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= ABSTRACT: This study aims to present and discuss the development of a Portuguese as a
Foreign Language (PFL) course at a French university, consisting of eight didactic units with
themes chosen by the students. In the referred course, Brazilian songs are used as the main
tool to trigger the PFL teaching-learning process. Designed from an intercultural perspective,
the course was developed to explore the potential of tasks using songs. The course sessions
were recorded and transcribed, allowing us to select and analyze the students’ statements.
We observed identity and intercultural constructions at the moment of interactions, revealing
both connections and affinities with other cultures, as well as distance and incompatibility,
depending on the contextual and ideological positioning of the participants; thus, it brings into
focus the ‘culture of the other’. It was possible to analyze the main reflections that teaching
through songs from an intercultural perspective can bring in this context: reflections on identity/
alterity, discussions on stereotypes and prejudice, historical and social issues, motivation,

exchanges, and connections.
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Introduction

This research is an excerpt from the doctoral thesis. The thesis aimed to discuss
and contribute to the teaching and learning of Portuguese as a Foreign Language (PFL)
by exploring the interrelation between language and culture, promoting didactic-
methodological actions using Brazilian songs. This excerpt focuses on the design
and development of a PFL course using songs at a French university. For the course
development, a diagnostic study was conducted through teletandem interactions with
French learners of Portuguese to identify their main topics of interest to students.
Based on these themes, songs were selected, objectives were defined, and the course
was structured according to the students’ needs.

Aimed at intermediate-level learners, the course consisted of eight didactic units,
each developed over an average of three hours, totaling 24 hours of instruction. This
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course was designed and delivered with the goal of understanding the potential of songs
in teaching Portuguese as a foreign language.

The course sessions were recorded and transcribed, and selected excerpts of student
speech were analyzed to identify the potential of songs in this context. Through the
analysis of the discourse of French-speaking learners of PFL, this research highlights
the contributions of songs to the teaching and learning process of a foreign language
(FL). The findings reveal the contributions of activities developed through songs in PFL
classrooms, identifying their potential to enhance the teaching and learning of a FL —
in this case, Portuguese as a Foreign Language — within an intercultural perspective.

Thus, in the first part of this article, we outline the course methodology, the steps
followed, and the theoretical and methodological frameworks adopted for its design.
In the second part, we present the data analysis and, based on the students’ statements,
highlight the potential of songs in the teaching and learning of Portuguese as a Foreign
Language (PFL).We were able to analyze key reflections that song-based teaching, from
an intercultural perspective, can bring to this context, including reflections on identity
and otherness, discussions on stereotypes and prejudices, historical and social issues,
motivation, exchanges, and connections. The study concludes by reviewing the positive
aspects and areas for improvement in future activities, considering the perspectives of
both the researcher and the course participants.

Theoretical and Methodological Aspects of the PFL Course

The course was designed following the framework proposed by Viana (1997), which
consists of three main stages: understanding the learners (achieved through questionnaires
to assess their profiles and prior knowledge), defining objectives (establishing specific
goals for each lesson and the overall PFL course), and creating tasks. Additionally,
an evaluation component was integrated as a continuous, meaningful, reflective, and
retroactive process rather than a final step. Thus, we align with Felice (2011) in asserting
that the evaluation of the course, the teacher, and the student is part of the development
of constructive criticism, with the aim of monitoring the progress of the course, the
teacher, and the student. These principles are consistent with Almeida Filho’s (2008)
approach, which emphasizes that language teaching involves course planning, material
development, experiential learning, and evaluation of the teaching-learning process.

We follow some principles of the Intercultural Communicative Approach (ACIN),
both in the preparation of the material and in its execution. The characteristics of ACIN
are: (1) language as culture, that is, language is culture and it does not exist outside of
it; (2) focus on meaning, thinking about the communicative use of language aiming at
new experiences, without prioritizing the structure of the decontextualized language;
(3) materials as a resource, selection of authentic materials with significant cultural
content that contemplates the accomplishment of significant tasks; (4) the integration
of skills, in order to develop “communicative competence as a global competence that
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includes different sub-competences: grammatical or formal competence, sociolinguistic
competence, discursive competence, strategic competence and intercultural competence™;
(5) the dialogue of cultures, which presupposes, with the use of the FL, a citizenship
formation in which the individual integrates with the world around them in a dialogic
way, at the same time that they are capable of developing themselves; (6) human
agency, which involves the action of teachers and students as intercultural agents who
think about the production of knowledge guided by respect for differences, cooperation
and criticality; (7) the evaluation is procedural and retroactive critique, a critical way
of analyzing the student, the teacher, the teaching-learning process, the approach, the
materials (Santos, 2004, p. 173).

To design the lessons based on themes gathered through a questionnaire, we
followed the theoretical and methodological principles of Intercultural Education as
proposed by Bizarro and Braga (2005, p. 831).

First, we focused on “sensitization/identification”, exploring the cognitive and
affective dimensions of knowledge, perceptions, and prior experiences revealed by
the learners. This involved creating a comprehensive overview of the learners’ prior
knowledge and experiences through the analysis of the questionnaire responses. This
stage aimed to establish a foundation for understanding the learners’ cultural and
linguistic backgrounds, enabling the subsequent development of meaningful and
contextually relevant lesson plans.

Secondly, we rely on “[...] the observation/analysis of predetermined cultural
content, using authentic documents”. Therefore, the song was chosen as an authentic
didactic resource that guided classroom discussions, recognizing that it conveys cultural
content embedded in the lyrics being discussed. Thirdly, we consider the “interpretation/
interrelation of what learners discovered in relation to their prior knowledge, acting
upon new acquisitions”. The activities included in the material were designed to reflect
on prior knowledge while also seeking to acquire new knowledge.

Fourthly, it involves “cultural understanding/awareness, through the interpretative
confrontation of the different with the respective cultural code, fostering attitudes of
mutual appreciation and respect”. Accordingly, the discussions in the material aimed
at self-recognition, as students positioned themselves on a given topic, as well as
understanding the other in a process of alterity. This occurs as they comprehend the
other’s stance on a specific subject and may even reframe their own identity in relation
to the other.

This leads to “[...] empathy, facilitated by reflective mediation, enabling learners to
put themselves in the other’s place and reason from that perspective, without creating
myths and/or complexes about themselves or others”. By reflecting, students can
often place themselves in the position of the other, understanding their perspectives
and representations. This process fosters the development of empathy, promoting the
deconstruction of prejudices and negative representations. However, it is important to
note that, depending on how the activities are conducted, there is also the potential for
the construction of prejudices and negative representations.
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The material developed aims to propose an approach “[...] substantiated by the
synthesis and transfer of the learning achieved and, if possible, by the development
of positive representations and attitudes of openness toward linguistic and cultural
diversity” (Bizarro; Braga, 2005, p. 831). All this theoretical-methodological reflection
on intercultural education aims not only at linguistic learning but also at humanitarian
learning, which encourages and proposes an understanding of oneself and the other,
where diversity is not seen as a problem.

We align ourselves with some theoretical aspects of literary-musical proposed
by the applied linguist and PFL Professor Coelho de Souza (2014). Litero-musical
literacy stems from the concepts of language, literacy, and genre. For Coelho de Souza
(2014), language is social and it is a means of intervening in the world. The song is a
syncretic genre that combines linguistic and musical elements, exhibiting more or less
stable characteristics depending on each genre, such as style and compositional form.

By associating these conceptions, we understand litero-musical literacy as a set of
practices that enables individuals to reflect on the song, considering its dual languages,
as well as the discourses constructed through it. This facilitates the ability to critically
position oneself in relation to these discourses.

In the context of litero-musical literacy, the notion of language is understood,
according to Camargos (2009), as a social, historical, and cognitive activity —a means of
action and intervention in the world. This conception of language is linked to Bakhtin’s
(2003) perspective on the genre of discourse. According to Bakhtin (2003), genres of
discourse encompass all verbal manifestations arising from various human activities,
resulting in relatively stable, socially and historically determined forms of utterances.
These genres serve as modes of social participation, whether everyday (familiar) or
more elaborate (artistic, religious, etc.), mediated through text (oral or written). They
are shaped by factors such as who speaks, to whom, for what purpose, in what modality,
and using what medium.

From this perspective, Coelho de Souza (2014) considers the song as a discursive
genre with thematic content, style, and compositional construction, taking into account
its musical and linguistic aspects, as well as its dialogical nature in contexts of reception
and circulation.

We also follow the guidelines of Coelho de Souza (2014), who references Schlatter
(2009), to define the criteria for material development. First, we must select themes
relevant to students. Then, we identify the genres of discourse related to the theme.
Subsequently, the teacher should define the skills targeted by the tasks. The sequence
proposed by Schlatter is then followed: preparatory tasks, comprehension tasks, text-
response tasks, and tasks responding to the students’ own texts.

Similarly, we address the conceptions of litero-musical literacy in this process.

[...] the state or condition of someone who, by constructing and reflecting

on the meanings of a song through its two constitutive languages and

their articulation, and by (re)cognizing what it represents for their musical
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community, participates in the social practices and discourses built around
songs and critically positions themselves in relation to them (Coelho de
Souza, 2015, p. 175, our translation).

Literacy within a genre is understood here as a social practice involving oral,
social, and written interaction. Thus, litero-musical literacy combines the verbal
and the musical (creation and aesthetics), integrated to comprehend the discourses
constructed in songs. Based on this understanding, students are expected to adopt a
critical stance.

The song, therefore, is a genre that merges orality and writing, possessing both
musical and textual materiality. Additionally, its context is considered: how, why, in
what form, and where songs circulate. In this regard, Coelho de Souza (2016) also
develops pedagogical objectives for the use of songs in the classroom, aiming to
promote litero-musical literacy:

e Develop an understanding of the song under study in relation to the
musical genre to which it belongs (constitutive elements of the lyrics
and music, sound, interlocution, social uses and functions, musical

community, and associated values).

e Cultivate more competent listeners, that is, more critical and attentive to
the specificities of the litero-musical discourse, through the development
of linguistic, literary, musical, and litero-musical knowledge, and enhance

the skills involved in constructing the meanings of the song under study.

e Expand students’ linguistic, musical, and cultural repertoire by exposing
them to and studying songs from different musical genres, broadening
their listening horizons and enabling them to choose to explore genres
beyond those they are already familiar with in their spheres of interaction.

e Promote appreciation and enjoyment of songs through the practice of
guided listening sessions to build a community of listeners who can share

impressions and interpretations of the song under study.

e Encourage the practice of litero-musical competence to produce and
recognize meaning effects created by the interplay between lyrics and
music (Coelho de Souza, 2016, p. 118, our translation).

Regarding litero-musical literacy, the song serves as the trigger for problematization
in the classroom, fostering intercultural constructions and reflections. However, other
genres can also serve as theoretical-pedagogical resources in the classroom and are
equally important for shaping learners’ development. We selected songs from various
genres and historical periods, aiming to broaden knowledge and diversify discussions,
aligning with the description of litero-musical literacy: “Expand students’ linguistic,
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musical, and cultural repertoire through the exposure to and study of songs from
different musical genres” (Coelho de Souza, 2016, p. 118). Additionally, the songs
were chosen with the intention of addressing specific objectives, as outlined in Table
1, which explains the structure of the lessons developed.

Table 1 — Class organization

Cultural microsphere Songs used Objective

Country Characteristics | Pais tropical (samba-rock, 1969) |Reflect on pre-constructed

(Brazil and France) Lamento sertanejo (forrd, 1942) | stereotypes.

Everyday Life: Housing | Saudosa maloca (samba-cangdo, |Reflect on the various
1951) forms of housing and their
O morro ndo tem vez (bossa-nova, | consequences for urban
1963) organization.

Everyday Life: Means of | Vital e sua moto (rock, 1983) Understand modes of

Transport Encontros e despedidas (MPB!, | transportation, relating them
Clube da Esquina, 1985) to historical, political, and

social aspects.

Everyday Life: University | Vida de universitario (sertanejo, | Understand the functioning

2012) of universities and students’
Cota ndo ¢ esmola (Slam, 2018) | access and retention in such
contexts.
Everyday Life: Food Nao ¢ proibido (MPB, 2008) Learn about certain Brazilian
Comida (rock, 1987) foods and reflect on access to
basic resources.
Celebrations Iemanja, rainha do mar (MPB, | Discuss holidays and tradi-
20006) tional festivities, why and
Marujada de Sao Benedito|how they take place.
(marujada, 2003)
Inequalities Flutua (MPB, 2017) Reflect on gender and ethnic
Canto das trés ragas (samba, 1976) | inequalities.
(Inter)cultural exchanges | Bate a poeira (rap, 2017 Discuss relationships of
Inclassificaveis (MPB, 1996) closeness and unity.

Source: Elaborated by the author

We agree with Almeida Filho and Moutinho (2011) when they state that no
teaching material is capable of fully addressing the linguistic and cultural diversity
of a language. Thus, the role of the teacher is essential in mediating the information
presented in the materials and, when necessary, adapting or modifying it. Therefore,
the activities presented in the developed material are didactic propositions that do

The acronym MPB stands for Miisica Popular Brasileira (Brazilian Popular Music). This musical genre emerged in
the 1960s, in a context of resistance to the military dictatorship in Brazil. Initially, MPB stood out as a form of protest
music, with strong political and social engagement. Over time, it also began to incorporate international influences,
exploring new sounds, broader themes, and varied styles.
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not need to be followed strictly; their purpose is to foster a debate around a proposed
theme. The intercultural constructions during the lesson depend on the stances of both
the teacher and the student.

The songs were selected based on the themes most discussed by the students. It was
proposed that the students should first listen to the song, after which some questions
could be posed. These questions might include what the theme of the song was, its
general meanings, what it evoked in the student, what the rhythm and genre were,
whether it was sad or joyful, and how the rhythm of the music aligned with the genre
and the theme it addressed. Later, the student has access to the lyrics and the song, and
guiding questions for discussing the song are presented in the material. It is emphasized
that these questions were not rigidly followed and can be adjusted according to the
development of the interaction in the classroom.

Methodology: Organization of the Analyses

The lessons designed with Brazilian songs were taught at a French university to
intermediate-level learners of Portuguese as a Foreign Language. In total, ten hours
of lessons were conducted, recorded, and later transcribed. Given the complexity and
diversity in the constitution of the corpus of this study, we chose to categorize the
most recurrent themes. The categories are not quantified but described through words.
In qualitative research, it is recommended to define categories after data collection.
In light of the collected data, it is necessary to use a process of selection, focusing,
simplifying, and summarizing, separating the data into blocks with similar content
(Leffa, 2017, n.p.). In this regard, André (2001) suggests that the most important step
is the creation of categories, with no fixed standard for categorizing data. Therefore,
it is suggested that

[...] to go through the data in search of regularities and patterns, as well as
topics present in the data, and then write words and phrases that represent
these same topics and patterns. These words and phrases are coding
categories. The categories serve as a means of classifying the descriptive
data collected (the symbols by which the toys would be organized), so
that the material contained in a specific topic can be physically separated
from the other data. (Bogdan; Biklen, 1994 p. 221, our translation).

However, Ludke and André (1986) also state that the construction of categories is
not simple. In an initial reading of the data, it can be inferred through the theoretical
framework of the research; however, the construction of the categories can be modified
as the research progresses and as needed.

Bogdan and Biklen (1994) argue that there are no fixed rules for categorization,
but they offer some suggestions for selecting categories, which align with Ludke and
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André (1986). First, it is recommended to analyze the data by identifying recurring
aspects, recognizing patterns, and examining those elements that cannot be grouped,
without discarding them. Next, the established categories are assessed in accordance
with the research objectives. The categories must meet the following criteria: “internal
homogeneity, external heterogeneity, inclusivity, coherence, and plausibility” (Ludke;
André, 1986, p. 43). It is important to highlight that internal homogeneity refers to
the similarity of items within each category, while external heterogeneity indicates
that the categories should be sufficiently distinct to be separated. Additionally, the
classification system and data organization must be coherent and make sense to others,
while maintaining flexibility for potential revisions.

We agree with Dervin (2017) when he points out that research participants are social
actors, not a “cultural state”, and that the researcher is an important element who, in
constructing both self and other, analyzes the encounters that happen. Therefore, we
view participants not as static beings belonging to a culture or country but as dynamic,
hybrid individuals; the researcher, in turn, as they construct the research, does not
have a neutral perspective but analyzes from their viewpoint and reflects on the data
collected, attempting to reframe their own identity.

We also emphasize that identity and intercultural constructions are fluid. In
conducting the analysis for this research, certain terms were highlighted in the dialogues,
emerging during the interaction. These revealed both the closeness and affinity with
the other’s culture and the distance and incompatibility (Bourdieu, 1987), based on
the contextual and ideological positioning in which the individual is situated, thus
casting a gaze toward the other’s culture (Zarate, 1993). Zanchetta (2015) used the
terms recognition, seen as an awareness of the other’s conceptions (Byram, 1997), and
estrangement, understood as a shock in response to the other’s conceptions (Welsch,
1994).

Thus, part of the data was generated from teletandem interactions carried out in
2017. Through these interactions and the reflective journals written afterward, we
identified the most recurring themes students discussed in their conversations. Based
on these themes, we developed didactic material using songs from an intercultural
perspective, which was applied to Portuguese language students at a French university.
The course was fully recorded and transcribed; afterward, we analyzed the transcriptions
and categorized the students’ speech according to the most recurring topics. This second
part is what we present in this excerpt.

Below, we present a table to aid in understanding the data analysis. The table
indicates when the classes were conducted, with each class corresponding to a specific
transcription, as well as the participants involved in each session. The abbreviations
Al,A2, A3, and A4 refer to the students, while P refers to the researcher. Starting from
class 4, each session included two participants due to a university strike: E (Elis) and
G (Gustavo), both pseudonyms.
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Table 2 — Classes taught and participants

Classes taught and date Transcripts Participants
Class 1 (10/01/2018) Transcript 1 Al,A2,A3, A4..
Class 2 (17/01/2018) Transcript 2 Al, A2, A3,A4...
Class 3 (07/02/2018) Transcript 3 Al,A2,A3, A4...
Class 4 (29/03/2018) Transcript 4 Gand E

Class 5 (05/04/2018) Transcript 5 Gand E

Class 6 (12/04/2018) Transcript 6 Gand E

Source: Own elaboration
In the next section, we present and interpret the students’ statements, taking into
account social, contextual and ideological factors, with the aim of highlighting the

potential of using songs in the language teaching-learning process.

Table 3 — Transcription Codes

Pauses )

Vowel lengthening

Sharp rising intonation — roughly corresponds to a question mark “ (double quotes)
Slight rising intonation — similar to a comma or question mark ¢ (single quotes)
Partial transcription or omission [...]

Source: Marcuschi (2000)

Analysis: Potentialities of Songs in Portuguese as a Foreign Language Classes

In this subsection, we discuss the contributions of using songs in the teaching of
Portuguese as a Foreign Language (PFL) based on the data collected. We analyze the
students’ statements during the classes taught at the French university to understand the
most relevant aspects that contributed to PFL learning through activities involving songs.

We emphasize that the contributions of songs in teaching can be varied, occurring
simultaneously, with one usually being a consequence of the other. However, we selected
some of the more clearly illustrated contributions with examples from the classroom
dialogues to explain them. In this research, the contributions are categorized into the
following representations, which were promoted through reflections in the classroom
during the PFL course: identity/otherness, stereotypes (prejudices), intercultural
exchanges and/or approximations, socio-historical issues and motivation to learn PFL.
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Identity and Otherness

The first point we find relevant for the discussion of using songs from an intercultural
perspective concerns identity aspects — those that reflect one’s own identity and that of
the other, understanding oneself while also understanding and comparing oneself to
the other. The process of teaching and learning a foreign language can trigger identity
movements, new ways of seeing and representing one’s own world and the world
of others. This leads us to consider the processes of otherness, as we reflect on the
relationship between the self, the student and their language, with the other and the
foreign language (Auger, 2007).

The students interpreted the songs Pais tropical’ e Lamento sertanejo’ and were
asked about their identification with the characters in the songs.

Excerpt 1 — Identity aspects

Transcript — Class 1

P: And how was the other one?

Al: Happier.

P: That’s right, happier, more cheerful. And which of the two characters do you
identify with more?

E: With both.

When reflecting on the student identifying with both characters, we can perceive
the constitution of multiple identities in the subject (Silva, 2002). As Auger and Clerc
(2006) point out, it is important to verbalize representations, reflect on their sources,
to think about one’s own identity. The first song studied in this class, Pais tropical,
provides knowledge of a character with ethnonymic representations of Brazilians,
according to the students’ representations, as a happy and festive people. In the second
song, we have an opposing view: a sad, silent character who does not like parties and
has no friends. This seemingly made the student realize that we are mutable beings; at
one moment, we feel happy, and at others, sad. That is, generalizations that determine
a culture of closed-off or always-happy people can be something labeling, which is not
in line with the principles of intercultural education. In this case, it is not possible to
cling to a single example as a typical representation of a particular group.

In class 3, we focused on understanding the song Cota ndo é esmola?, which portrays
the daily routine of a poor black student. This allowed us to reflect on the structure of
Brazilian society, while the students also reflected on their own societies, in this case,
France and Portugal.

2

https://www.letras.mus.br/jorge-ben-jor/46647/
3 https://www.letras.mus.br/dominguinhos/45558/

4 https://www.letras.mus.br/bia-ferreira/cota-nao-esmola/
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Excerpt 2 — Identity Aspects

Transcript — Class 3

A4: But here too...

AS5: That's the case here too. In schools that are a little more prestigious, there are
fewer people of color than in schools...ah...

A4: Most of them go to vocational high school...

P: Is there this racial inequality here too?

AS5: Yes, here you see...it’s the same thing in Brazil that you see...in Brazil, those who
are destined for other jobs, are mostly black.

A4: In private schools, it’s more white.

A3: Considering that in Brazil, which is one of the largest black populations...and...
and the universities are mostly white.

P: Half, right...that’s the big problem, right.

Al: I have no idea why this could only happen, perhaps, in Portugal...until...before
we talk, I have no prospects. I've never experienced this... for example, on my island,
the black people I've seen... at most, five black people...

Al: I swear.. its true and when I came to Montpellier... I was a little scared... not
scared, afraid, but scared of another reality... because I saw Arabs, I saw Chinese... [
was like... huh? Like a shock, but at the same time like a good thing... but when people
say this, I understand all of this, but at the same time it’s like it’s a strange reality...
because I’ve never experienced this... but at the same time I don’t understand it.

In this excerpt, we have the encounter of several identities, as each student conceives
the world through their experiences. Brazilian and French realities seem to be similar in
relation to prejudice and marginalization of black people in both societies; there is an
intercultural recognition (Bizarro; Braga, 2005) of a Frenchman, when understanding
the Brazilian reality through the song, in which black people occupy inferior positions
at work and attend less prestigious schools. He states that the same thing happens in
France: through the song, the student reflected on his own reality.

At the university in question, there were many different ethnicities, contacting other
individuals and cultures was possible. For the Portuguese student, a mixed-race society
can be seen or understood as a cultural shock (Zanchetta, 2015). Following the initial
shock of the unknown, the new representation of a mixed society apparently stabilized.
The student wanted to understand this new reality, and the classes were a time for him
to understand other cultures, given that intercultural relations are a point of negotiation
in a constant process of reconstruction and renegotiation (Belz, 2003). Likewise, there
was an awakening of reflective and questioning attitudes that also contributed to the
development of intercultural competence.

Even the teacher was able to reflect on her identity constructions, as we can see
in the following excerpt.
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Excerpt 4 — Identity aspects

Transcript — Class 4

E: I think the way out, I don't know, but it would be... you need hope... you need to
know that you're going to get out of this place. — porte de sortie, if I get into a really
bad situation, I need a way out, like, J’ai besoin de savoir que j’ai une porte de sortir,
to forget all of this.

P: That’s right, relating it to the other option and freedom.

()

E: Because we’re not animals, we need more things,

P: That’s right, and that’s why he asks these questions, what are you hungry for?

E: What is the meaning of your life?

P: What do you need beyond your vital activities, like eating and drinking? He even
gives some answers. ..

E: Art,

P: Fun, freedom, a way out... and... You believe that everyone has access to a way
out to anywhere, fun and art...”

E: Une question tres large,... a broad subject.

P: Complicated?

E: I think we would say grad question, ¢a veut dire, where we will talk for a long time.
There is a lot of stuff. ...So... I don t think I know, but I think that sometimes it doesn 't
have to do with money. So, I always think that you can escape in some way. 1 think it
doesn’t have to do with money, but with resources, how do you say?

P: Resources?

E: It has to do with the person’s resources.

P: But psychological resources?

E: I think there are people who know how to see... opportunities...

P: To make do with what you have?

E: (...) I found this enormous energy in Brazil, in people, also in people who don t have
money, I'm not saying that life is easy for them, it’s not. But, I think there are people
who find a mental way out... interesting thing.

6

The songs studied in Class 4 were Ndo é proibido proibir’ (2008), Comida
(1987). Specifically, in the previous excerpt, we were interpreting the song Comida.
We concluded that the song talks about finding an exit or an alternative way of viewing
life; even when facing difficulties, one must find a solution; seek an escape from the
situation. The student used expressions from her native language, such as “porta de
saida” (exit door), to express herself. We observed the influence of the native language
in the expressions used in the foreign language: “o assunto ¢ largo” (the subject is
broad) — the student creates an interlanguage to try to express herself. We noted that
this was productive because she managed to think about the topic so effectively that
it allowed her to go beyond just understanding the song. We discussed that although
there are difficulties, there is no art, fun, or space for everyone, but they can find a way
out, and that the art of living would be to find an escape, despite life’s diversities. She

> https://www.letras.mus.br/marisa-monte/579860/

¢ https://www.letras.mus.br/titas/91453/
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exemplified this conversation with a story about a friend, saying that money is not the
most important thing in life.

Although the teacher-researcher knew the song and had a personal interpretation
of the lyrics, she could see it differently because the student showed a positive side of
the song, which she viewed more as a critique of the Brazilian society. Additionally, the
teacher reflected on her own culture, reinterpreted it, and was able to gain a different
perspective through the student’s view — a positive characteristic of Brazilian people
that, as a foreigner, she was able to perceive and present. Thus, the intercultural approach
requires an open perspective from the teacher as well, to engage with the plurality of
the classroom. The teacher would not only be a mediator between cultures but also an
active and significant part of the intercultural process. She redefines her own identity
or may transmit and reinforce stereotypical representations of a culture, which is why
her training should always be ongoing.

In this sense, we can observe in this research that the participants’ identities operate
within an identity based plurality, as they were able to recognize the cultural aspects
of the other and reflect on their own identity processes, insofar as they considered the
sociocultural aspects of other societies.Thus, the process of language teaching and
learning also represents identity movements of estrangement, affinity, and identification,
which can lead to a shift in oneself, because learning a language can (re)signify and (re)
recognize other ways of seeing the world and reevaluating one’s own world, language,
culture, and identity. These identity movements were evident in other moments of the
class analysis. The next section, stereotypes, is also constituted by identity processes
related to how we see others and themselves.

Stereotypes

Stereotypes represent rigid characteristics that can label a person or thing; they
are a simplified, generalized, and fixed representation of a social group, attributed
uniformly and inflexibly to all its members. These stereotypes, which form a category
of representation, are a generalizing idea applied to all members of a group. The term
“stereotype” comes from the Greek, composed of the words stereos (rigid) and typos
(mark, trait, type), which reinforces its fixed nature and resistance to change.

Stereotypes are heavily influenced by cultural norms, historical context, and power
relations, serving both to maintain social hierarchies and justify discriminatory attitudes.
They are present in nearly all intercultural situations due to the human psychological
need to categorize and classify the world around them, a need that arises from the
processes of perception and socialization (Ianesko, 2013, p. 123).

In class 2, students discussed the images associated with their country of origin,
engaging in the following questions: “4) What are the images associated with your
country of origin? Why? Talk to your classmate and see their opinion on the subject.
5) Can stereotypes lead to prejudice? Why? Discuss with your classmates and write
your opinion.”
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Excerpt 5 — Stereotypes

Transcript — Class 2

Al: Other countries think that France is dirty.

A2: They don't think so, ils sont sir de ¢a.

A4: Do you think so too? (Laughter)

P: I had that impression before I came here.

A4:1did, in the past, and now that you live here?

P: Now that I live here, I see that the concept of hygiene there is different from here.
A4: A very diplomatic answer. (Laughter).

The students believe that the French are dirty or do not like to take baths, and
they question the teacher, being a foreigner, to understand if she shares this view. The
students show interest in knowing what a foreigner thinks about their country, what
image is projected, and whether living in the country was able to change the stereotype
constructed. The tasks led to reflections, and according to Transcript 2, the students
discussed where these different images of others come from. The students comment
that these views are constructed based on the education each person receives at home.
We discussed that there is also an influence from the media, and that perceptions can
be subjective, arising from interactions between people, such as through travel. The
aim is not to label whether these images are true or false, but to understand that they
are not enough to characterize a culture.

We debated these views in a pleasant, relaxed, and even humorous way. We
took into consideration that the teacher can convey distorted representations of fact
or generalized stereotypes, as, as a teacher-researcher, we are starting from our own
representations, and we do not speak from an ideological void. In the classroom, the
teacher’s power of speech can often influence the student to construct an inaccurate
representation. Despite doubts and uncertainties about presenting a single point of view,
we found that the lesson fulfilled its objective, as the students were able to critically
reflect on the construction of stereotypes — whether related to individuals, nations, or
the underlying reasons for their emergence — and we had the opportunity to engage in
a reflective exercise of considering alternative perspectives, thereby reexamining our
own identity processes.

Thus, we observed that the tasks with songs helped reflect on stereotypes (Griffe,
2010). We aimed to work on the heterogeneous acceptance of the studied societies, mainly
France and Brazil, and there was also a reflection on the possibility of deconstructing
prejudices.

These same reflections were seen in other classes.
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Excerpt 6 — Reflection on prejudices

Transcript — Class 6

P: That can make the other person unhappy... then in the second verse, she says several
things, and says that one thing is the same, did you see? She points out a similarity...
E: That we have the same blood...

P: Why do you think she made that statement?

E: Because it’s true... (laughs)

P: And in this context of... that she pointed out several differences in Jesus, in
appearance... of...

E: Because now there are many, there is still a lot of separation between people who
don't believe in the same thing... who don't have the same beliefs, the same color..
it s still very separate, people still don t understand that there is only one humanity...
(+)

E: They don’t like being the way they are... they want to be different from who they
are....

P: Yes, and this can make the person unhappy if they have to change to...

E: This always leads...

P: Yes.

G: Yes, if something changes, if they don’t accept it... they will probably become an
unhappy person...

E: I think it’s even worse, because I think veiled prejudice is worse than very obvious
prejudice, because, like, I’'m thinking about women, for example, because 1 know,
I’m a woman (laughs). So I can’t talk about being black. But then, like, I think that
in France there are people who are sexist, in a negative sense, and they say they are
not... it’s even worse because you can’t even talk about it, at the beginning of the
conversation the person says I’m not sexist, we don’t have to talk about it. But then
why do you say that... there is no more sexism in France, it’s over...

In the sixth lesson, the proposal was to develop communicative tasks using songs as
a pedagogical support; specifically, the songs Bate a poeira’ (2017) e Inclassificaveis®
(1996). In the transcribed excerpt, we interpreted the song Bate a Poeira, which
speaks about the importance of accepting ourselves as we are, guided by the following
questions: b) What could happen in a “world where appearance is valued more? c) In
the second verse, the author cites various differences and points out one similarity;
what is it? Explain why she made this statement. d) According to the song, what can
make people unhappy? e) What does the statement “Covert prejudice / Has the same
effect, the same damage” mean?

The students make sense of the song and, by interpreting the lyrics, understand
that we are all equal, but the differences between us can be an obstacle, as there is a
standard to follow, imposed by the media and society, and those who are outside this
standard risk not being accepted. Thus, individuals will do everything to be accepted,
making all sorts of changes to fit in with the standard. One student provides an example

7 https://www.letras.mus.br/karol-conka/bate-a-poeira/

8 https://www.letras.mus.br/ney-matogrosso/1228362/
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in which, in her role as a woman, she assumes a marked ideological position and states
that, in France, there is sexism, and the big problem is that people do not admit it. This
covert prejudice becomes worse because it is harder to combat; people think there is no
sexism, but it manifests itself in other ways, in speech, gestures, and actions.

As per the transcription of lesson 6, we discussed the various prejudices and how
they can manifest: “E; je suis pas raciste, mais...(laughs). P: yes... but I even have black
friends... yes... that.” We observed that the students showed critical thinking regarding
the themes discussed, and they were able to perceive power relations. That is, we can say
that intercultural education is not always based on peaceful or respectful coexistence;
it also needs to recognize and highlight power relations so that students can develop
critical thinking. This can also be seen in the following excerpt.

Excerpt 7 — Stereotypes

Transcript — Class 6

P: She had straight hair, so you understand when she says, “I was black in rap?” (+)
to feel less like a monkey.

E: Horrible..

P: Horrible, right?

E: I think it was when she started to sing rap, it was like, an authorization to be black,
because there are black people in rap, so it was a way to have an identity that isn't
Sull of shame.

P: Exactly, that’s it.

E: Because in rap being black is normal, it’s a good thing, in normal society being
black is like being a monkey... like a very racist society.

P: Yes, in rap she got this freedom to be who she is, because before she straightened
her hair.

In this part, the students interpreted the following quote from the singer, connecting
it to the song they had listened to: “I became Black through rap. Before that, to feel less
like a little monkey, as I was called a few times, [ used to straighten my hair” (from the
documentary Preto no Branco: Negros em Curitiba, 2004). The students understood
that the singer found her place in rap, since there is usually a stereotype about people
who sing rap: they are black, from the outskirts, and talk about that reality. The singer
probably fits all these stereotypes, so she feels like she belongs to a group that is often
marginalized.

We noticed that the song is a product of society and shows diversity and identification
with each group. We emphasized the sociocultural characteristics presented in the song;
it is a snapshot of a situation, promoting a culture, highlighting social problems, and a
movement of struggle and resistance, with which the students come into contact and
reflect on these aspects.

These same characteristics can be observed in the following excerpt:
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Excerpt 8 — Stereotypes

Transcri¢ao — Aula 4

A6: And I also think about the sentence when she says... the teacher says... that everyone
is equal and that the quota is charity.  think that teachers also tell students who are
not doing well, who don t have good grades... who are a bit rebellious... I think there s
a tendency to say “you are useless, you are not good.” I think the child records this
and [ think children have a very strong responsibility... about a child... I think if you
grow up with an adult who always says this, you end up believing it...

P:Yes...

A7:1, for example, had a really bad experience with this here in France... there was a
girl and a boy who were in the fourth grade and the teacher they had was really racist
and the teacher thought they were illiterate... and they weren’t, of course, he didn’t...
he wanted them to go to vocational school. The girl managed to go to general high
school, but the boy didn t... because... he internalized the teacher's view that he was
dumb... so... he couldn’t go, and the girl went to law school, she made it in the first
year... and later she saw the boy working on a construction site...?

A3: On a building site...

A7: Yes... and... so, he was really upset because he also thought he could go to
university, but now he’s working and doing something he doesn’t like as much...

P: It’s like that girl here... who internalized the teacher’s words... as you said... as she
said, “everyone is equal, so you don’t need quotas to enter the university” ... but he
believed that.

From the previous excerpt, the P learners interpreted the song Cota ndo é esmola by
reflecting on the following lyrics: ““You’ll have to pay for college, because black and poor
people don’t go to USP”. That’s what the teacher said, teaching at school. That everyone
is equal and that quota is charity,” and established a critical analysis, associating it with
a lived situation. The learner highlighted the importance of the teacher in shaping the
student, the role of the school in the formation of citizens. In the song, the character
receives criticism from her own teacher, who makes racist comments and emphasizes
that quotas are charity, thus she didn’t deserve to enter university through this system.

Therefore, the learner understood the situation in the song, which made sense to him,
as he connected it to a personal experience that marked him. He shared that in school
there were two students who were labeled by the teacher as incapable of studying, one
of whom was affected by this and didn’t study what he wished, eventually becoming
a disappointed professional. Thus, in addition to forming more competent and critical
listeners, the students were able to describe and question their own culture (Beacco,
2004).

Some songs may convey stereotypical ideas, so understanding them and grasping
the reasons behind these discourses becomes essential for a productive discussion of
stereotypes, as every discourse originates from an ideological bias. We observed that the
students identified various stereotypes: an image of the French that they believe others
have how black individuals can be stereotyped in various societies, and the role of the
teacher in stereotyping students. In many cases, these stereotypes lead to prejudice.
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Thus, we consider that the tasks with songs contributed to reflection on stereotypes
and prejudices, enabling awareness for accepting others.

In the next section, we present representations that reflect intercultural exchanges
and connections.

Intercultural exchanges and/or approximations

Tasks with songs also facilitated the exchange of knowledge and cultural awareness
as we reflected on the culture of the other, in the interpretive confrontation of the
different with its respective cultural code, fostering attitudes of mutual appreciation
and respect (Bizarro; Braga, 2005).

Excerpt 9 — Intercultural exchanges and/or approaches

Transcript — Class 3

A3: In Coimbra there are many republics. Each republic has a different name, for
example, there is the turtle republic... it has several different names.

P: Brazil has one too, they hold tournaments, competitions between republics.

Al: In Portugal, the three years are extended, at the beginning, for example, there is a
freshman and a senior. And the senior will tell the freshman that he is younger, he will
go get cigarettes... And then there are also parties and we have to go to the parties...
then the freshman chooses a senior who will be his godfather.

A3: In Brazil, during my hazing I had to give away my shoes and beg for money on
the street so I could get my shoes back.

P: Did you have any hazing here?

AS5: It was at a cooking school, it was in the first year, and the students... jeté”

A3: They played.

AS5: Jeté de poisson?

P: Did they play fish?

AS: They threw fish water... (Laughter).

In this excerpt, the students shared experiences they had in their respective countries,
socialized their references, and listened to each other’s opinions. In Unit 2, “Everyday
Life,” and the transcriptions from lesson 3, the students discussed the first exercise of
the class, which was about “experiencing university life.” Apparently, the “trote” (is a
traditional initiation activity intended to welcome new students to the university. While
it can be a positive and welcoming experience, in some cases it may involve practices
that are considered violent or harmful.) is an activity known to the learners. Referring to
Tost (2017), we noted that languages of the same origin often share linguistic, identity,
and cultural similarities, which can make learning a foreign language easier. Therefore,
students from different countries (Portugal, Brazil, and France) go through the same
ritual when entering university, but each in their own way.

These intercultural exchanges were evident in the next excerpts, as students
exchanged information, talked about academic events in their countries, and understood
their particular dynamics in a different society.
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Excerpt 10 — Intercultural knowledge

Transcript — Class 3

Al: What are universities like in Brazil? Are there Catholic universities, something
like that? Enem?

P: I prepared some material about access to universities in Brazil, we’ll discuss it in
more detail. But, it usually works like this: public universities are more competitive,
free, and receive government funding. And private universities have easy access, so you
don’t have to take such a difficult entrance exam. Some private universities are good,
but the problem... sometimes they lack quality, because they really think about money.
Even though there are a lot of public universities, there aren’t enough for everyone.
P: What is access to education like here in France?

(Laughter)

A4: Only the BAC...

P: And isn’t there a test, an entrance exam?

A4: No, not now. After that, almost everyone who finishes high school has to take it
in general.

P: Are everyone required to take the BAC?

A4: Yes, I think so.

A2: Many people do this.

Al: What do they do with a master's degree and a doctorate? If we have so many
years of experience, we don't need to do a master’s degree and we can go straight
to a doctorate. For example, the person who helps children with their homework,
who has this training. They already have a degree in pedagogy, so they don’t need
to take tests and exams and can go straight to a degree in preschool education,
something like that.

In the previous excerpt, we observed that the learners were curious to understand
the Brazilian educational system. These discussions were prompted through activities
involving the songs Vida universitaria’ e Cota ndo é esmola from lesson 3. We
emphasized that songs are reflections and products of culture (Figueroa, 2011), and
these particular songs describe the everyday life of university students from different
social classes.

The students learned about the routine of a Brazilian university student, which
raised other questions, such as access to university in each society. We can say that it
is a conventional cultural phenomenon, as there is a convention in the practice. What
we can do is discuss, form opinions, understand, and recognize that these systems come
from the historical processes of each country. Moreover, understanding the system
of another society can help reflect on one’s own system. We saw that this reflection
extended over many moments of the lessons, as observed in the next excerpt, where
students discuss and offer opinions on the positive and negative aspects of each country’s
university admission system.

°  https://www.letras.mus.br/joao-neto-frederico/959964/
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Excerpt 11 — knowledge of the other’s culture

Transcript — Class 3

A6: 1 think it should be a bit like here, that all people who want to go to university
can, because...but I think everyone should be lucky enough to be able to try university
if they want to...and

P: Do you think it’s a bit unfair, maybe

A6: Unfair, because there’s a certain number of places and you’re good too and you
have the same level, but there’s no place for you. I think that s unfair. That the university
closes its doors to some people.

P: Don’t you think it should be the same?

Al: No, because my experience so far, what I 've seen, is that people get into university
easily, without needing an average. What happens, for example, is that people choose
the course without knowing why. For example, I know how to speak Portuguese, I’'m
going to study Portuguese. Then what happens is that there’s help from scholarships,
which makes...many people I know have help from their parents. (...)

P: It forces you to take a university course even if you don’t want to. But in Portugal,
is it more complicated to get into university?

A3: It'’s very complicated. Some people cry. People even say... It's not difficult to get
into university, the hard part is getting out... and people who, for example, are in
university, have already finished all the subjects if theyre still there to take one subject.
A6: Why?

Al: Because in France, you just have to have an average grade. For example, if you
have a bad subject, it’s no problem, you move on to the next year. In Portugal, no,
you have to do all the subjects. You have a test, you pass.

A2: You have to have an average grade in all the subjects.

Al: But that starts after elementary school, high school, we are frustrated when
choosing a field in high school, for example. It forces you to choose... for example,
I chose visual arts, in the first year, I hated the course. I had to change to languages
and then I had to study.

(..r)

A3: In Brazil... that'’s how it feels as a student there, theres a greater appreciation
of the space you occupy. Because it is very, very difficult, students are there because
they want to be there, they value that space more. Of course, there are exceptions,
people who changed courses...

In this excerpt, we have three opinions about different experiences and customs
in each country. The French learner comments that the system designed to select
students for university entry, such as the vestibular in Brazil, can be unfair, as everyone
should have the right to attend higher education. The Portuguese learner, based on his
experience, says that students enter university easily and use the scholarships available,
but soon drop out or fail to value the educational opportunities offered. He further
mentions that in Portugal it is harder to graduate than to enter the university. Comparing
this with the grading system in France, he believes it is easier to study in France, since
in Portugal, students must work harder to maintain averages in all subjects, something
that does not happen in France. A Brazilian learner also shares his opinion about the
university system, arguing that students place more value on their place in university,
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likely because entry is more difficult due to the selection system in public universities,
which leads them to take their role as students more seriously.

In the next subsection, we present the historical and social reflections promoted
by the tasks involving songs.

Historical and social reflections
In this session, we will reflect on some historical events that are present in the song.
Students often draw connections between these events and current times, understanding

how they contribute to the construction of social representations.

Excerpt 12 — Historical and social reflections

Transcript — Class 3

Al: And now this part about looking like Portuguese...of nationality...I notice when
people are talking about these things about quotas in music class...to pay for what the
Portuguese did to Brazil, to the indigenous people...I can see this problem...and it’s
not just one thing to say...it'’s racism...many people use white people...Many people
use racism only as an excuse...which is the case to say that...it s still a recent thing.
P: But like, it’s not what the Portuguese did...it’s what all societies did...what society
in general built...don’t feel guilty (laughs)...of this heritage. ..

Al: No...it’s because we grow up and are taught to value Portugal and at the same
time they don’t show us another side.

A2: We don’t study colonization, the Indians...

P: That is a problem, yes, it’s hiding something...

A2: 1 also have A1’s view, it’s necessary to study these things, my vision has opened
up...things from Brazilian literature... anyway...

(..

Al: And about the Estado Novo, a teacher says, it was like a click, they never say
the Salazar dictatorship. It'’s almost always the Estado Novo in school. Estado Novo,
Estado Novo... and even in Brazil, it’s the Estado Novo, they say instead of the
dictatorship of Getulio Vargas... That's one of those alienations, that’s already in the
subconscious, for us that s normal. But, we saw it from the outside, its not normal. A6:
But I think that this alienation, as you say, starts at school because they do everything
to make us feel good...as students..., and as you said, they only tell us a vision of
history that is from the state where we live, the vision of the gentle.... Like, we don't
talk about the horrors, in France, the same thing, we don t talk...in history books it'’s
the vision of the rich...and everything...

P: They don’t talk about colonization either, right”.

A6: Yeah...it’s like the colonization of...

A7: They do...but, there are good sides to colonization... laughs

A6: The colonization of Brazil, of Latin America was horrible, it was a kind of...a
genocide...and they don’t talk about that...they talk...in a way like, okay...we descry
a continent...

A2: You discovered it, right? As if it wasn’t already there.

Alfa, Sao Paulo, v.69, €18912, 2025 21



In this excerpt, we see the importance of the arts, specifically music and literature,
as ways to think about historical aspects and even propose reflection on other possible
realities, other interpretations, and other representations. We observe that the study
of the song “Cota ndo ¢ esmola” sparked a discussion in which students reflected on
historical representations constructed through teachings from school and books. The
students reflected on how they learned about the history of European colonization, both
in France and Portugal, from an ethnocentric perspective, where only positive aspects
of colonization were taught.

Thus, the students were able to think about other representations coming from
other subjects regarding colonization — the negative and bloody side of it — which they
had almost no contact with in school. As Auger (2007) argues, knowledge of cultural
aspects through art provided intercultural awareness, enabling students to reflect on
an ethnocentric, entirely European view of what they had learned, and to think about
other points of view on foreign culture, pluralizing representations.

We continue to observe the song as an element that promotes historical-social
reflections provided by the activities developed with the song in an intercultural
perspective. This same discussion, relating the song to the historical context, can be
seen in the next excerpt.

Excerpt 13 — Historical Reflections

Transcript — Class 4

E: So the motorcycle would be a metaphor, how do you say?

P: Metaphor.

E: Metaphor of freedom.

P: A metaphor of freedom, maybe, thinking about these images...it makes sense.

E: And the father doesn t want to leave the dictatorship... (laughs)

P: He doesn’t want to change, because even some people think the dictatorship was
good. Then comes a young man with liberating ideas, of struggle, of freedom.

In excerpt 13, we discussed the song Vital e sua Moto, a 1983 track released during
the final years of the military dictatorship in Brazil. We developed an interpretation
in which the motorcycle represents the freedom of a new government; the father
symbolizes those who resisted change and preferred to remain under the old regime,
out of fear or insecurity; and the son represents the youth who desired transformation.
Relating the song to the movements and historical contexts seemed very productive
for the students, as they better understood the song by comparing it with the events in
both the target language-speaking countries and their own native countries.

We found that the understanding of the historical context extended to other songs
as well.
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Excerpt 14 — Historical Reflections

Transcript — Class 4

E: Who sings the song “Amanhd ha de ser outro dia”?

P: Chico Buarque, it has everything to do with the dictatorship.

E: That's right... exactly. I don't think I ever realized, all these songs I've always
listened to, I think I never understood the... the historical aspect... how do you say?
P: The context?

We observed that the student was able to connect the knowledge discussed in class
to the historical aspects of other songs she knew. According to the transcriptions from
lesson 4, we reflected on the historical meanings in songs and noted that during the
dictatorship, most songs, especially MPB (Brazilian Popular Music), often have some
connection to the context of that time. Some students recognize that songs are related
to the dictatorship, but in other songs, it is harder to identify the connection due to
censorship, which led to many metaphorical associations. Even with the rock music
mentioned in the previous excerpt, we were able to make a connection, which is why it
is important to link the historical moment reflected in the song. According to Coelho de
Souza (2016), it seems that, at this moment, we developed literomusical competence,
where we have more competent, critical, attentive listeners, capable of constructing
meanings based on the specificities of the literomusical discourse.

Motivation to learn PFL
In this subsection, we present a dialogue excerpt between the student and the
teacher, which we understand as a form of motivation to continue and progress in PFL

(Portuguese as a Foreign Language) studies.

Excerpt 15 — Motivation

Transcript — Class 6

G: But I liked the first one...

P: Did you like it?

G: Yes.

P: It has some really cool songs.

G: It seems like it (laughs).

P: Then you listen to it... it’s rap, but there are some more hip-hop songs... but in a
lighter, more pop style...

G: It’s not always like that”.

P: But, did you find this song too heavy?

G: No.

P: The beat is more relaxed, right?”

G: It’s not heavy, but its... it’s kind of social.
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According to the cited excerpt, we consider that the learner, through the expression
“I liked it”, showed interest in the song, appreciating the lyrics as “social-type”. There
is encouragement from the teacher for him to search for more songs since he identified
with the one studied. Thus, there is motivation for the student to seek out other songs,
learn, and engage with the Portuguese language.

Barbosa (2014) argues that music can motivate learning, in addition to stimulating
connections between language and culture; in this way, the student can think about
autonomous learning, as suggested by Khaghaninejad and Fahandejsaadi (2016). Given
the easy access to songs nowadays, a student who identifies with a song can later try
to understand it without looking at the lyrics and, subsequently, listen to the song
while reading along, making sense of it, listening, and singing. There is motivation for
autonomous and individual study.

In addition to this, on another excerpt, we can see the student’s motivation to
continue attending classes even during a strike period.

Excerpt 16 — Motivation

Transcript — Class 3

A6: 1 liked it...
P: That’s great... come back next time.
A6: Yes, I'll be back.

According to excerpt 16, the student seemingly enjoyed the class discussions and
would participate in future ones. Even with the general demotivation caused by the
strike context and the suspension of classes, some lessons were still held because the
students who felt more motivated, based on their personal availability, attended, even in
an informal context where attendance was not mandatory, nor would it generate grades
or credits. Thus, we observed that the students were motivated to learn Portuguese.

From the theoretical perspective of this research, we see more positive than negative
points when working with song-based activities in language classes. These include:
the song as an authentic document (Santos Asensi, 1997), which allows for linguistic
authenticity that can be used to explore phonetic, syntactic, lexical-semantic, and textual
aspects. Additionally, there are cognitive and affective aspects: it increases memorization
capacity (Figueiroa, 2011), provides a relaxed environment, reduces anxiety, and
stimulates creativity and imagination (Griffee, 2010). We emphasize that we use the
song as a didactic tool from an intercultural perspective, so we understand songs as
reflections and products of culture (Figueiroa, 2011), making them an important material
for developing intercultural communicative competence (Shayakhmetova et al., 2017).

We can add, based on the data analyzed in this research, that the song was relevant in
contributing to students’ motivation, their sense of identity, while also enabling reflection
on otherness, stereotypes that musical discourses may perpetuate, as well as students’
own stereotypes. Moreover, it sparked reflections on prejudices in both societies.
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The song was identified as a representation of culture, as evidenced by various
contributions to intercultural exchanges that led to recognition and awareness of the
other’s culture. We reflected on representations of both teachers and students. In this
way, students were able to critically position themselves regarding these aspects.

General considerations about the course

In this article, we analyzed the PFL lesson transcripts of French-speaking students
with the aim of understanding the potential of using songs in foreign language classes.
The course was taught and designed by the researcher, and some potentialities of songs in
teaching were observed, addressing reflective aspects of identity/otherness, stereotypes,
prejudices, historical and social issues, motivation, exchanges, and approaches. Each
item was selected based on the recurrence observed in the classes; that is, the classes
were not analyzed individually, but thematic categories were created based on the
recurring items.

After the course, the students wrote reflective journals to express their opinions
on the lessons taught. We received two journals from learners Elis and Gustavo (the
most frequent students in the course), which confirm the contributions of songs to PFL
teaching from an intercultural perspective:

- Historical, social, and cultural reflections: “The classes given by the teacher were
very interesting because the songs chosen were a way to discuss political and social
events in Brazil [...] ”. “Besides, I learned new things about Brazil. (G)”’; “I was able
to better understand parts of Brazilian culture that the teacher made accessible” (E).

- Critical thinking: “We could develop a conversation with different points of view to
think about the subject, as well as practice speaking and listening in Portuguese” (G).

- Development of oral expression: “Since we had an intermediate level in Portuguese,
1 think the way we were taught was good because it focused more on oral expression.
In general, this is what is lacking in language classes here [...] . “I really liked the
classes because they allowed me to develop my speaking and listening in Portuguese”
(G), “Ilearned words and expressions, I felt confident to speak and ask questions” (E).

- Development of literary-musical literacy: “The teachers classes were very
interesting to me. I discovered songs and singers I didn 't know” (E); “I liked the variety
of musical styles and themes” (E).

- Written expression: “/ couldn t do any written activity because of lack of time, but
the possibility of writing texts on the subject discussed in class and receiving corrections
later is something that helped me a lot during my Portuguese classes” (G).

Phonetics: “A suggestion would be to take advantage of the musical support to
work on pronunciation” (E).

From the journals, we observed that the students were motivated to participate in the
classes, reflections on Brazilian and French societies were developed, and we discussed
various musical genres that allowed students to debate different themes. The learners
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felt comfortable in the classroom, enabling the development of oral skills. There were
also many gaps in the PFL course that can also be confirmed by the journals.

Due to the course and research time constraints, we chose to analyze the oral
interactions in class, rather than written expression, except in the case of the journals.
Similarly, our goal was not to work on phonetic and phonological aspects, although
we acknowledge the potential that song-based tasks can provide in the classroom.
Including tasks that develop Portuguese practice from this perspective can be productive
for PLE teaching.

The present study could have taken alternative thematic approaches, such as
exploring the song’s linguistic and musical dimensions — including its sound and
rhythmic elements. Furthermore, after the course was conducted, it would have been
possible to examine the didactic material in greater depth, with the aim of expanding or
reworking it, reflecting on any missing components, and considering the development
of additional units or a different musical selection. It is important to note that our
research focuses primarily on the linguistic-communicative level, interwoven with
intercultural issues. In future studies, we intend to explore the aforementioned aspects
in greater detail.
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ALVES, Adriana Celia. Potencialidades do uso da can¢@o no ensino-aprendizagem de portugués
como lingua estrangeira. Alfa, Sao Paulo, v. 69, 2025.

= RESUMO: Este estudo visa apresentar e discutir o desenvolvimento de um curso de
portugués lingua estrangeira (PLE) em uma Universidade Francesa. O curso possui oito
unidades didaticas, compostas por tematicas selecionadas pelos estudantes. O instrumento
desencadeador do processo de ensino-aprendizagem de PLE sdo diversas cangoes brasileiras.
O curso, elaborado a partir de uma perspectiva intercultural, foi desenvolvido com o objetivo
de verificar as potencialidades das tarefas com cangdes propostas. O curso foi gravado
e transcrito, assim, selecionamos e analisamos as falas dos estudantes. Observamos as
construgdes identitarias e interculturais no momento do discurso, revelando-se a aproximagdo
e a afinidade com a cultura do outro, bem como o distanciamento e a incompatibilidade
(Bourdieu, 1987), de acordo com o posicionamento contextual e ideologico em que o sujeito
estd inserido, assim, lanca-se o olhar para a cultura do outro (Zarate, 1993). Foi possivel
analisar as principais reflexoes que o ensino com cangdo sob uma perspectiva intercultural
pode trazer neste contexto: reflexdes sobre identidade/alteridade, discussoes sobre estereotipos

e preconceitos, questdes historicas e sociais, motivacdo, trocas e aproximagoes.

= PALAVRAS-CHAVE: PLE; Cangdo, Potencialidades; Ensino-aprendizagem.
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