de 
aluno a aluno, corrigindo seu traço, percebendo seu crescimento na capacidade de 
construir gravuras, caricaturas ou desenhos. Possuem excelente senso de 
orientação e caminham por cidades que estão visitando pela primeira vez ou até 
mesmo por shopping centers com desenvoltura, raramente perdendo a referência 
das entradas e saídas. Possuem excelente senso de ordem nas coisas e detestam 
decorações de mau gosto.  
 
3. LALA ALTO ASTRAL 
 São pessoas muito tolerantes com respeito às suas limitações e possuem 
satisfatória auto-estima. Perdoam-se com facilidade quando cometem algum erro e 
não são extremamente críticas às suas limitações. Reconhecem-se pessoas 
vaidosas, ainda que essa vaidade não necessite ser necessariamente física. Gostam 
de conversar consigo mesmos, não se aborrecem em ficar sozinhos por algum 
tempo e há ocasiões em que voluntariamnte buscam a solidão para colocar seus 
pensamentos em dia. Gostariam de trabalhar com pessoas, talvez como professor, 
psicólogo ou assistente social.  
 
4. TUCA EQUAÇÃO 
 São pessoas que detestam o não cumprimento de horários e atrasos por 
parte dos outros. Adoram números, gostam de fazer cálculos, entender com 
naturalidade a linguagem dos gráficos, e controlam suas finanças pessoais com uma 
contabilidade que faria inveja a escritórios mais modernos. Na escola nunca tiveram 
problemas com as ciências exatas, embora admirem bastante pessoas com uma 
linha mais humanista de encarar a vida. Extremamente pragmáticos, adoram música 
e gostariam de trabalhar em atividades artísticas, engenharia ou arquitetura. 
Assistem com prazer filmes de mistério e adoram adiantar-se às histórias e 
anteciparem a trama e o enredo. Sentem alguma atração pela atividade militar e 
ordem inerente à mesma, ainda que tenham opção por uma vida com maior 
liberdade.  
 
5. YÁ-YÁ DO PÃO 
 Pensam mais nos outros que em sim mesmo e quando alguém de sua estima 
está diante de um problema são capazes de se preocupar com o mesmo ainda mais 
que a pessoas envolvida. Com facilidade, se envolvem em campanhas meritórias, 
assinam listas de cooperação e “mãos abertas”, adoram alegrar as pessoas que 
estimam. Gostam muito de ler, sobretudo biografias ou histórias que relatem a vida 
de pessoas que se dedicaram a grandes causas. Gostam de filmes e de novelas e 
se interessam em analisar as motivações que levam os personagens a agirem da 
maneira como agem. Estão muito voltados ao outro e gostariam de exercer 
atividades que mostrassem sua ajuda a grandes causas. Defendem a ecologia e 
sentem muita satisfação pela alegria que podem propiciar a outros. 
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6. ZICA FLOR 
 Adoram dar e receber flores e sentem que um dos lazeres preferidos é 
passear pelo campo, ouvindo a música dos pássaros, sentindo a brisa no rosto e 
percebendo a dança dos ventos sobre as folhas. Possuem grande empatia com 
animais e sofrem ao vê-los sofrer. Adoram plantas em geral e, se pudessem, jamais 
trocariam a vida bucólica de um sítio pela agitação das cidades. Não se sentem bem 
em ambientes muito barulhentos e odeiam ruídos de trânsito que se opõem a calma. 
Gostariam muito de ser agrônomo ou veterinário, mas mesmo no exercício de outras 
atividades não abririam mão de cuidar de uma horta, regar uma flor, ajudar um 
animal. Preocupam-se muito com a ecologia e acham um desrespeito não se pensar 
em como deixar o mundo ainda melhor que está para as gerações que virão.  
 
7. DRICA SOM 
 Gostam muito da música e adoram danças, mesmo que não saibam faze-lo. 
Em um carro o aparelho de som é, às vezes, até mais importante que o próprio 
motor, pois mesmo para percorrer pequenas distâncias não dispensam uma boa 
estação FM ou um CD. Apreciam compositores, sabem diferenciar sonso de alguns 
instruemntos e nunca acharam a matemática e outras ciências exatas “um terror”. 
Quando contentes, estão sempre assobiando ou cantarolando, sabendo 
compreender quem assim age. Gostariam de participar de uma banda, reger 
orquestras ou trabalhar em cinema, não necessariamente como artista. Possuem 
elevado senso estético e acentuada vaidade pessoal.  
 
8. NECA SARADA 
 “Fissurados” em esportes, adoram competições ou mesmo ginástica, 
“Cooper”, musculação e tudo mais que envolva o cultivo do corpo e a graça do 
movimento. Preocupam-se muito com a qualidade de vida e a saúde integral e, com 
prazer, “fogem” de alimentos gordurosos ou pesados. Gostam de “malhar” em uma 
academia e, mesmo que não possam faze-lo, apreciam muito os que o fazem. 
Assistem filmes ou mesmo novelas e gostam de musicais, mas nada supera como 
atração de sua preferência assitir uma boa competição esportiva. Ama uma praia ou 
uma montanha e trocam eventuais desconfortos de um “camping” pela alegria de 
uma vida ao “ar livre”. Gostariam de estar ligados à dança, esporte ou reabilitação.  
 

 After reading each character, and number them according to the instructions 

given before start reading, students were supposed to ask a colleague for him or her 

to point out in which way he or she was seen by the colleague. That is, the colleague 

should think of which is the character of the list that diagnoses the classmate. But, 

this should be done not as an attempt to guess what the other had marked about 

himself or herself, but to what association the colleague had to the characters.  

 It was observed that the text of the test had examples of situations that some 

students had not experienced before, and they had even not thought about them 

such as “[…] Yá-Yá do Pão [...] gostam muito de ler, sobretudo biografias ou 

histórias que relatem a vida de pessoas que se dedicaram a grande causas […]” 
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identified in the speech, “ah, mas eu nunca li uma coisa assim, que tipo que é? No 

idea if I like or I don’t like, teacher.” (Student A.) or [...] “Neca Sarada [...] gostam de 

malhar em uma academia [...]”  “Me, e essa aqui de malhar, eu nunca fui para 

academia sei lá se é bom, acho que é” (Student J1). Or even:  “Drica Som [...] 

Apreciam compositores [...] mas eu nunca fiquei pensando em quem compõe as 

músicas, se gosto ou não. O que eu sei é que eu amo um som I love to sing, não 

vivo sem música, minha mãe diz que eu sou movida a barulho” (Student N).  

 But, when it happened, I thought it was a good oportunity of start teaching 

reading strategies. I told them that they were supposed to read the characters and 

that those were just examples, maybe they had not experienced that yet, but they 

should try to think of it, relating to similar experiences they had already lived. And 

then it worked. It was interesting to observe their reading and process of 

comprehension and interpretation, because all the participants did that and got 

excited when they related a character they read about with themselves or a person 

from their families. Student J, told “Ih, essa é minha mãe, todo fim de semana ela 

fica mexendo naquelas flores e me faz ir sempre com ela na casa da vó que é lá no 

interior, bom ela trabalha com essas coisas, e eu não gosto” relating to the character 

Zica Flor. 

 Bellow, is the result that each one got about himself through the test and the 

colleagues’ opinion: 

  
STUDENT Lili 

Boa 
Fala: 

Zizi 
das 

Nuvens  

Lalá 
Alto 

Astral 

Tuca 
Equação 

Yá-Yá 
do 

Pão 

Zica 
flor 

Drica 
Som 

Neca 
Sarada 

Colleague’s  
opinion 

A 4 0 2 1 2 3 2 1 Lili Boa Fala 
B 4 3 0 3 1 1 2 1 Lili Boa Fala 
B1 1 3 1 1 2 3 0 4 Neca Sarada 
C 2 4 0 2 3 1 2 3 Yá-Yá do 

Pão 
H 2 4 3 1 0 4 2 2 Lala Alto 

Astral 
I 1 0 0 2 3 1 4 1 Drica Som 
J 0 4 1 2 3 2 4 3 Drica Som 

J1 4 4 2 2 3 2 1 2 Lili Boa Fala 
M 2 4 3 1 1 0 4 3 Drica Som 
N 2 2 4 1 4 3 4 2 Drica Som 
R 1 4 3 0 1 2 3 0 Zizi das 

nuvens 
 
 According to Antunes (2001, p. 17) in the test’s result part, he states that:  

    



   38  

É importante destacar que o espectro de Inteligências em cada pessoa 
alterna mais expressividade em algumas e menos em outra, nossas 
Inteligências se interpõe e em nossas ações atuam de forma integrada e 
que é praticamente impossível identificar-se formas nítidas de inteligências 
puras.  

 
 And he continues his result test establishing that each character represents a 

person with the following characteristics and intelligence:  

 
1. Lili Boa Fala – Sensibilidade à estrutura, som, significado, funções e beleza 

da palavra oral e escrita. Inteligência Lingüística ou Verbal.  

2. Zizi das Nuvens- Facilidade de percepção do mundo vísuo-espacial, de 

promover transformações nas próprias percepções, senso de ordem e 

estética e capacidade de orientação. Inteligência Espacial. 

3. Lalá Alto Astral- Percepção de seu “eu” interior, acesso à própria vida de 

sentimentos, auto-estima acentuada e pleno conhecimento de seus limites e 

do efeito de suas emoções em seu comportamento. Inteligência 

Intrapessoal.  

4. Tuca Equação- Capacidade de discernimento para padrões lógicos e 

símbolos numéricos ou gráficos. Facilidade em lidar com cadeias de 

pensamentos lógicos. Inteligência Lógico-Matemática 

5. Yá-Yá do Pão – Sensibilidade em discernir e ajudar outras pessoas e 

percepção de seus sentimentos, estados de humor, anseios e motivações. 

Inteligência Interpessoal.  

6. Zica Flor – Possui facilidade em distinguir membros de diferentes espécies 

animais e vegetais, adora flores e plantas, prefere uma excursão pela mata ou 

um passeio em uma praia a festas ou bailes. Inteligência Naturalista.  

7. Drica Som  - Sensibilidade na identificação e diferenciação de sons musicais 

ou não, capacidade de produzir e de apreciar ritmo. Inteligência Sonora.  

8. Neca Sarada – Interesse por atividades esportivas, capacidade de controlar 

os movimentos do próprio corpo, assim como apurado domínio e habilidade 

manual, auditiva e referente ao paladar. Inteligência Cinestésico-corporal.  

 So, according to the diagnosis, three students have the linguistic/verbal 

intelligence, five the spatial, one the intrapersonal, no one the logical/mathematical, 

one the interpersonal, one the naturalist, three the musical and one the 

body/kinesthetic.  It is interesting to notice that from 11, nine had the same opinion 

about the colleague that he or she himself/herself had about himself or herself. This 
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is significant because all of them know each other, they are used to studying, visiting 

the houses and play together.  

 Then, after the diagnosis, the next encounters were the ones in which texts 

were read. The students were always prepared It was always prepared students with 

pre-reading activities and some topics concerning new vocabulary. After the “while 

reading” a post reading activity was proposed based on Antunes’(2001, p.22-47) 

suggestions. 

 In the third encounter, I prepared a activities hat according to Antunes (2001, 

p.25-27 and 39-52) contemplates the Verbal/Linguistic and Musical intelligences 

(annexes II, III, IV). According to him, (2001, p. 26) students Verbal/Linguistic 

intelligence ”podem ser estimulados a inventar poemas ou construir paródias sobre 

os fatos, hipóteses ou teorias [...] and students with musical intelligence can be 

stimulated by doing “paródia […] criatividade de uma adaptação, trovas, ou mesmo 

textos em rappers”.  

 So, read read the nursery rhyme “Mary has a little Lamb” and also listened to 

a song of this Nursery Rhyme. After that, students were challenged to make a parody 

of it, talking about their pets or the animals they like, or they would like to have. The 

parody should be presented with objects they had at home to produce rhythm.  

 Student N, M, J and A, were the ones who were excited the most with the 

activities. They all wanted to find objects at school and present the parody to their 

classmates on that same day and also for the next encounter. They actually wanted 

to make two parodies. Student A did one parody that was about animals and the 

other about foods. But, at the end, he preferred to present just the second. They did 

not want me to see their texts because they wanted it to be surprise. And it was. 

Student N brought, among other things, some ornaments of her house Christmas’ 

tree. Specially the parody that was presented by student N had really different kinds 

of sounds.  

 The other students read again the Nursery Rhyme and wrote their parodies 

with not so much facility as the others mentioned before. The main difficulty of 

students B, C, H and R was to combine the words with the rhythm. “Eu não consigo, 

to perdida nisso aqui, será que tenho que acrescentar ou tirar palavra?” (Student B1) 

“Ai, isso aqui não fecha, me perco na hora de cantar” (Student H). “Meu, que difícil, 

que chatinho isso aqui que não dá certo... não consigo rimar” (Student R). 
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 In the presentation, the instruments they used were wood, toys of guitar, 

tambourine, spoons, pots, cans, whistle, paper, rulers, pencils, hands, desks, ratlle 

and ornaments from the christmas’ tree.  

 After the activity’s development description, it is clear that the ones who had 

more facility and more motivation to develop it, were the ones with Linguitic/Verbal or 

Musical Intelligence. Not all of them, but the majority. Besides this, the others were 

able to complete the task in a good way too, but not so motivated and involved. A 

clear example of these are in the following utterances: “O que? Cantar? Da só para 

ler, teacher?” (Student B), “Ih, mas eu não sou boa de cantar... não gosto!” (Student 

C).  

 For the fourth encounter, we read three texts: one was from a course book, 

other an article from the internet. They both talked about the chocolate consumption 

in England and in Brazil. The other was a text about the chocolate history (anexes V, 

VI, VII). They were supposed, after reading the two first texts, calculate the average 

of chocolate a person in the USA and in Brazil eat. And after reading the third, they 

were supposed to make a time line.  

 These activities from the fourth encounter contemplated the Logical-

Mathematical intelligence. And they were the ones that students worked only in the 

proximal development zone. They understood the English texts, the mathematical 

knowledge involved were the ones they had already learned, such as the division 

counts. But, they did not even want to, start mainly the two firs activities. And, 

according to the test, nobody had the logical/mathematical skill developed the most.  

 In the fifth encounter, we worked with a literary text, and the privileged 

intelligence was the bodily/kinesthetic one. They were supposed to choose one from 

the following stories: The singing cat, a story based on a Chinese Folktale. The three 

wishes, a story based on an Enlgish Folktale. Princess can’t laugh, which is a story 

based on an Irish Fairy Tale, and The three bears, that is based on a German Fairy 

Tale. All the stories were retold by Judy Veramendi (annexes VIII, IX, X, XI). After 

reading, they were supposed to rewrite the chosen story into a play. They were 

divided in two groups, and both groups chose the same story: The three bears.  

 After writing the play together, they distributed the tasks: the ones who were 

going to be characters and the ones responsible for the costume design and scenery. 

Both groups had the same narrator, it was student N. All the students participated 
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excited in the activity in the same way. According to Antunes, (2001, p. 29) such kind 

of work contemplates the bodily/kinesthetic intelligence:  

 

A teatralização ou representações gestuais constitui recurso importante 
para a transposição da linguagem textual ou numérica para a linguagem 
corporal. Na mesma é importante que não se improvise e que o professor 
ajude os alunos na construção de suas seqüências de movimentos 
associados.  

 

 But, in such activity, all of them were really involved and were able to 

overcome any difficulty in their potential development zone. It was not identified 

significant difference among students through the development of such activity. The 

speeches were all positive. “Que legal, mas quero aumentar minha fala, ta muito 

curta” (Student R) “Pode deixar que tudo que vai para kitchen eu trago, vou até 

preparar hot milk with chocolate para o baby bear!” (Student B) “Eu vou ler o nosso 

teatro de novo, acho que não tá legal ainda, vamos ver o que da pra acrescentar” 

(Student A) “E eu tive uma idéia no que eu vou falar em inglês antes da mother bear 

sair com o father bear e o baby bear... mas vou falar só na hora” (Student C). “Ah, eu 

também já sei uma coisa a mais para o baby bear falar, vai ficar bem legal C...) 

(Student H). 

 In the sixth encounter, we read a text from an encyclopaedia and another from 

a comic strip about the global warming (annex XII). After pre-reading activities, and 

while reading, I proposed a discussion. The first topic made each one think of how 

they were facing and what they were doing concerning it. The second was to 

socialize it and change ideas. As third topic, they had to make a comparison from the 

scenery of the Three Bears’ story and our city and a bigger one. On the fourth topic 

they should list some of the things they would start paying attention from that 

moment. The discussion was really good. They were actually afraid about the 

possibilities how things can end up. They had already studied and listened to things 

about it. All of them got really involved, but “Student H” and “N” and “B1” asked me s 

to do something else beyond the discussion. So, they had the idea of making a 

campaign. Then on the other hand, I proposed to make a little different: They should 

do a folder to show through pictures, images, words… how they were feeling about 

that. Everybody agreed and we did that at school. They drew, wrote….  about how 

they felt concerning the future of our planet.  
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 The ideas for such activities are from Antunes  (2001, p. 35 – 43) and 

according to him, they mediate over the naturalist and personal intelligences 

(interpersonal and intrapersonal). For the naturalist one, in his words: […] a exploração 

de um espaço e de suas transformações – pelo homem ou não. For the interpersonal 

intelligence he states: é importante que alguns temas possam estimular e provmover  

círculos de debates, com a imprescindível ação medializadora por parte do 

professor. Concerning the intrapersonal intelligence, Antunes suggests: […] a 

contextualização de notícias pode abrir interessantes explanações sobre 

sentimentos e emoções [...] outra atividade expressiva é a criação de painéis e 

colagens sobre as emoções vivenciadas.  

 After the works were done, they socialized and they wanted to vote for the 

three most interesting ones. The ones chosen were of the students “N”, “R” and “M”. 

The ones that according to the diagnosis have intrapersonal or visual spatial 

intelligence.  

 In the beginning, the objective of such activity was to contemplate the personal 

and naturalist intelligence but it also involved at the same level the linguistic, and 

visual/spatial ones.  

 In the sixth encounter we read three poems: The Rainbown, by, Cristina 

Rossetti, The wind also by Cristina Rosseti and Litlle things, by Julia A. Carney 

(annex XIII). Through the reading, they were supposed to find common elements and 

ideas on the poems. “Os três falam da nature, teacher” (Student H) “E das coisas 

pequenas da vida que são na verdade as mais importantes” (Sudent I). “E que as 

coisas da natureza são as mais bonitas”. (Student J). 

 After the reading, as a post activity, they were supposed to transfer their 

impressions of the poem into clay. “Thank you teacher, I love this!” (Student R) 

Excellent! (Student J1).  

 They did different things, from trees to planets. And as the other one, they 

wanted to choose the tree most beautiful according to him. And students “C”, “M”,  

and “B” got it. But, there were two students who were especially involved, and who 

also wanted to help the others. It was student B1 and student R. “Eu amei os 

poemas e trabalhar com argila”. (Student R) 

 In the seventh encounter, we discussed the encounters.  When they were 

asked if they liked reading all of them answered yes, but student R. When they were 

asked the things in the texts they liked the most, Student R and B told me it was the 
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Poems, Student N, the one they were supposed to make a parody while the others 

told me they liked all of them the same way.  

 It is important to clarify that while the activities were done, they did not know 

their result’s test and even the focus of each activity. Throughout the development of 

such work, most of the times, each student got more involved in the activity his or her 

intelligence was focused the most. But, for in the one they were supposed to present 

a play in English, which was a challenge and something really new for them, all of 

them got involved and overcame difficulties in the same level.  
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5 CONCLUSIONS 

 

 Throughout the research it was found out that Celso Antunes is the one who 

watches Gardner’s theory and the one who gives suggestions to apply it in learning 

environments. Therefore, he was the theorist who supported the research that had 

the objective of working reading in foreign language with young learners.  

 The analysis of the results of the test he proposed shows that they get very 

close to students characteristics. The  ones who got “Drica Som” are the ones who 

participate in a coir. “Neca Sarada” is the one who practices sports. “Zizi das 

Nuvens” is a student that have painting classes and love doing that. Lili Boa fala are 

the most talkative ones. “Ya-Ya do pão” is exactly the one who helps the others the 

most and  got specially involved on the discussion of global warming. And Lala Alto 

Astral was the student who liked to star presenting her woks first. And liked to 

express her feelings into different ways.  

 After experiencing Antunes’ suggestions, some assumptions are going to be 

put forward considering both sides of the process that took part in the research: the 

teaching and the learning ones. 

 The first one is that Antunes’ proposals  in reading activities supports only post 

reading procedures, not Pre and While ones. And they are also important parts of 

reading development.  

 The second is that most of the times there is not any clear boundary in relation 

to the activities and one specific intelligence, there is a natural movement of 

integration between a reading activity and more than one intelligence. 

 The third, is that teachers can stimulate even the students who state that do 

not like reading through activities that has present relation with the abilities they have 

developed the most. One example of that was student R, who affirmed not like 

reading but loved the poems and their post reading activity.  
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 The fourth is that when something is really new to them, in a mix of curiosity 

and wish to try and to have fun by learning, they get interested. In the activity they 

took part also organizing (play presentation) was the one they got involved the most. 

So, works in which they feel more responsible for, the development happens with 

more effectiveness.  

 The fifth, is that by knowing students and their interests and abilities, teachers 

can use that as a tool to involve students in the teaching-learning process, but it must 

not be forgotten that teachers must work on all the abilities as much as possible 

because school is a place for learning and developing mainly things we are not so 

good at.  

 This way, to vary texts and methodology for developing reading works is a and 

focus on an activity that contemplates some specific intelligence when some troubles 

are noticed are good strategies that the theory of multiple intelligences can offer to 

us. But, for such thing, it is fundamental to know as much as possible students’ 

interests and abilities. 

 But, Gardener’s and Antune’s theory should be not considered as a closed 

one, it has been frequently reformulated. As Hirsch Jr, a critic of Gardners’ theory 

(2007) stated: the number of what is considered intellingence can increase. So, to 

observe students is really important to get them more involved and become them 

more self-independent on their readings, although it is known the difficulties of such 

thing in a crowed class. 
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6 FINAL CONSIDERATIONS 

 

 This research opens an umbrella for other lines of research considering the 

topic of Multiple Intelligences theory and reading in foreign language teaching.  One 

of them could be the relation between the crowded classes and foreign language 

teaching focusing on reading at regular schools. And another it would be the analysis 

of some text books used by teachers  to base their classes and how the different 

learning styles are contemplated on them.  
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ANNEX I 
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ANNEX II 
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ANNEX III 

 

 

Mary Had A Little Lamb  
 
Mary had a little lamb, 
Little lamb, little lamb. 
Mary had a little lamb, 
Its fleece was white as snow. 
And ev'ry where that Mary went, 
Mary went, Mary went. 
Ev'rywhere that Mary went  
The lamb was sure to go. 
 
It followed her to school one day, 
School one day, school one day. 
It followed her to school one day, 
which was against the rule. 
It made the children laugh and play, 
Laugh and play, laugh and play. 
It made the children laugh and play, 
laugh and play to see a lamb at school. 
 
And so the teacher turned it out, 
Turned it out, turned it out. 
And so the teacher turned it out 
But still it lingered near. 
And waited patiently about, 
Patiently, patiently 
And waited patiently about, 
'Till Mary did appear. 
 
"Why does the lamb love Mary so?"  
Mary so, Mary so. 
"Why does the lamb love Mary so?"  
The eager children cry. 
"Why, Mary loves the lamb, you know!"  
Lamb you know, lamb you know. 
"Why, Mary loves the lamb, you know!"  
The teacher did reply. 
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ANNEX IV 
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ANNEX V 
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ANNEX VI 

 
 
  
  
 
 
 

�   What is the average of chocolate that a person in Britain 
eats per day? 
 
 
 
 
 
 
 
�  O consumo médio de chocolate per capita no Brasil é de 
2,12 quilos por habitante ao ano, com variações regionais. O 
Estado de São Paulo, por exemplo, registra consumo 
individual de 3,8 quilos ao ano, a mesma média de um 
italiano.  
 
 
�  What is the average of chocolate that a person in Brazil 
eats per day?  
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ANNEX VII 

 

The History of Chocolate 
 

The secret of the cacao was discovered 2,000 years ago in the 
tropical forests of the Americas.  

The first people known to have made chocolate were the ancient 
cultures of Mexico and Central America. 

These people, mixed cacao seeds with various seasonings to 
make a spicy, drink. 

Later, the Spanish conquistadors, in 1519 took the seeds to Spain, 
where new recipes were created.  

In 1600, the popularity spread throughout Europe. Since then, new 
technologies and innovations have changed the texture and taste of 
chocolate, but it still remains one of the world’s favorite flavors. 

 
 
 
 

 

 

 

 

�  According to the text, make a line time with the main points of 

chocolate’s history. 
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ANNEX VIII 
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 ANNEX IX 
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ANNEX X 
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ANNEX XI 
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ANNEX XII 
 

Global warming 
It is the increase in the average temperature of the Earth and 

oceans in recent decades and its projected continuation. It happens from 
greenhouse effect and the society habits because of the modernization.   

An increase in global temperatures can in turn cause  changes, 
such as sea level rise. There may also be changes in the frequency and 
intensity of extreme weather events. Other effects may include changes 
in agricultural yields, glacier retreat, reduced summer streamflows, 
species extinctions and increases in the ranges of disease vectors. 
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ANNEX XII 
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