
 
 
 

BENEMÉRITA Y CENTENARIA ESCUELA NORMAL 
DEL ESTADO DE SAN LUIS POTOSÍ. 

 

TITULO: Focus on form instruction to develop linguistic competence 
 
 
AUTOR: Eliezer Ismael Muñoz Hernández 

FECHA: 7/22/2022 

 

 

PALABRAS CLAVE: Focus on form, Competencia lingüística, Vocabulario, 
Morfología, sintaxis



1 
 

SECRETARÍA DE EDUCACIÓN DE GOBIERNO DEL ESTADO 

SISTEMA EDUCATIVO ESTATAL REGULAR 

DIRECCIÓN DE EDUCACIÓN 

INSPECCIÓN DE EDUCACIÓN NORMAL 

  

BENEMÉRITA Y CENTENARIA  

ESCUELA NORMAL DEL ESTADO DE SAN LUIS POTOSÍ 

  

GENERACIÓN  

 

2018                                        2022 

 

 

“Focus on Form Instruction to develop Linguistic 

Competence” 

  

 INFORME DE PRÁCTICAS RECEPCIONALES 

QUE PARA OBTENER EL TÍTULO DE LICENCIADO EN LICENCIATURA EN 

SECUNDARIA CON ESPECIALIDAD EN: LENGUA EXTRANJERA (INGLÉS) 

 

PRESENTA: 

ELIEZER ISMAEL MUÑOZ HERNÁNDEZ 

ASESOR (A): 

MTRA. DIANA KARINA HERNÁNDEZ CANTÚ 

 

SAN LUIS POTOSÍ, S.L.P.                                                       JULIO DEL 2022  



2 
 

  



3 
 

  



4 
 

ACKNOWLEDGMENTS 

 

 

 

 

To all those who accompanied me along the way: 

 

 

 

 

To my mother, Sonia; for always finding a way to let me know that she is there for me, even 

in difficult times. 

 

To my father, Jesús; for striving day after day so that my brothers and I never lack anything. 

 

To Paco; for showing me unconditional love and support. For making me believe in myself at 

every moment. For sacrificing his time, resources, and even his well-being so that I can 

achieve my goals. I love you. 

 

To my siblings, Sonia and Josué; for helping me to forge my character. 

 

To my best friend, Mariela; for the bond we have created. 

 

To my furry friends; Renee and Missy; for giving me countless moments of happiness when I 

look at their beautiful faces. 

 

To each and every one of my classmates throughout this experience: Nancy, Leslie, 

Melissa, Paty, Mangel, Cristina, Areli, Jason, Alan, Esme, Victoria, Denisse and Anayeli; for 

being part of my adventures up to this point, even those who did not make it to the end. 

 

To my teachers, for being my guide, especially to my advisor, Diana Karina, for her patience 

and for pushing me to continue. 

 

To teacher Marcelina Munguía, for trusting in me and being open to my work. 

 

 

 

 

 

Thank you. 



5 
 

Table of Contents 
 

INTRODUCTION 7 

External context 7 

Internal context 9 

Group Profile 10 

Justification 12 

Self-interest and commitment 15 

Contextualization of the problem 16 

Objectives 18 

Competencies developed during the practice 18 

Description of the content 19 

I. ACTION PLAN 20 

1.1 Contextual characteristics of the educational situation 21 

1.2 Focus of the problem 23 

1.3 Purposes of the action plan 26 

1.4 Theory review 27 

1.4.1 English as a Foreign Language 27 

1.4.2 Communicative Competence 28 

Sociolinguistic Competence 30 

Discourse Competence 31 

Strategic Competence 31 

Linguistic Competence 32 

1.4.3 Aspects of Grammar 33 

Vocabulary 34 

Word Structure 36 

Word Order 38 

Grammar Mastery for Reading Comprehension 39 

I.4.4 Focus on Form Instruction 41 

1.4.5 Techniques in Focus on Form Instruction 47 

Input flood 48 

Task-essential language 48 

Input enhancement 49 

1.4.6 TBL Method 50 

1.5 Action plan and intervention: intention, lesson plan, actions, observations, evaluation, 

and reflection 53 



6 
 

1.5.1 Classic Tales 55 

Lesson 1: Shrek’s story 56 

Lesson 2: Three Classic Tales 59 

Lesson 3: Original Tale 61 

1.5.2 Travel Itinerary 62 

Lesson 4: Trip to Japan 62 

Lesson 5: Itineraries 64 

Lesson 6: Testing 65 

1.6 Class interactions (implemented actions, strategies & instruments) 68 

1.6.1 Student - Teacher Interaction 68 

1.6.2 Student - Material Interaction 70 

1.6.3 Peer Interaction 73 

II. DEVELOPMENT, REFLECTION AND EVALUATION OF THE IMPROVEMENT 

PROPOSAL 75 

2.1 Application of the Didactic Sequence 75 

Shrek’s Story: Application 75 

Three Classic Tales: Application 80 

Original Tale: Application 85 

Trip to Japan: Application 87 

Itineraries: Application 91 

Testing: Application 94 

2.2 Results of the Exam 95 

III. CONCLUSIONS AND RECOMMENDATIONS 105 

IV. REFERENCES 114 

V. APPENDICES 121 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



7 
 

INTRODUCTION  

 

This document is the report of a didactic intervention carried out in  Technical 

Secondary School #66 in the city of San Luis Potosí, SLP, Mexico, in the period from 

November 29th to December 17th, 2021. With the objective of knowing the context of the 

students and their needs, a diagnostic period prior to the application was designated, which 

lasted between September 1st and 10th of the same year. 

 

During the development of this intervention project, various general, specific and 

professional skills were put into practice, which were gradually developed during my time at 

the Benemérita y Centenaria Escuela Normal del Estado de San Luis Potosí. The realization 

of this project is the evidence of the learning acquired during the four years of teaching 

preparation, allowing me to develop professionally in teaching practice. 

 

The project that is presented in this document consists of the planning, application 

and evaluation of a didactic proposal that sought to address a problem in the linguistic 

development of first grade secondary school students in the subject of English as Foreign 

Language. With this purpose, objectives were set and theoretical research was carried out to 

support the proposal. In this first section of the document, the contextual situation in which 

the intervention was applied is presented, the objectives are defined, and the relevance of 

the topic is justified, both for the educational community and personally. 

 

External context 

 

The school is located in the Simón Díaz neighborhood, in Antiguo Camino a 

Guanajuato 
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street, in front of a Bodega Aurrerá, near Avenida Constitución, so that different 

businesses are found located near the area. Close to the secondary school there are other 

two educational institutions, which are an elementary school and a kindergarten. These 

institutions are attended by most of the children of the families in the area, and many of the 

students from these institutions enter Technical 66 Junior Highschool, according to current 

information provided by a survey that was applied to students in the sample group. 

(Appendix A) 

 

The neighborhood borders the Satélite and Prados neighborhoods, a zone that is 

known by the teachers for its high levels of insecurity, vandalism, and gang activity. In an 

interview applied to the head teacher (Appendix B), she mentioned that  the social context of 

the area is unsafe and problematic, and  that the school has detected cases in which the 

legal guardians of the students, and even the students themselves, belong to gangs. This is 

reflected in academic performance, as mentioned by Martínez-Otero (1997) regarding the 

influence of family social and recreational activities on school performance, safety being one 

of the important factors in this personal sphere. 

 

Insecurity and vandalism are reflected as well as in the school infrastructure, which is 

constantly damaged. This is usually presented, but not limited to graffiti. In fact, the teacher 

mentioned that students have a common practice when they graduate, which consists of 

throwing stones at the school with the intention of breaking windows once they finish their 

stay.  

 

One of the most recent examples of this situation was the looting of the school by a 

group of vandals., who stole all the computer equipment the school had, some of which had 

less than two years of use. This caused the school to lose a large percentage of the 

available technological resources, for which spaces destined for learning had to be closed. 

That was the case of the computer lab, which was used by the teachers of different subjects 
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to practice relevant skills in the development of the students, such as the use of math 

didactic programs or audios for listening in the subject of English. 

 

Internal context    

 

The institution is divided into six buildings, of which five are adapted to teach classes. 

The school has a sports field, a dance rehearsal space, and two computer rooms. However, 

as mentioned above, one of the computer rooms is unusable due to looting of the school 

during the lockdown period. Likewise, the space destined to rehearse dance is unused, 

because the dance program was suspended due to the quarantine. 

 

In fact, during the confinement period I had the opportunity to practice at the school 

in distance mode, which underwent several changes due to the lack of organization in 

planning. This lack of organization was also reflected when the face-to-face modality was 

resumed, observing the constant changes in class schedules, and the implementation of 

sanitary rules. 

 

Among the health protocols that were implemented is the allocation of specific 

classrooms for each group, since previously, the students were the ones who moved 

between modules and the teachers had their classrooms. This was changed to reduce the 

risk of contagion, by limiting the number of people who entered each room. Likewise, the 

entrance, exit, and recess were modified to be taken in a staggered manner, with each 

grade having a specific time, separated by 10 minutes between each one. 

 

Prior to the internship periods, an observation and assistance period was carried out, 

in which the ways of working with the head teacher were defined, the contents to be 

developed were requested, and the groups with which I would work were assigned. The 
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head teacher assigned me the groups 1st A, 1st C, 1st D and 1st E, taking into account 

previous practice periods carried out in this same school last semester. However, the 

change in dynamics from virtual to face-to-face presented a challenge for the development 

of the teaching practice.  

 

In fact, in the observation and assistantship period, little opportunity to interact with 

the students was presented because the security protocols, as well as the dynamics of the 

school and organization of the schedules caused by the covid-19 pandemic took several 

months to get restructured. However, there were a couple of occasions when I was required 

to cover classes in front of some of the groups while still in observation. These little 

opportunities to interact with students were used for the application of surveys and a 

diagnostic exam. 

 

Group Profile  

 

This project is based on first year group C, which consists of 17 students, 11 girls 

and 6 boys. Due to the security measures to avoid contagion of covid-19 taken at school, the 

groups were divided into two subgroups, which were instructed to attend school 

intermittently at the educational center. For this reason, the study was conducted only with 

subgroup 1 of the 1°C group, which consisted of 8 students, 4 boys and 4 girls. 

 

None of the students in the sample has specific characteristics, such as a motor, 

learning or language disability. However, the students' social-emotional management, as 

well as their motivation was low according to the teacher of the group, which hindered 

participation. This is why, later on, strategies such as cooperative work and the use of 

reward items were used, which were intended to make students have more engagement in 

class. 
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The way in which the head teacher approached the contents in the English class was 

more oriented to the learning of vocabulary. It was observed that the English class was 

usually conducted in Spanish. For this reason, students were not used to hearing complete 

instructions in English or to use the language, because what was being said was translated 

for them. In fact, some students with a slightly more advanced perception of spoken English 

often carried out the task of translating some words or phrases in English to the rest of their 

classmates. This led me to look for ways in which students could use the language to learn 

concepts and attend instructions without the need of translation. 

 

To know the level of English of the students, a diagnostic test was applied, which 

was a sample of the Cengage Outcome Placement Test. Specifications and diagnostic 

results will be discussed later in this document. Broadly speaking, it was found that the level 

of the students is not very high, falling within the spectrum of A1, according to the Common 

European Framework of Reference for language learning. According to the CEFR, the 

description of the things that someone with an A1 level can do are the following: 

 

“Can understand and use familiar everyday expressions and very basic 

phrases, aimed at the satisfaction of needs of a concrete type. Can introduce 

himself/herself and others, and can ask and answer questions about personal 

details, such as where he/she lives, people he/she knows, and things he/she 

has. Can interact in a simple way provided the other person talks slowly and 

clearly and is prepared to help” 

- Council of Europe (n.d.) 

 

However, it must be considered that the applied exam does not consider levels below 

the A1 level, so it could have been possible that the students had a level even lower than the 

one obtained as a result. In fact, when interacting with the students, it was clear that most of 
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them were not yet able to do certain things according to the A1 level. For this reason, the 

Pre-A1 level was also considered as a possible stage in which the students were located. 

The Pre-A1 level has the following characteristics: 

 

“Can recognise numbers, prices, dates and days of the week, provided they 

are delivered slowly and clearly in a clearly defined, familiar, everyday 

context. Can follow speech that is very slow and carefully articulated, with 

long pauses for him/her to assimilate meaning.  Can recognise everyday, 

familiar words, provided they are delivered clearly and slowly in a clearly 

defined, familiar, everyday context.”  

- Council of Europe (n.d.) 

 

 

Justification  

 

The interest of this research emerged mainly from curiosity, but also from a sense of 

nonconformity, in contrast to what I have been told during my time studying the English 

major, regarding what is believed to be the optimal teaching of the language. Many of the 

suggestions and comments that I remember throughout my teaching training were about 

giving students the spotlight and letting them be the protagonists of the class. However, in 

my experience I have not had much guidance regarding the implementation of 

methodologies outside the PPP method (Presentation, Practice, Production), which, 

according to Harmer (2007), derives from Audiolingualism and is usually not very convenient 

for when adopting a student-centered approach. 

 

In addition, the current Foreign Language study plans and programs are designed 

under Communicative Language Teaching, this being the approach that professors 
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recommend. Despite this, and although the objective of this approach is the teaching of 

communicative competence (Richards, 2006), which includes grammatical competence 

within itself, it is common to find in the discourse of teachers an aversion to teaching 

grammar. Clearly, expecting students to develop communicative competence without paying 

attention to forms and linguistic aspects in the learning process sounds a bit contradictory. 

 

I consider that it is important to have a context and a communicative objective for 

learning to be meaningful, but I think that it is very difficult to achieve learning if students do 

not have a linguistic basis of structure to communicate. Acquiring a language naturally 

simply by being exposed to input takes a long time; time that is not available in our 

educational system, in which the subject of English is relegated to three hours per week at 

the secondary level (Pública, 2017). 

 

According to the Plans and Study Programs for basic education of the SEP (2017), 

The fourth cycle of the English teaching program in basic education, which is equivalent to 

three years of secondary education, aims to develop competencies and a level of domain 

equivalent to level B1 in the Common European Framework of Reference (CEFR), which is 

defined by the following characteristics: 

 

“[The students] Are able to understand the main points of clear texts and in standard 

language when dealing with issues that are familiar to them, whether in work, study 

or free time situations. They know how to handle most of the situations that may arise 

during a trip through areas where the language is used. They can produce simple 

and coherent texts on topics that are familiar to them or in which they have a 

personal interest. They can describe experiences, events, wishes and aspirations, as 

well as briefly justify their opinions or explain their plans.” 

- Pública, S. D. (2017) 
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However, in practice it is very clear that these proposed objectives seem difficult to 

achieve and are at least very challenging. In fact, an investigation conducted by Aquino et al. 

(2017) with third-grade junior high school students in Estado de México resulted in a very 

wide gap between the expected level of students according to the study plans, and the real 

level achieved. In this research, it was found that of the sample that was used for the study, 

only 2.7% managed to reach level B1 of proficiency in language, and the idea that with the 

level of exposure to foreign language destined in the Mexican educational system, using the 

current programs, students would achieve the proposed standards at an age of 27 to 28 

years was stated. 

 

For his part, Knight (2018) estimates the hours of study and exposure that it would 

take for a student of EFL to learn the language, if his L1 does not have the same script as 

the L2 in question, such as the case of Spanish and English, determining that to reach a 

level of B1, it would take between 530-680 to 780-980 hours, dependingo on the access to 

learning resources, teaching, and motivation 

 

. Meanwhile, the 2021-2022 school year for Basic Education has 200 school days, 

which is equivalent to 28.5 weeks, in which only 3 hours of English appear in the curriculum, 

leaving students with an average of 85.5 hours of practice in the Foreign Language per year. 

If this is multiplied by 3 years equivalent to secondary education, students would have a total 

of 256.5 hours of practice in the foreign language in their course of this educational level, 

which does not represent even 50% of the hours estimated for reaching a B1 level. 

 

Knowing this, it is necessary to rethink the stated objectives, as well as to look for 

alternative approaches and methodologies to the most common ones that allow to really 

address the linguistic needs of the students. In my case, after having applied a diagnosis on 

the level of English of my students, I hope to achieve an advance in the recognition of the 
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parts of speech necessary to form a simple sentence, as well as assimilation of basic 

linguistic features that help students to begin to understand and produce sentences in 

English. 

 

Self-interest and commitment 

 

 

Throughout my academic training, one of the characteristics that I remember from 

the few English teachers I met was their methodical teaching, strongly oriented towards 

teaching grammar and linguistic rules. This may have affected the way I learned the English 

language myself, and how I now think about teaching and learning languages; as a practice 

of analyzing words, sentences, and texts. 

 

For this reason, it is not surprising that my teaching style leans towards the analysis 

of language from a grammatical perspective, understanding its importance in the acquisition 

of linguistic resources that allow us to understand and manipulate language. However, I 

recognize in the same way the important role that the adaptation and contextualization of the 

contents has, which places the student in relevant situations as the main actor of learning, 

and which creates motivating scenarios within the foreign language classroom, especially in 

the case of young students. 

 

This document addresses two main concepts, which are Focus on Form Instruction, 

and Linguistic Competence. These two concepts are of personal interest to me, as they are 

closely linked to my perception of teaching, which has been shaped by my previous 

experience, as well as my stay at BECENE. Integrating both concepts in the intervention 

project is intended to help me develop a teaching style, appropriate to my personal skills, the 

needs of my students, and the school context in which I find myself. 
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Contextualization of the problem  

 

Educational innovation is an increasingly commented topic in pedagogical spaces, 

since there is an accelerated change in school dynamics due to the increasing advancement 

of technology, and external situations such as the emergence of the current pandemic 

caused by covid-19, which started in the latter months of 2019 and is still influencing current 

school practice. It was important to develop an innovative vision that provided new 

alternatives for the resolution of contemporary problems in education. 

 

Finding these new alternatives is important in teaching practice, due to the 

unexpected situations, such as the lockdown caused by the Covid-19, mentioned above, as 

well as the social changes that they bring with them. New perspectives are demanded to 

solve current problems; especially in times of the pandemic when the school had to rethink 

and restructure its practices in many areas.  

 

For instance, the transition from a completely face-to-face modality to totally online 

teaching, which happened at the beginning of the confinement, and then transitioning to a 

hybrid modality, currently forced us as teachers to adapt our practice to an alternative 

context. In addition, changes in students' schedules due to the same problem, created the 

need for classes to be more specific and activities or explanations more concrete, which 

opened a door for the application of a change of methodology that made students become 

aware of the basic features of the English language; yet, actual language learning was 

questioned. 

 

This, added to the limitation in the practice time assigned to the subject of Foreign 

Language: English, which is uneven with the objectives set out in the study plans, led to the 
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search for alternative methodologies and approaches in my teaching practice that were 

consistent with the particular situations of the students. It was necessary, then, to use my 

critical and creative thinking to determine appropriate strategies in the different contexts that 

I might encounter. 

 

In this sense, I must be able to adapt the contents suggested in the study plans to a 

sufficiently challenging level for students, without exposing them to incomprehensible input. 

It is also important to mention that these adaptations and transpositions were not limited only 

to the level of the language presented to students, but it was also important to think about 

how to present the contents, through the type of activities, material and examples which 

were provided to students. 

 

To be able to achieve this, I had to be aware of the age factors of my students, as 

well as the cognitive factors of their age, affective factors and psychosocial factors that 

generate a broad panorama to know the strengths and weaknesses of different didactic 

proposals, in order to choose the most appropriate for them. 

 

In the particular case of this intervention project, the didactic sequences applied were 

based on topics from the current study programs. However, the transpositions considered 

pertinent were made regarding the didactic suggestions, the way in which the topics were 

addressed, and the key points for the development and achievement of learning. These 

transpositions included the exemplification with popular characters among adolescents. The 

objectives of the reading activities according to the level of the students, and teamwork as a 

way to increase participation and interaction among peers, to name a few, were other of the 

adjustments made. 
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Objectives  

 

The purpose of the project is to awake students’ linguistic knowledge to help them 

structure their ideas, in order to promote communication in the classroom by using Focus on 

Form Instruction. This objective was proposed due to the fact that students’ starting point is 

at a very basic level when they enter secondary school, and the time for practicing English is 

very limited in the curricula for them to acquire language just by being exposed to it. 

 

This stems into the general objective of the research, which is: To develop certain 

aspects within the Linguistic Competence through the use of the Focus on Form Instruction 

approach, and know what impact this has on the development and assimilation of the topics 

by students of first grade of a public secondary school in México. 

 

The specific objectives that were intended to be found were the following:  

 

● To detect how the use of Focus on Form Instruction helps the development of 

linguistic competence.  

● Describe important secondary aspects for the implementation of Focus on Form 

Instruction within the classroom, such as the type of materials, activities and 

classroom management strategies used. 

 

Competencies developed during the practice  

 

The generic competence that was put into play was to solve problems and make 

decisions using critical and creative thinking. This competence was implemented in the 

design of the didactic sequences, by choosing strategies that would allow me to approach 

the topics in a creative way, but at the same time practical so that they would be more 
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digestible for the students. In the same way, the modifications to the original didactic 

sequence, made in order to adapt the contents in unforeseen situations, were the result of 

this competence. 

 

The professional competence that was worked on was the use of knowledge of the 

English language and its didactics to make transpositions according to the characteristics 

and contexts of the students in order to address the curricular contents of the current study 

plans and programs. For its part, the disciplinary competence was: Diagnoses age, 

cognitive, affective and psychosocial factors to intervene in a relevant way in the teaching 

and acquisition of a second language. 

 

Description of the content 

 

The following paragraphs describe the sections in which this document is divided. 

The first section serves as an introduction to the project, in which the context in which it was 

carried out is detailed, the sample population is defined, the problem is detected, and the 

academic and personal objectives for carrying out the study are set. Likewise, the skills 

developed during the planning and development of the project are disclosed. 

 

In the second section, corresponding to the action plan, contextual characteristics of 

education are described, comparing the initial state of the sample group with the objectives 

established in the study plans and programs. A solution is proposed, and the corresponding 

theoretical revision is made to support said proposal. In this same section, the objectives of 

the didactic sequence to be applied are established, which is described and justified. 

 

In the third section, the description of the development of the intervention is 

presented, the evaluation of the didactic proposal is carried out taking into account its 
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results, and a reflection of each of the classes is carried out. This is followed by the fourth 

section, in which the conclusions of the project and pertinent recommendations are 

presented. The fifth section corresponds to the bibliographic references, and the sixth 

section shows the appendices, that is, materials, graphics, and student productions 

referenced in this document. 

 

I. ACTION PLAN 

 

This intervention project is divided into four stages, which encompass all the activities 

that were carried out during the preparation of this document. The stages were: Diagnostic, 

Planning, Application, and Evaluation. This chapter deals with these first two stages of the 

project, which are described broadly in the following paragraphs. Stages three and four are 

discussed in the next chapter. 

 

In the first stage, the students were observed in their context, as well as tests, 

interviews and surveys, both to students and to the head teacher. The information collected 

during this stage influenced the development of the rest of the project, since it allowed 

knowing the problems and characteristics of the group that were addressed later. 

 

Once the diagnosis was made, the second stage was aimed at a theoretical review 

that would guide the choice of techniques and methodologies necessary to address the 

problem found in the study group. In addition, the planning of the didactic sequences was 

carried out, taking into account the theoretical review. This second stage of the project was 

the one that was put into practice during the third stage. 
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1.1 Contextual characteristics of the educational situation 

 

Knowing the characteristics of the students that participated in this research project 

was the starting point in its application, as it allowed me to adapt the modality of work and 

the level of the contents and the materials. This was the reason for applying a placement 

test and different surveys, which in this sense served as a diagnosis to define the starting 

point and plan the adjustments needed. 

 

To know the English level of the students, a sample of the Cengage Outcomes 

Placement Test (Appendix C) was applied, which divides the students into 5 levels 

equivalent to those of the Common European Framework of Reference for Language 

Learning. This exam contains three sections, which are: Use of English, Oral Placement 

Test, and Writing Test. However, for the purposes of this research, only the section on the 

Use of English was taken into account. According to the test, the levels are classified as 

follows: Elementary level (0-18 points), Pre Intermediate (19-25 points), Intermediate (26-32 

points), Upper Intermediate (33-39 points), and Advanced (40-46 points). 

 

After applying the Outcomes Placement Test, an evaluation of the results was carried 

out to have a diagnosis of the level of the students, in which it was determined that the 

general level of the students in the sample was the Elementary level indicated by the 

Outcomes Placement Test, since the results of the exam were found in a range of 0 to 18 

answers for the most part. (Appendix D). This is equivalent to the A1 level in the CEFR for 

language learning, which has been addressed previously. 

 

Given the results, at the time of planning, the contents had to be adapted to a basic 

level that would allow students to understand the information. The material, as well as the 

activities in class, were also designed to cater to the current abilities of the students at the 

time, and to their particular linguistic needs. 
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In addition to applying a diagnostic test regarding the students' level of English, it 

was required to apply additional surveys in order to approach the contents of the lessons 

based on the likes and needs of the students. With this purpose, a learning profile survey 

was applied (Appendix E), which was taken from the Cengage Outcomes Placement Test 

used. In addition, this survey allowed me to know the level of confidence that students feel 

when they are in the Foreign Language class, and learn about their background with 

English, such as previous experiences with the language through family members or 

courses. 

 

In the Learning Profile Survey, three important aspects were highlighted: Students' 

comfort with English (Appendix F), the greatest challenge that students believe they have 

when communicating in the foreign language (Appendix G), and the taste and predisposition 

to learn English as L2 (Appendix H). 

 

The results of this survey reflected that the majority of the students felt at a medium 

level of comfort and confidence in the English class (37.5 %), with an inclination towards the 

extreme of lack of comfort (37.5 %). Less students admitted being comfortable using English 

in class (25 %). Knowing this is important, since putting students in positions where they felt 

under the spotlight, or applying activities in which they had to produce the language in large 

quantities could be counterproductive. For this reason, when planning the activities that 

would take place during the intervention, strategies such as teamwork and planning stages 

were considered before any activity that might require production. 

 

In the section addressing what students feel is the greatest challenge they face when 

communicating in English, the three most repeated responses were those referring to: Lack 

of knowledge of how to form a sentence, vocabulary, and pronunciation. For this reason, it 
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was determined that these aspects would play an important part in the development of the 

intervention. 

 

In the section referring to the taste and predisposition to learn English, most of the 

students showed a favorable result, as they claim they like English, and reveal their intention 

to improve their level of English during their stay in junior high school, which speaks of 

motivation and predisposition to learn the foreign language. This aspect was taken into 

account when designing the classes integrating themes and examples that could be close to 

the students, such as the use of famous characters among adolescents. 

 

A connectivity survey was also applied with the intention of knowing the availability of 

students to access electronic material in their periods at home (Appendix I), considering that 

at the beginning of the school year, the groups were not attending completely in a face-to-

face mode. Two aspects of the survey stood out: Students who own their own mobile device, 

and the functions available to students on their mobile devices. In the first instance, most of 

the students revealed that they had their own mobile device (75 %), however, not all of them 

had one, and some of those students who did have a personal device said it was too old and 

it only allowed them to access to applications such as WhatsApp and facebook (Appendix J). 

 

Likewise, the school did not have enough technological resources due to 

vandalism,because of the looting that took place during the isolation period. Due to this, the 

decision was made not to implement distance classes with students who were not required 

to attend each week, a practice that, in any case, was not being implemented by the regular 

teachers at the school, according to the headteacher.  

 

1.2 Focus of the problem 
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The problem detected, which is the lack of knowledge of linguistic features, affected 

the first grade groups of Technical High School 66. However, for practical reasons, the study 

and the data presented in this paper refer only to the 1st C group, as mentioned before. In 

addition to this, due to the current conditions in education, the groups were divided into two 

sub-groups, which attended school in person intermittently per week. They attended classes 

one week, and the next they stayed at home. Thus, and adding to the above, the 

intervention project is focused on sub-group one of group 1st C. 

 

 For reasons specific to this particular high school, it was decided that online classes 

would not be held with remote sub-groups, however, the teacher was not limited to making 

some type of contact with them. This modality was maintained throughout the period that the 

intervention lasted, so it was not necessary to make changes in its application, with respect 

to the dynamics. 

 

In this sample of the population, as well as in most of the groups and sub-groups, 

students had difficulty learning English and were reluctant to participate. The foreign 

language was not used within the classroom as a means of communication, but as a subject 

of study totally separate from their daily lives, so students did not measure the importance of 

the subject. This was a factor in the academic performance of students in the English subject 

and the little achievement that was reflected by the students. 

 

After applying the diagnostic test to know the real level of students, as well as 

observing the class dynamics and the students' work in class, the linguistic deficiency that 

they had could be clearly noticed, being easy to find errors in their work. Sentence formation, 

conjugation of verb tenses, use of Spanish words or invented words due to lack of 

vocabulary, use of the verb Be in situations where it is not required, among other errors and 

characteristics of a linguistic underperformance were examples of this. Considering the 

aforementioned errors, it can be said that there were productions on the part of the students 
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that lacked meaning, or whose meaning was not clear, which made communication difficult 

in the target language. 

 

In view of this, the idea of working with students was raised using an approach that 

highlighted aspects of linguistic competence, without focusing on these aspects in isolation. 

This would be done by giving communicative purposes so that they could assimilate the 

relationship between elements of language. their daily life, such as stories and trips, with 

these components of the language, such as vocabulary or verb conjugation. In this way, 

students would be generating a real and meaningful product that is built using specific 

aspects of the language. This led to the choice of the Focus on Form Instruction approach 

for the development of the activities. 

 

Thus, it was important to contextualize the activities applied in the classroom to the 

likes of the students and what was close to them. For example, the use of characters from 

popular movies among the young population, as well as promoting creativity and personal 

decision in the development of tasks. It was also important to take into account the way in 

which the activities were intended to be approached, considering the use of reading 

subskills, such as scanning and the arrangement of information in graphic organizers as a 

way to review the understanding of the readings, since the number of sessions was limited 

and ways to optimize class time and resources had to be found. 

 

It is important to mention that the acquisition of proficiency in linguistic competence, 

like the acquisition of other competences within communicative competence, is a process 

that requires a lot of practice time. Said time is not available in the development of the 

intervention project. So by the end of the application of the intervention it was intended to 

find an understanding of the topics covered in class, which would focus on specific aspects 

of linguistic competence: Vocabulary, Sentence formation, Verb tense and Sentence 
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decoding. Considering these aspects would help me to identify and measure the success of 

the project. 

 

1.3 Purposes of the action plan 

 

The purpose of this intervention project is to develop students' language proficiency, 

using the Focus on Form Instruction Approach, with the aim of promoting L2 communication 

within the classroom at a basic level. This idea was born in response to the wide gap that 

exists between the objectives of plans and programs (2017), in which it is proposed that for 

the third year of secondary education, students should have an expected level of B1 

according to CEFR, and the actual level of the students. For contrast, a student with a B1 

level should have the following characteristics: 

 

“Can understand the main points of clear standard input on familiar 

matters regularly encountered in work, school, leisure, etc. Can deal with 

most situations likely to arise whilst traveling in an area where the 

language is spoken.  Can produce simple connected text on topics which 

are familiar or of personal interest. Can describe experiences and events, 

dreams, hopes & ambitions and briefly give reasons and explanations for 

opinions and plans.” 

- Council of Europe (n.d.) 

 

After making a diagnosis of the sample population, and analyzing the results 

obtained from it, it was found that students presented a medium-low level of comfort in the 

use of the English language in the classroom to communicate. This was caused by several 

factors, one of the most recurrent in the responses given by students was lack of 

grammatical knowledge, or in their own words, "not knowing how to make a sentence." 



27 
 

 

From this point on, the research project focuses on the acquisition of linguistic and 

grammatical elements that help students to develop their linguistic competence in order to 

promote communication within the L2 classroom. For this, an approach to the teaching of 

English was selected that combines teaching in specific contexts with a focus on linguistic 

aspects, especially grammar. This is done both explicitly and implicitly, with the intention of 

obtaining “output that stretches the learner’s competence through the need to express an 

idea in language that is accurate and appropriate.” (Saeidi, 2012) 

 

1.4 Theory review 

 

This section describes the relevant concepts for understanding the project, which 

were chosen after making the diagnosis of the educational situation. The importance of this 

section lies in the fact that from the theoretical references mentioned in this section, the 

planning of the didactic sequences applied during the intervention was developed. 

 

1.4.1 English as a Foreign Language 

 

English as a Foreign Language (EFL) is a term that refers to the use and study of the 

English language in geographical contexts where English is not the official or dominant 

language, nor is it used as a regular means of instruction, but still, it is taught in schools as 

part of the curriculum. This differs from English as a Second Language, which refers to the 

study of English as a language used as a medium of instruction in a country where the 

official language is another. (Nordquist, 2020) Thus, the teaching of English in the context in 

which this project is developed will be defined as EFL. 
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Broughton et al. (2002) mention Japan, Brazil and Spain as countries in which an 

average citizen does not need to be proficient in the management of the English language, 

since it is not used as a means of instruction, despite being taught in the educational 

institutions of said countries. Generally, in countries where English is studied as a foreign 

language, different varieties of English are accepted, however the geographical, cultural, 

political and historical conditions of the countries affect the English variety, like in the 

Mexican case, in which students and teachers tend to use mostly American English. 

(Broughton et al., 2002) 

 

English as a Foreign Language has been taught in Mexico for several decades now 

since 1993, being that the year in which English first appeared as part of the basic education 

curriculum (Petrón, 2009). This process tried to be accelerated in 2009 after the creation of 

the National Program for English in Basic Education (PNIEB for its acronym in Spanish), 

which aimed towards a unification and uniformity between the various English programs at 

different educational levels in Mexico (Romero and Sayer, 2016) thus promoting the 

teaching of a foreign language in the common core at primary and secondary levels.  

 

Currently, the teaching of English as a foreign language in Mexico starts at the 

preschool stage, a stage in which it is defined, together with the mother tongue, as the field 

of Language and Communication. The teaching of English extends, on a compulsory basis, 

to secondary education, from which students are expected to graduate with a B1 level 

according to the CEFR (Pública, 2017). 

 

1.4.2 Communicative Competence 

 

Communicative Competence refers to the ability of an individual to use language 

appropriately according to the context and the type of interaction present in a setting. This 
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competence in the use of language encompasses at least 4 sub-competencies that the 

speaker must handle in order to be considered competent in the language. These are 

grammatical or linguistic competence, sociolinguistic competence, discourse competence, 

and strategic competence. (Alptekin, 2002) 

 

According to Celce-Murcia (2008) Communicative Competence is a term coined by 

Dell Hymes, who believed that the speaker of a language should not only have knowledge of 

grammar and the "tangible" parts of language, such as sounds, words and sentences, as 

Chomsky proposed, but should have the ability to use these rules to use language 

appropriately in context, since language acquisition was not free of it. Therefore, a linguistic 

theory should assume not only the use of grammatical rules, but also sociocultural 

contextual characteristics to produce both the social and referential meaning of language 

(Ohno, 2006). 

 

Despite the fact that various authors have proposed different frameworks to describe 

communicative competence, adding several sub-competencies, the model most used today 

is the one proposed in 1980 and 1983 by Canale & Swain, and Canale, which was the first 

framework understandable that pointed towards Communicative Competence (Celce-Murcia 

et al., 1995). This model includes Grammatical Competence, Sociolinguistic Competence, 

Discourse Competence, and Strategic Competence; which were already mentioned 

previously. Therefore, I had to know more specifically what each of these sub-competencies 

referred to individually, to obtain a better understanding of the term Communicative 

Competence. 
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Sociolinguistic Competence 

 

Sociolinguistic competence adds to grammatical competence an understanding of 

how language is used in various social contexts, the social rules of use, as well as an 

understanding of culture to produce language that is appropriate in different situations. 

 

“Sociolinguistic competence requires adjusting one's grammatical forms to be 

appropriate to the setting in which the communication takes place. Attention is  

paid to such factors as the age, status, and sex of the participants and the 

formality of the setting. When one travels to a different culture, these situational 

factors may call for different speech reactions then they would in the native 

culture.” 

-Mizne (1997, p. 13) 

 

Celce-Murcia (2008), meanwhile, simplifies the definition of Sociolinguistic or 

Sociocultural Competence as: "How to express messages appropriately within the overall 
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social and cultural context of communication" which she also calls pragmatic knowledge (p. 

46). 

 

Discourse Competence 

 

Discourse Competence revolves around using language to create sense-making 

speech by selecting the correct words, arranging different clauses in a sentence, and linking 

ideas to communicate a message in a meaningful manner. This significant way of 

communication can be reflected in an oral or written text when two factors are present, 

cohesion, which affects the form, and coherence, which affects the meaning (Bagarić & 

Mihaljević Djigunović, 2007). Pérez Rodríguez (2021) explains the contribution of this 

competence to a communicative framework, comparing it with grammatical and 

sociolinguistic competences as follows: 

 

“Meanwhile grammatical or linguistic competence is in charge of the grammar, 

structures, syntactic, lexical, morphological, and phonological features, and 

sociolinguistic competence is in charge of cultural background of the language 

used in context, discourse competence is in charge of the extended use of 

language in contexts, this means, linking ideas to create sentences or 

utterances for a meaningful communication.” 

- Pérez Rodríguez (2021, p. 41) 

 

 

Strategic Competence 

 

Strategic Competence could be defined as a set of verbal and non-verbal skills that 

promote communication in a natural environment, even when the speaker may have 
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spontaneous problems in the performance of one or more skills within the communicative 

competence. According to Celce-Murcia (2008), Strategic Competence is “an available  

inventory  of  communicative,  cognitive,  and  metacognitive  strategies  that  allow a skilled 

interlocutor to negotiate meanings, resolve ambiguities, and to compensate for deficiencies 

in any of the other competencies”.  

 

Some of these strategies are the use of paraphrasing, repetition, change of register 

or style, guessing, modification of messages, change of grammatical structures, among 

others, as mentioned by Bagarić & Mihaljević Djigunović (2007). To these are also added the 

use of filler words, as well as elicitation to obtain help from another interlocutor, for example. 

 

Linguistic Competence 

 

 

Linguistic Competence, also called Grammatical competence, refers to a speaker's 

knowledge of the phonology, morphology, lexicon and syntax of the language, which results 

in the accurate use of the language by forming pieces of the language that are grammatically 

correct. In the words of Alptekin (2002) "it is the native speaker’s knowledge of the syntactic, 

lexical, morphological, and phonological features of the language, as well as the capacity to 

manipulate these features to produce well-formed words and sentences".  

 

According to Jalolov (2015) aspects such as grammar, vocabulary, phonetical, 

phonologic and the stylistic knowledge of a language fall under this competence. Gascoigne 

(2005) adds morphology, syntax and mechanics to the aspects within the linguistic 

competence. It can be said, then, that linguistic competence is the knowledge of all the 

aspects of language that deal with it in its technical and patterned form. 

 



33 
 

Erkulova (2021) understand there are different approaches to what Linguistic or 

Grammatical Competence means depending on the author one may read, thus defines the 

concept as follows:  

 

“...the ability to use syntactic concepts (predicativity, syntactic means of 

communication in a sentence and a text, ways of distinguishing between the 

members of a sentence);  as an opportunity to operate with knowledge about 

the main forms of realization of the relationship between the subject and the 

predicate, about the main features of the syntactic structure of the sentence 

(intonational design of the sentence, the relative completeness of the 

utterance), about the types and classification features of sentences, ways of 

expressing the main and secondary members of the sentence”  

- Erkulova (2021, p. 100) 

 

 

1.4.3 Aspects of Grammar  

 

There are multiple definitions of what grammar entails, depending on the author. To 

understand the different aspects of grammar, it is necessary to first understand what the 

term means. Although grammar could generally be thought of as the use of rules for the 

purpose of using language correctly, however, Chung & Pullum (n.d.) define grammar as 

"simply the collection of principles defining how to put together a sentence". For his part, 

Harmer (2007) gives a brief definition when he mentions that "Grammar can thus be partly 

seen as a knowledge of what words can go where and what form these words should take" 

(p. 32). 

 



34 
 

From Harmer's definition, two significant concepts can be found, which are Word 

Order and Word Structure, which are also proposed by Chung & Pullum. To these concepts, 

knowledge of words, or Vocabulary, will be added, taking into account the proposition of Ur 

(1996), who mentiones words as one of the basic units with which grammar deals; and 

Jalovov (2015), who mentions vocabulary as one of the components of the Linguistic 

Competence. After comparing the definitions provided above by different authors, it can be 

said that grammar is the study of the rules surrounding words and the order they take within 

a sentence. 

 

Freeman & Freeman (2004, p. 206) give four variant definitions of what Grammar 

means, based on Weaver’s work (1996). These definitions are: 

 

1. grammar as a description of syntactic structure 

2. grammar as prescriptions for how to use structures and words 

3. grammar as rhetorically effective use of syntactic structures 

4. grammar as the functional command of sentence structure that enables us to 

comprehend and produce language 

 

As a result of this fourth definition, we understand Grammar not only as the 

correctness of language, but as an essential element to understand and communicate ideas. 

In this way, grammar not only has an impact on form, but also on meaning (Larsen-

Freeman, 2001). Having said this, the concepts that are taken as fundamental aspects in 

this paper regarding linguistic-grammatical competence are: Vocabulary, Word Structure, 

Word Order, and Grammar Mastery for Reading Comprehension. 

 

Vocabulary 

 



35 
 

One of the aspects that are usually related to proficiency in a language, although it is 

not the only determining factor, is the range of vocabulary that one has in it. Vocabulary is 

defined as all the words in a language that are familiar and used by a person to 

communicate with others (Lestari, 2005). 

 

The word vocabulary is generally related to the linguistic concept of Lexis. As an 

example, Harmer (2007) refers to Lexis as "the technical name for the vocabulary of a 

language" (p. 33). Kolanchery (2014), for his part, mentions that the concept of Lexis is 

bigger, since it involves not only isolated words, but also aspects such as collocations and 

chunks (p. 18). 

Regardless of the vision that one has regarding this, it is clear that both concepts are 

closely related and refer to a certain degree, to the knowledge of the existing words in a 

language. 

 

Kolanchery (2014) separates vocabulary knowledge into two: Productive and 

Receptive. The Productive vocabulary includes all those words that an individual is capable 

of using autonomously in daily communication, while the Receptive vocabulary is made up of 

the words that an individual is capable of recognizing and understanding when exposed to 

an oral text and written, but is unable to use on their own. 

 

The importance of vocabulary in learning a new language lies in the fact that "limited 

vocabulary in a second language prevents successful communication" (Alqahtani, 2015, p. 

22). This means that an individual who does not have a good set of words within their 

vocabulary knowledge is prone to encounter barriers in communication, either as a sender or 

receiver of the message. However, this interruption in the flow of communication may be due 

to different components of vocabulary knowledge, which are: Form, meaning and use (Kiliç, 

2019). These are defined as follows: 
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“‘Form’ involves knowledge of the spoken and written forms of a word in 

addition to the ability to recognize its parts. ‘Meaning’ is interpreted as 

understanding the form-meaning relationship, concept and referents that a 

word signifies, and its association with other words. Finally, ‘use’ refers to 

knowing the grammatical functions of the word, the collocations of the word, 

and the constraints on the use of the word.” 

- Kiliç (2019, p. 135) 

 

Of the above definitions, this paper will focus mainly on meaning, which, according to 

Harmer (2007), is "the least problematic issue of vocabulary" (p. 35). The meaning of words 

is generally defined by the way in which it is related to other words, taking as an example 

synonyms, antonyms or hyponyms (Harmer 2007). Later, he lists some useful strategies for 

focused vocabulary instruction, including some such as the use of pictures, drilling activities, 

and Word mapping.  

 

Vocabulary as a fundamental aspect in the development of this project is due to the 

fact that students are expected to be able to assimilate the meaning of key words related to 

the topics, so that, when they find them in a reading, they are able to remember the meaning 

and pay attention specifically to those parts, which is expected to promote their 

understanding. Some of the strategies mentioned by Hammer were used in the project in 

order to attend to the presentation and reinforcement of vocabulary; specifically, word 

mapping and pictures. 

 

Word Structure 

 

After delimiting the meaning of Vocabulary, it is important to mention the fact that 

words are not the smallest unit of measure, in fact, the morpheme is the smallest unit which 



37 
 

has meaning (Broekman & Marshall, 2021), and all words they are composed of one or more 

morphemes, although these by themselves cannot be defined as words. The study of how 

words are formed, and how they can change to express different meanings is known as 

morphology (Harmer, 2007, p. 32). 

 

 However, due to the fact that morphemes is an extensive subject, and the time for 

the application of the intervention is limited, coupled with the fact that the level of English of 

the students is low, this concept is used mainly to refer to verbal conjugations, especially in 

the past simple. 

 

Hickey (2005) gives his definition, adding that “Morphology is the study of words, 

their internal structure and the changes they undergo when altered to form new words (word 

formation) or when they have different roles within a sentence (grammatical inflection).” (p 

13). He also proposes a diagram showing the difference between these two morphology 

categorizations. It can be seen that the verbal conjugation falls into the inflectional 

morphology, since by modifying the base forms of the verbs, they do not change their 

meaning precisely. 

 

 

 

Harmer (2007) exemplifies the importance of morphology in the meaning of words by 

mentioning verb forms. For example, by making a regular verb end with the suffix 'ed', it is 

understood that the action represented by the verb took place in the past. In the same way, 

adding the suffix 'ing' expresses continuity in the action that the verb represents. This 
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situation was addressed in the intervention by providing students with a large number of 

examples of simple past tense sentences. In addition, through a list of verbs (Appendix K), 

students had the opportunity to check verbs, their meaning, and their conjugations. 

 

In addition to the 'ed' suffix to indicate past tense, Hickey (2005, p. 15) mentions 

inflections as part of the morphology, which can be found when vowels and consonants are 

altered to denote a change in tense. Are precisely these exemplifications made by Harmer 

and Hickey that encompass what the concept of word structure represents in this research. 

 

Word Order 

 

The order of words in a sentence is defined by a linguistic concept called syntax. 

Hammer (2007) defines this concept as "a system of rules... which says what can come 

before what and which order different elements can go in." (p.32). Broekman & Marshall 

(2021), define the same concept as "the rule set of the language under study, concerned 

with how words and morphemes can be combined into larger expression units, often referred 

to as sentences" (p. 3).  

 

The intention of taking the word order as a key concept in this project is due to the 

fact that in the diagnostic phase it was observed that the students put words at random in 

the sentences. For this reason, students were provided with a basic model for word order 

created by me. (Appendix L) 

 

 For his part, Hickey (2005) states that "Syntax concerns the possible arrangements 

of words in a language. The basic unit is the sentence which minimally consists of a main 

clause (containing at least a subject and verb)." (p. 14). From this definition, and according 
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to the level of the students, the objective was set for students to be able to analyze and 

produce sentences that contain at least one main clause. 

 

As can be seen from the various definitions above, the arrangement of words in a 

sentence is defined by syntax, and generally these words take their place according to the 

word class to which they belong. That is, each word has a specific position in a sentence, 

depending on whether it is a noun, verb, adjective, preposition, adverb, article, among other 

parts of speech (Broekman & Marshall, 2021). 

 

Generally speaking, in the English language, sentences begin with a subject, which 

can be a pronoun, personal name, or noun, followed by a verb and then a direct object. 

Adjectives generally come before the noun they describe, as well as the modal verb 'will', 

which expresses the future, is usually positioned just before the action verb. Understanding 

these syntactic concepts is important, since the development of this linguistic aspect is 

directly related to text comprehension, according to Matohardjono, et al. (2005). 

 

Broekman & Marshall (2021) distinguish between two approaches to the study of 

syntax. The first, which is given the name 'deep structure', refers to the non-visible structure 

in sentences, while the second, also called 'surface structure', refers to the relationship 

between the visible components of a sentence. (p. 4). It is this latter approach to syntax that 

serves the purposes of study in this paper. 

 

Grammar Mastery for Reading Comprehension 

 

As mentioned above, grammar involves knowing the structure of words and the order 

of words in a sentence. Knowing the rules that govern language not only has repercussions 

on the form, but also on the meaning. The understanding of the rules on how words undergo 
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changes, and how they are arranged in sentences to express ideas, is known as Grammar 

Mastery (Wersi Murtini, 2013). During the intervention, students were provided with 

readings, which were designed to draw students' attention to certain linguistic items. 

However, it was important for students to understand the meaning of these items in the 

context of the readings, since knowledge of grammar influences the ideas expressed. 

 

Grammar Mastery is generally linked to productive language skills (Wersi Murtini, 

2013) (Syam, 2017), however, knowledge of grammar rules is also linked to receptive skills. 

According to Andini et al. (n.d.) "Grammar is what enables someone to understand the 

words and sentences” (p. 4). It is understood, then, that reading comprehension is greatly 

influenced by knowledge of the lexis, morphology and semantics of language. 

 

Therefore, activities were designed in which the students attended to linguistic forms 

and aspects, such as vocabulary and verb tense, aiming that the understanding of these 

aspects would also influence reading comprehension. These activities in which the students 

make use of the different linguistic aspects to understand the written language can be seen, 

both in the development of the classes, and in the application of the exam. 

 

Supporting the ideas stated before, Melo (2002) defines the relationship between 

grammar and reading comprehension, mentioning that: 

 

 "In order to read and write, or rather, to make sense of what one reads and 

what one writes, it is not only necessary to understand the grapho- phonic 

relations and orthographic rules of the language, but also to make use of 

lexical, syntactic, semantic, morphological and pragmatic information." (p.1) 

- Melo (2002, p.1) 
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The ability to use knowledge about the internal structure of a sentence is a necessary 

beginning for readers, especially those who are beginning. In fact, those who have greater 

sensitivity in the knowledge of morphological, syntactic and semantic structures, have 

greater opportunities to understand written language, and not only that, but also show more 

ease in deciphering the meaning of new words according to the context, and apply new 

grammatical refrains based on prior knowledge of others. (Melo, 2002) 

 

Based on the above definition, knowledge of grammar and the aspects that it entails 

can be understood as a determining factor in the application of prior knowledge to 

understand texts. In the same way, Andini et al. (n.d.) mention that "Knowing grammar can 

help students to comprehend what the text means correctly. Therefore, it can be assumed 

that the higher a student's grammar mastery is, the higher the reading comprehension 

student will be." (p.4) 

 

As an example, in the application of the test, which will be discussed in depth later, 

students were asked to read a text and answer whether certain actions belonged in the past, 

in the present, or in the future. This exercise aimed to find out if the students were capable of 

locating an action in time, taking the verb conjugation as an indicator. 

 

For purposes of this research, the term Grammar Mastery for Reading 

Comprehension will be used to refer to the ability of students to use their knowledge of 

vocabulary, word structure, and word order in a sentence, in order to understand the content 

of a text; that is, the meaning of the sentences within, identifying aspects such as the parts 

of speech to recognize the subject, action, object and complement, as well as verb tense. 

 

I.4.4 Focus on Form Instruction 
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There are many approaches and methodologies to teaching English, all of which 

view language learning in different ways. Some see language as something to be taught 

systematically, while others advocate meaning-based teaching by exposing students to 

input. Since the advent of Communicative Language Teaching, there have been criticisms of 

form-focused language instruction. In response, Ellis (2015) says: 

 

"meaning-focused instruction that supplies learners with plentiful input that 

they can understand is effective in developing oral skills. However, there is 

also evidence to suggest that such instruction is not successful in enabling 

learners to achieve high levels of linguistic and sociolinguistic accuracy" 

- Ellis (2015, p. 3)   

-  

In order to address this problem, researchers who believed that language is better 

learned when explicit instruction of form is combined with communication started looking for 

alternatives. One of them is what is known as Focus on Form Instruction.  

 

Long (1991) argues that Focus on Form Instruction is a type of approach to language 

instruction that maintains as its main objective the importance of using language for 

communicative purposes in an authentic environment. Van Patten (1990) believes that it is 

difficult for language learners to pay attention to form and meaning at the same time, and 

they prioritize meaning over form when engaging in communicative activities.  

 

The need for an instruction that can draw learners’ attention to form in activities that 

require communication as believed by VanPatten. However, the way to carry out this 
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communication process is through language patterns that are acquired by teaching grammar 

in context. As an example, in the lessons developed during the intervention, students were 

given tasks that required understanding texts, however, grammatical forms and aspects 

such as vocabulary and word order were implicitly presented. 

 

Poole (2005) finds in the instruction proposed by the Focus on Form approach a 

similarity with the instruction and the syllabi used by methods such as the Audiolingual 

Method and the Situational Language Teaching. Nevertheless, through Focus on Form 

Instruction the learners may cover at the same time in one communicative event the form, 

meaning and use of the language. This is the factor that distinguishes this approach from 

other teaching methods according to Doughty (2001). 

 

It is important to mention here that Long differentiates between Focus on Form and 

Focus on Forms (1991). On the one hand, he defines Focus on Forms as the teaching of 

pre-established grammatical elements from a structural syllabus. This teaching is oriented 

towards learning grammatical forms gradually, while learning them one by one. On the other 

hand, he mentions that Focus on Form "overtly draws students’ attention to linguistic 

elements as they rise incidentally in lessons whose overriding focus is on meaning or 

communication." (p. 46) 

 

As can be seen, Long believes that a Focus on Form Instruction can only be 

considered when attention to grammatical and linguistic items appears incidentally and 

spontaneously. In addition, Long (1997) coined the concept of Focus on Meaning, which is 

described as instruction based on teaching language incidentally, by notifying implicit 

aspects of language in content-based courses. 
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Following this path, Long (2000, p .36) categorizes these three concepts and points 

out the similarities between them with other types of approaches, methods and procedures, 

and types of syllabus: 

 

Ellis (2016) proposes his own definition of Focus on Form Instruction, in which he 

categorizes it as a set of techniques that aim to highlight linguistic forms within a 

communicative activity, rather than an approach. Textually, the following is said: 

 

“Focus on form… is not an approach but rather a set of techniques deployed 

in a communicative context … to draw attention implicitly or explicitly and 

often briefly to linguistic forms. The focus on form may be pre-planned and 

thus address a predetermined linguistic feature(s) or it can be incidental. 

Focus on form activities can involve both production and reception. They can 

be found in both explicit and implicit approaches to language teaching. They 

can also occur before a communicative task is performed or while it is being 

performed.” 

- Ellis (2016, p. 7) 
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Ellis further proposes a model in which activities can take place within Focus on form 

Instruction. It is mentioned that the linguistic approach can be planned in advance, or arise 

on the spot. Attention to form can be explicit or implicit, and can appear before, during, or 

after the performance of a communicative task. Harmer (2007) somehow agrees with Ellis 

proposal, and argues that: 

"Focus on form occurs when students direct their conscious attention to some 

feature of the language, such as a verb tense or the organization of 

paragraphs. It can happen at any stage of a learning sequence as the result 

of intervention by the teacher, or because students themselves notice a 

language feature."  

- Harmer (2007, p. 53) 

 

It is in this way that Ellis expands the definition of Focus on Form and aligns it to a 

certain extent with the concept of Focus on Forms, being the type of interaction what makes 

the difference. That is, the more attention to form the activity requires, the more obtrusive it 

is considered in the communication process, which is more in line with the definition of 
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Focus on Forms. In the same way, the less communication obstruction required by the 

applied technique, it is considered Focus on Form. 

In this way, it is proposed that both concepts are part of a continuum, and it is 

possible to move between them, depending on how explicit or implicit the attention to form is 

during, before, or after the tasks (Ellis, 2016, p. 6). It is this definition proposed by Ellis, 

which has been taken into account to structure the present intervention process. 

Regardless of whether the instruction is explicit or implicit, Focus on Form seems to 

be effective in language learning, and it is mentioned that "using both explicit and implicit 

focus-on-form strategies can promote language learning" (Spada, 1997, as cited in Afitska, 

2015, p.6).  

The main advantage of using Focus on Form is that it contributes to students' 

acquisition of accuracy in situations in which the instruction is based on meaning (Yu, 2013, 

p. 20). That is, Focus on Form can be used in communicative scenarios to further develop 

the correct use of language. 

Focus on Form Instruction has been researched and tested in different countries. 

These studies have been successful in testing the efficacy of this approach to language 

teaching. However, as Poole (2005) comments, the studies in which Focus on Form have 

yielded positive results have been carried out in optimal contexts in first world countries. He 

argues that the success of this approach in these contexts is due to the fact that there are no 

significant limitations that can obstruct or hinder the learning of a language, such as crowded 

classrooms, lack of materials and infrastructure, or poor teacher training. 

Macías (2011), for his part, proposes this approach to language as an effective and 

potential alternative to improve the practice of teaching English in Colombia, which has a 

socioeconomic and cultural context similar to that of Mexico. This comes in hand with 

Poole’s view that research “need to take place in more diverse cultural and socioeconomic 
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circumstances in order to determine whether or not focus on form instruction is appropriate 

for different groups of learners.” (2005, p. 53) 

 

1.4.5 Techniques in Focus on Form Instruction 

 

A similarity can be found between what was proposed by Ellis about the nature of 

Focus on Form as a series of techniques instead of an approach, and what was proposed by 

Doughty & Williams (1998) about the application of Focus on Form Instruction, where they 

make a list of techniques that attend to the form and categorize them by levels of 

obtrusiveness; that is, the more explicit attention to form the activity requires, the more 

obtrusive it is considered, since it interferes more with the flow of communication. 

 

 

 

As can be seen in the chart, a series of techniques are listed and they are assigned a 

degree of obtrusiveness, which is greater the lower the technique is. In the first techniques, 

in which the degree of obtrusiveness is lower, there is no explicit explanation of the shapes, 

but rather it is about directing the students' attention to them in different ways. On the other 
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hand, in the lower techniques, there is an explicit instruction of the form, either as a 

preparation prior to the development of a task, or as a correction when the task is being 

developed. 

 

Although Doughty & Williams (1998) list eleven techniques (Input flood, Task-

essential Language, Input enhancement, Negotiation, Recast, Output enhancement, 

Interaction enhancement, Dictogloss, CR tasks, Input processing, Garden path), only three 

of them will be considered in this project: Input flood, Task-essential language, and Input 

Enhancement. 

 

Input flood 

 

According to Doughty & Williams (1998), Input flood refers to the technique of 

providing students with a vast number of examples, in which the form desired to be noticed 

by students appears. In this way, students have the opportunity to unconsciously notice the 

form, use and meaning of the sentences used, in written or oral form. However, it is 

mentioned that this technique is too implicit, and may not be very effective, especially if 

students do not have a high metalinguistic language level. 

 

However, this technique was used in several readings provided to the students, with 

the intention that they begin to notice grammatical patterns while doing activities. The 

purpose of these readings was often directed toward modeling the language as there was 

not much time for formal explanation and completion of assignments. 

 

Task-essential language 
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Task-essential language refers to the technique of giving students a task that 

requires the use of a specific linguistic item, which gives students the opportunity to notice 

the use and meaning of the form at hand, during meaningful communication, as well as 

giving them the opportunity to produce language using the form (Doughty & Williams, 1998). 

 

This technique was chosen because one of the main objectives of the didactic 

sequences was for the students to understand and begin to produce sentences in the target 

language, using certain linguistic aspects addressed in the classes. Thus, when asking 

students to list the activities they would carry out on a hypothetical trip, they would have to 

carry out the communicative activity using the simple future tense, to give an example. In the 

same way, when asking students to order the events in a story, they would have to write 

sentences using the simple past tense. It should be noted, that in these examples, using the 

grammatical forms is not the end of the students, but a necessary means to achieve a 

communicative goal. 

 

Input enhancement 

 

The input enhancement technique is similar to the input flood technique in that both 

make use of exemplification of the form, whether written or oral. However, in Input 

enhancement, the teacher makes sure to highlight important parts of the text to draw 

students' attention to those aspects, which are often the most relevant. In the case of using 

written texts, there are several ways to attract students' attention to the form; underlining, 

capitalizing, and coloring, are some of the examples proposed by Nassaji & Fotos (2011). 

 

This technique, similar to the input flood technique, was used on readings. However, 

this technique was present mainly in longer readings in which students could get lost. In this 



50 
 

way, important parts of the reading were highlighted that could attract the attention of the 

students, not only to the form, but also to the information necessary to complete the tasks. 

 

1.4.6 TBL Method 

 

Task Based Learning is one of the methodologies currently used in the field of 

language teaching, which originated in the late 1980's and gained popularity in the 1990's 

(Sánchez, 2004). The claim of this methodology is that learning a language is not achieved 

through traditional techniques in which the student adopts a passive role, but students must 

be engaged in instructional tasks that result in communication (Richards, 2006). 

 

The main purpose of the Task Based Learning methodology is for students to acquire 

language by using it as a vehicle to solve tasks as a final outcome, instead of the outcome 

being language itself. Harmer (2007) says in this regard that "Task-based learning has at its 

core the idea that students learn better when engaged in meaning-based tasks than if they 

are concentrating on language forms just for their own sake." (p.53) 

 

As suggested by Willis (1996), Task Based Learning is made up of three main 

stages, which can be divided into sub stages. These are: 

● Pre-Task 

● Task Cycle 

● Language Focus 

 

In the Pre-Task, the teacher introduces concepts, words or phrases that may be 

useful to understand the task more broadly, as well as to carry it out. Richards (2006) 

mentions examples of activities that can be carried out in this stage, such as brainstorming, 

visual representation with images, and reading parts of a text in case the task is based on 
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one. This stage can be seen in the didactic sequences of this intervention when vocabulary 

was presented through brainstorming and the use of word maps. Another use that was given 

to this stage was to assign topics to the teams, such as stories or travel destinations through 

dynamics. 

 

In the Task-Cycle stage, the students, generally arranged in pairs or in small groups, 

carry out the selected activity, which can be a Pedagogical Task, or a Real-life Task. The 

first refers to activities that require attention to a particular linguistic aspect, such as 

grammar or vocabulary, and that are not generally found in everyday life, but require 

interaction and communication to be solved. The second, on the other hand, refers to tasks 

that can be found in real life, such as making plans or lists, sharing personal opinions, 

among others (Richards, 2006). During this stage, the teacher is expected to monitor the 

students. 

 

During the interventions, both pedagogical and real-life tasks were presented, often 

integrated into one. For example, when reading a text, students were asked to identify 

specific vocabulary and phrases to understand the content. However, the ultimate goal of the 

activity was to tell a story or plan a trip, for example. 

 

Once the Task is finished, the students plan a report of the activity. This can be 

written or spoken, and the focus is on accuracy, organization, and clarity (Richards, 2006). 

However, the correction is not present until the final stage, Language Focus. In this, 

attention is directed specifically to features of the language that have been relevant during 

the previous stages, according to Harmer (2007). 

 

This stage can be found in the didactic sequences, more as a socialization of the 

results obtained than as a formal explanation. The emphasis on linguistic forms was 
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intended to be done through the input enhancement technique. Additionally, in this stage it 

was expected to make corrections in the students' productions if necessary. 

 

Harmer (2007) says that there are two models in which the TBL methodology works. 

In both, the tasks are the blocks of the language course, which means that the completion of 

these tasks is the ultimate goal of the teaching. However, the difference is in the focus on 

language. Students may focus on linguistic aspects at the time of carrying out the activities, 

or as a product of having completed them. On the other hand, it is possible that the students 

carry out the tasks after having received instruction in a certain language that may be useful 

to them when completing the activities. Both application forms are valid and apply as Task 

Based, as long as the language is seen as a means to perform the tasks. 

 

Following what Harmer said, attention to language can be implicit, while students 

perform the activity and notice linguistic features, or explicit, before engaging in the task. 

Celik (2017) goes ahead with this assumption, recognizing the benefit of choosing pre-

determined forms and languages for lessons, and states that "If teachers prepare 

grammatical structures and vocabulary which learners need to perform their tasks in the pre-

task stage, the language difficulty learners might face is minimized." (p.107) 

 

In the case of this project, a model was used in which the focus on language 

appeared during the process of completing the activity, without giving prior instructions 

regarding the forms that the students could find. The only explicit part of the instruction in the 

sequences took place in the pre-task stage, in classes one and four, in which new 

vocabulary was introduced and its definitions exemplified. Thus, the students deduced the 

linguistic aspects as they found them during the activity, asking me for help when necessary. 

 

Likewise, aspects such as vocabulary and grammatical structures were defined 

before the application, and were implicitly integrated into the tasks. However, these aspects 
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were not present in the explanation of the topics until the students were able to deduce 

them. Then, a dispelling of doubts or a more complete instruction was provided. 

 

1.5 Action plan and intervention: intention, lesson plan, actions, observations, 

evaluation, and reflection 

 

To guide the following research, there were different key questions that were 

intended to be answered, related to the subject of study, which was the development of 

linguistic competence. These questions were focused, in one instance, on the implications 

that the intervention could have in the       learning of the students, and in another 

instance, the implications it could have on the professional development of my teaching 

practice. With this in mind, the questions posed were as follows: 

 

● What aspects of the Linguistic Competence can be favored by using Focus 

on Form Instruction with secondary school students? 

 

In the research carried out by Saeidi et.al (2012) it was concluded that the use 

of Focus on Form Instruction has a positive impact on the learning of an L2, specifically 

on the acquisition of vocabulary. Starting from here, there was an interest in knowing 

what other different aspects of linguistic competence could be favored using this 

teaching approach. 

 

● How does the development of different aspects within the Linguistic 

Competence affect communication L2 within the classroom? 

 

Noting the results obtained in the analysis in which the students mentioned the 

lack of knowledge in how to structure sentences as an obstacle to communicate in 
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English, it was intended to know the relationship between the development of specific 

aspects within the linguistic competence and communication in the target language. 

 

● How well does Focus on Form Instruction work in the context of a public 

Mexican secondary school? 

 

Poole (2005) points out that Focus on Form Instruction reflects positive 

results in learning a language, however, it emphasizes the fact that the context in 

which these investigations have been carried out is optimal, and encourages not 

to generalize results due to this situation. Facing this, it was expected to know 

what would be the results of the application of this approach in the context of a 

public secondary school in Mexico.   

 

● What advantages could be found when using Focus on Form Instruction 

in my professional practice? 

 

As mentioned above, one of the main objectives of the intervention was to know 

the implications that Focus on Form Instruction could have in the development of the 

Linguistic Competence of secondary school students, and how this would affect 

communication. In addition, it was intended to know what advantages I could find in the 

use of this approach, with the objective of finding useful strategies to implement in my 

subsequent teaching practice to add to my professional development. 

 

In the following section, the intervention plan will be described and linked to the goals 

that were intended to achieve in order to reinforce the aspects of the linguistic competence 

previously mentioned. 
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The purpose of the proposal was to work on specific aspects of the linguistic 

competence, such as: vocabulary, grammar mastery for reading comprehension, word order 

and word structure. These aspects were evident in the implicit activities of the lesson plan 

(Appendix M), which had a communicative purpose that attended to the current English 

topics in the study plans and programs.  

 

There were two topics developed within the lesson plan, the first being "Classic 

Tales", and the second "Travel Itinerary". In each of the individual plans, some of the 

previously mentioned aspects of linguistic competence were attended, with the aim of 

helping students to develop them. Heading to the end of the intervention, an exam 

(Appendix N) was applied to measure quantitatively the understanding of the topics and the 

impact the intervention had in the development of the specific aspects of the linguistic 

competence.  

 

Due to the nature of the intervention, the lessons were planned using the Task Based 

Learning Methodology as reference. This was decided since it was intended that students 

could use prior knowledge about the language to carry out communicative activities, as well 

as using time to reflect on the form, as stated by Willis & Willis (1996). 

 

1.5.1 Classic Tales 

 

The first part of the didactic sequence was the one that refers to the topic of classic 

tales. The specific competencies of the plans and programs to be developed were the 

following: 

  

● Select and review classic stories 

● Understand the general meaning and main ideas of classic stories 
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● Express key events orally 

● Rewrite key events. 

 

For this topic, students were expected to be able to re-formulate a classic tale based 

on vocabulary related to classic tales, and write sentences to express ideas in the past 

simple in order to guide an oral performance. The productions of this topic were planned to 

be both oral, through a presentation, and written, by completing graphic organizers, notes, 

and ideas for a story. 

 

Lesson 1: Shrek’s story 

 

The first lesson of the didactic sequence was planned to be mainly oriented to the 

assimilation of vocabulary related to the topic of classic tales and verbs in the Simple past 

tense. Due to this, resources aimed precisely at the focus on Vocabulary and Word Structure 

were integrated. The way Focus on Form Instruction could be found this session is through 

the use of the Input enhancement strategy. 

 

By the end of the first lesson, students should be able to identify the parts of a classic 

tale and to understand general ideas incorporating new vocabulary related to classic tales. In 

order to achieve the purpose stated above, the following activities were expected to be 

carried out: 

 

As an introduction and to catch students’ attention and activate knowledge, a poster 

of the Shrek movie was selected. Students were expected to identify vocabulary from the 

movie featured on the poster. Students then, with help of the teacher, were going to be 

asked to brainstorm important parts of the Shrek movie in order to create a mind map on the 

board. The concepts on the mind map for students to complete were: Protagonist, Sidekick, 
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Villains, Secondary characters, and Setting. According to Betancur (2014, p.76) “mind 

mapping strategies help students to organize and structure their thoughts by designing a 

visual representation of an idea or a concept”. 

 

This activity was implemented so that students can assimilate words such as sidekick 

or setting, for example, by categorizing them and using examples to illustrate their meaning. 

Rekrut (1996, p. 66) mentions mind mapping as an effective method that uses students' prior 

knowledge to introduce vocabulary.  

 

Once the mind map was completed, it was planned for students to gather in teams 

and read an adapted and shortened version of Shrek, the original story by William Steig 

(Appendix O). As they read, they were asked to try to identify the key events in the story 

(Introduction, problem, climax and outcomes), as well as concepts they might not 

understand very well. The purpose of the reading was for students to identify the general 

meaning of the text, as well as specific information, and to expose learners to input in the 

target grammar, which according to the topic, was the simple past. Students had already 

seen the simple past, but they were not able to use that knowledge on their own. In this 

activity, past tense verbs were in bold, to draw students' attention to the verb form. 

 

To help students understand the reading, they were going to be provided with two 

support materials (Appendix P). The first will was a sheet with a glossary, which included 

words that could be difficult to understand, with a more detailed explanation of these, with 

the aim of getting students to better understand the meaning of the text. Students were 

expected to include in this glossary additional words that they could find confusing. This 

technique, in which specific glossaries are created for the readings, is called glossing. Ertürk 

(2016) comments on the use of glossing as a useful strategy that supports the assimilation 

of the language by students, without the need to interrupt the reading comprehension 

process. 
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The second support design was a series of flashcards, in which each paragraph of 

the story could be visually represented, a total of eight. In this way, students could use the 

images to understand more clearly the central idea of the paragraph they were reading, as 

Roslina (2017) mentions that using images contributes to the reading process, since 

students can more easily recognize known words by seeing their visual representations, as 

well as use these representations to relate them to unknown words in the text. 

 

To organize information presented in the text and check understanding, students 

were given a worksheet that they answered in teams (Appendix Q). In said worksheet, there 

was a chart with the categories of the mind map that students would have to complete 

according to the information in the reading, adding the concepts of problem, climax and 

outcome. 

 

This part of the lesson addressed both, assimilation of vocabulary, and reading 

comprehension, as students had to remember the meaning of each concept within the chart 

in order to place the right information in each of the categories. The chart was used as a 

modification of the Frayer Model (1969), which focuses students' attention on the meaning of 

concepts after exemplifying them. However, the definitions were implicit and non-examples 

were not used for this activity. 

 

The use of brainstorming as a means to activate previous vocabulary, as well as to 

understand relevant concepts in the topics, was planned to be recurrent, since these 

techniques facilitate the productive formation of grammatical competence, as proposed by 

Erkulova (2021). 
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Lesson 2: Three Classic Tales 

 

The second lesson was focused mainly on the Grammar Mastery for Reading 

Comprehension aspect, an aspect that is also present in a certain way in lesson one as the 

product of working with readings. However, what was sought in this lesson was that students 

were able to recognize syntactic patterns to understand a text, according to Raudszus 

(2021, p. 402), who states that “comprehension relies on the representation of words in 

memory (vocabulary), access to those representations (decoding), and the ability to 

integrate them into sentences (syntax)”. The Focus on Form Instruction techniques 

implemented in this lesson were Input flood and Task-essential language. 

 

By the end of the second class, students were expected to be able to modify key 

aspects of a classic story, such as the characters, setting, problem, climax or outcome. In 

order to achieve the purpose stated above, the following activities were planned out: 

 

At the beginning of the lesson, a series of images alluding to classic stories would be 

presented: Pinocchio, Three Little Pigs and The Lion and the Mouse. Students were 

expected to try to guess which classic story corresponded to each picture. The purpose of 

this activity was to catch students’ attention and activate knowledge, as well as introducing 

the stories the class was going to revolve around. In teams, students would choose one of 

the three stories mentioned previously. Then, students would be provided with the 

corresponding stories, however the stories were presented disorganized by paragraphs 

(Appendix R).  

 

The objective of this activity was for students to be able to recognize words and 

chunks such as "Once upon a time", "there was a time", "This is the story of…", for example, 

as indicators of the beginning of a story, as well as "lived happily ever after" as an indicator 
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of the ending, among others. By using their prior knowledge of the stories and identifying key 

words or ideas, students were expected to organize the paragraphs in the correct order. 

 

In this section, the students were not given the visual support of the images, as the 

goal was that the students could understand the story only through the text and the words in 

it. Added to the fact that on this occasion, the readings consisted of four paragraphs, so 

understanding the general ideas should not be too complicated.  

 

Apart from reading, the students were going to be given a table (Appendix S) in 

which they had to write down the key words or concepts that served them in order to arrange 

the paragraphs in the correct order. This would help to know what phrases or words the 

students were able to recognize in order to understand the meaning of the text. 

 

After arranging the story in order, students were provided with a graphic organizer to 

detail the characteristics of their respective stories similarly to what they were expected to do 

in the previous class. Then, they would be asked to change one or more aspects of the story 

(characters, setting, outcome, etc.) in order to create a new original story. At the end of the 

class, students would be informed that they were going to be asked to bring material for the 

elaboration of a poster or cover for their original story. 

 

This action was taken after Malamed (2012, as cited in Oanh, 2021, p. 484) who 

mentions five stages for reading comprehension using chunks. Stages number one and four 

were specifically used, which talk about dividing a text into paragraphs with the intention that 

students could fill out a graphic organizer that would provide information about each 

paragraph, and then rewrite the sentences. 
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Lesson 3: Original Tale 

 

By the end of the third class, the Focus on Form Instruction techniques implemented 

in this lesson were Input flood and Task-essential language. Students should be able to 

select and write key phrases to present a story, both in written form and orally. The main 

aspects of the Linguistic Competence addressed in this lesson were: Word Structure and 

Word Order, since students were expected to choose and produce sentences with the 

correct organization and verbal tense. With the purpose of achieving the goal stated above, 

the following activities were designed: 

 

The class would start with a presentation about the original story “Shrek”, aided by 

material previously used in class. Students should find useful phrases or expressions for 

their own presentation. Once the students had gathered useful phrases for their 

presentations, they were going to be asked, as teams, to create an illustrative image of their 

story. They could use their own homework materials to design it, and the Shrek poster as a 

guide. 

 

To write sentences that could be helpful for the presentation of the activity, students 

would describe each stage of the story, choosing appropriate vocabulary to express the 

different ideas in their story and using the phrases or expressions gathered in the first stage 

of the lesson. Then, with the help of their poster and their graphic organizer, each team 

would choose two members who were going to present their rewritten story orally.  While the 

chosen members presented the new stories, each team would have a table in which they 

were expected to write down the changes they noticed in the stories presented, as a closing 

activity to check for understanding. 
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1.5.2 Travel Itinerary 

 

The second part of the didactic sequence is the one that refers to the topic of travel 

itinerary. The specific competencies of the plans and programs to be developed by students 

were the following:  

 

● Search and consult information 

● Compare pros and cons of ideas and proposals 

● Listen and express pros and cons to build consensus.  

 

For this topic, students were expected to be able to organize a travel itinerary using 

vocabulary revised during the week, and report a classmate’s travel itinerary using the future 

simple tense. The productions of this topic were designed to be both oral, through a 

conversation, and written, by completing graphic organizers. In the last session, an exam 

was designed to know the progress of the students regarding the topics covered during the 

intervention. 

 

Lesson 4: Trip to Japan 

 

In this lesson, a new topic different from the one reviewed the first week was 

introduced, which was Travel Itinerary. As this was going to be the first class in which this 

topic was addressed, it was designed to serve mainly as an introduction to the Vocabulary, 

also including Grammar Mastery for Reading Comprehension as a main aspect. The Focus 

on Form Instruction technique implemented in this lesson was the Input enhancement 

technique. 
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 By the end of this lesson, students were expected to scan a text related to travels 

and holidays to get the meaning of it. In order to achieve the purpose stated above, the 

following activities were planned out: 

 

To catch students’ attention and introduce new vocabulary, students would be 

presented with an image alluding to holidays. They would be asked to identify the elements 

that appeared in the image, such as suitcases, planes, passports, among other elements 

that could lead students to guess words related to trips or vacations. Students then, would 

be asked to brainstorm important elements of a trip in order to create a mind map on the 

board.  

 

The concepts on the mind map for students to complete were: Means of 

transportation, destination, activities, and accomodation. The purpose of the activity was to 

have a full-class interaction in order to review concepts and vocabulary related to trips.  

 

The dynamics in the construction of the mental map was planned to change with 

respect to the previous one in the subject of classic stories, since the participation of the 

students would be promoted using participation items, which would be relevant to the 

following activities of the week. Similar to the pre-task in lesson one, students would be 

asked to give examples that fell under each of the categories, but this time, for each 

example provided they would be given a bill with the teacher's face on it, equal to 20 fake 

dollars. They would be warned that the tickets could help them to finance a hypothetical trip 

in the next class, so it was important for them to participate. 

 

After creating the mind map, I would arrange students in teams and would give them 

a reading about a girl talking about a travel itinerary for the future (Appendix T). Students 

would also be given a worksheet, which consisted of a table and some reading 

comprehension questions below. The table was similar to the one used in the topic of 
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Classic Tales, this time featuring Destination, Lodging, and Transportation, as well as the 

activities carried out on the trip, which were separated by day and times of day. The students 

would be asked to fill in the table with the information from the text.  

 

This part of the lesson addressed both, assimilation of vocabulary, and sentence 

decoding, as students had to remember the meaning of each concept within the chart in 

order to place the right information in each of the categories. 

 

Lesson 5: Itineraries 

 

In the fifth session, the focus on linguistic competence was decided to be Sentence 

Formation and Verb Tense, since students were expected to be able to express plans using 

sentences in the simple future tense. The Focus on Form Instruction technique implemented 

in this lesson was Task-essential language. 

 

By the end of the lesson, students should be able to ask for information and answer 

using the future simple tense. In order to achieve the goal, the following activities were going 

to be carried out: 

 

To start the class, a series of images alluding to travel destinations would be 

presented along with an activity that could be carried out in each of them in a disorderly way. 

Students would try to match the picture with the corresponding activity. The destinations 

presented were chosen to be Hawaii, Spain and Italy, and these same countries would be 

used to organize the itineraries. This activity had the purpose of presenting the destinations 

that the students would work with, in addition to presenting the structure of the present 

simple using will. 
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After introducing the destinations, students would be arranged in teams and each 

team would choose one of the three destinations previously presented. They would be given 

travel guides with information about the travel destination they had chosen, with different 

options for transportation, accommodation and possible activities that could be carried out. 

Each of the aforementioned options had a price, as well as travel time in the case of 

transportation, level of comfort in the case of accommodation, and schedules in the case of 

activities (Appendix U). 

 

Students should read and agree with the option that seemed most interesting to 

them. In addition, students would be given a travel itinerary format that they would have to 

complete according to what they had agreed as a team (Appendix V). They would be asked 

to make their timetable according to the schedules of each activity. For their itinerary, each 

team must take into account the budget they had to finance the trip, which was earned in the 

previous class. 

 

After each team completed their itinerary format, students would be paired up with a 

partner from another team. They would be given a worksheet with some activities such as 

“going to the beach” or “eating local cuisine”. Students were expected to ask each other, 

using the simple future, if based on their itineraries, they would perform the activities in the 

worksheet. As they asked and answered, the worksheet would have to be filled out. At the 

end, a pair of students would be selected to come to the front of the class to present their 

results after asking questions and filling in the table. 

 

Lesson 6: Testing 

 

The last class of the didactic sequence was designated for the application of an 

exam, which would serve to know the understanding of the topics reviewed, and specifically, 
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the development that they experienced, or not, in the aspects of linguistic competence 

mentioned before. 

 

Before the application of the exam, the students would be presented with a series of 

four images, in which characters from animated films appeared. Each image showed a 

person, group of people or animal corresponding to a personal pronoun. In addition to the 

images, four sentences would be shown, two in the simple past, one in the simple future, 

and one in the simple present. 

 

Other four cards would be additionally presented. These cards would have the verb 

tenses corresponding to the sentences written, so the students would have to make groups 

of three pieces: an image, its corresponding sentence, and the verb tense in which the 

sentences are written. 

 

The objective of this activity was for students to remember important aspects in the 

formation of sentences, such as the use of personal pronouns at the beginning, the use of 

"will" to express the future, and the verbal conjugation in the past, as well as for them to be 

able to understand the meaning of sentences by decoding them using specific vocabulary, 

and assigning them to a particular image. All these objectives were related to the four 

aspects that were intended to be addressed during the application of the intervention. 

 

The exam was divided into four sections and a reading. The reading was about the 

Genie from Aladdin, which recounted a travel itinerary for the future. Students were expected 

to read the text and answer the questions. The first section would refer to vocabulary. In this 

part of the exam, students would have to organize given concepts in a chart, through the 

assimilation of vocabulary previously seen in class. 
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In the second section, regarding verb tense, students would have to complete 

sentences by choosing items. Each answer contained three items, one in a different verb 

conjugation. Students would have to choose the correct one according to what the reading 

specified, so, in a way, this section was also related to reading comprehension. 

 

Section number three contained true and false questions, which students would have 

to choose according to what was established in the reading. This section was dedicated 

solely to decoding the sentences, so the statements in each of the questions were a bit 

confusing in order to test students' deep understanding of the reading. 

 

The fourth and final section of the test was the one focused on the word order. In this 

section, three sentences were presented with the words in no order. Students would have to 

organize the words, following the structures of the past simple and future simple, in order to 

complete the three sentences correctly. 

 

It was intended that students could take the exam in pairs since cooperative learning 

positively affects students' reading comprehension (Pan, 2013, p.22). Likewise, this 

maintained the line that was planned to be handled during the application, in which most of 

the activities were designed to be carried out as teamwork. In addition, students would have 

the opportunity to use a list of verbs provided beforehand. 

 

Due to cognitive factors, time, and depending on the response of the students, the 

proposed activities underwent modifications or were shortened. However, it was intended to 

maintain the general purpose of the intervention, which was to develop specific aspects of 

language competence. These changes and modifications are discussed in the next chapter 

of this document. 
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1.6  Class interactions (implemented actions, strategies & instruments) 

 

Next, the forms of interaction of the students during the English class are described, 

which were the following: Interaction with the teacher or student-teacher interaction, 

Interaction with the material or student-material interaction, and interaction with classmates 

or peer interaction. In addition, strategies were proposed for the development of teaching 

work, taking into account the previously mentioned interactions. 

 

1.6.1 Student - Teacher Interaction 

 

The usual interaction with the head teacher in the subject of Foreign Language: 

English was observed when giving instructions or brief explanations of the subjects. The 

teacher mainly used the Grammar Translation method, communicating with students 

exclusively in their mother tongue and advocating the use of the dictionary as a learning tool. 

Most of the activities proposed by the teacher were aimed at memorizing vocabulary, 

organized in semantic families, as well as the translation of simple texts. 

 

The regular class dynamics that the teacher led consisted of the presentation of 

vocabulary or a text that the students had to look up in the dictionary in order to translate the 

words or sentences into Spanish. When the teacher gave an explanation, it generally 

revolved around a grammar rule, which was later expected to be used by the students by 

making a list of sentences using the same grammar rule. The teacher was also strict in the 

pronunciation of the words, using choral repetition drills frequently each time she introduced 

new vocabulary, with the aim that the students pronounced correctly isolated words. 
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In view of this, it was intended to work with texts, emphasizing vocabulary since 

students were familiar with these class dynamics, as well as with the teaching of grammar. 

However, this was approached implicitly through communicative activities, replacing the 

Grammar Translation approach with Focus on Form. 

 

In the intervention, students were not expected to maintain a passive attitude while 

they were taught and explained grammar rules; On the contrary, during the development of 

all the classes, the students adopted a more dynamic role, while the teacher's role was 

mainly that of support and monitor, providing materials that helped to better understand the 

input and resolving doubts. The role of the teacher was also that of a guide, because when 

the students did not understand the activities or the input, I asked guided questions that 

could help students towards understanding. 

 

As an example, in class number 4, in the third week, corresponding to the topic of 

Travel Itinerary, the planning activity underwent a slight modification. Due to an unexpected 

mishap related to school activities not related to the English class, the students arrived 

approximately ten minutes late to class, so the decision was made that reading would be a 

joint exercise in which reading aloud would take place, with the aim of not lengthening too 

much the time of that stage. I would read paragraph by paragraph, and students followed the 

reading. At the end of each paragraph, there was a pause for students to find information 

that could be relevant to complete the table and the questions of the following activity.  

 

This modification also helped the general understanding of the text by the students, 

since, according to Liu (2012, p. 7), reading aloud helps students to obtain a meaningful 
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comprehension of the texts, especially with students who have little or no experience with 

reading in the foreign language. 

 

1.6.2 Student - Material Interaction 

 

Despite having a textbook, the students did not use it, since the head teacher 

considered that the activities in the book were not in accordance with the real level of the 

students. Instead, they frequently used worksheets that the teacher sent through the 

WhatsApp group for students to print and take to class. Those worksheets were generally 

focused on the use of grammatical structures or vocabulary.  

 

As mentioned above, students oftenly worked with the dictionary to translate words. 

Some students also used online translators on some occasions, however, I did not allow it, 

as students often translated the texts in their entirety using online translators, without paying 

attention to the forms in English. 

 

Due to these facts, it was intended to work with readings, which had a glossary to 

match the use of the dictionary as a resource to know the meaning of words. Worksheets 

were also used, although their purpose was to focus on carrying out a meaningful activity 

linked to the general purpose of the lesson and the final objective of the didactic sequence. 

Students were provided with a list of verbs that served them for the conjugation of verb 

tenses, as well as to increase their lexical range in writing and comprehension of texts. 
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In the intervention project, the use of material was very important, highlighting the 

use of graphic organizers, such as mental maps and, especially, tables, as Manoli (2012) 

states that graphic organizers can be used as tools to facilitate student understanding. In 

using them teachers can help students to develop effective strategies in approaching difficult 

texts.  

 

The purpose of tools such as mental maps and tables was that students could 

organize specific information from the readings in them, in an efficient and practical way. 

This reduced the time in which the activities were completed, since students were scanning 

the text in order to get the information needed.  

 

In the first section of the intervention, which dealt with classic tales, images were 

used to illustrate the story of Shrek. In addition to having the story written, students had at 

their disposal a series of pictures, one for each paragraph of the reading. In this way, 

students could draw meaning, not only from the written sentences and vocabulary present in 

the text, but also had the opportunity to better understand the ideas of each paragraph 

based on the images that were shown. The pictures were pasted in a visible place where 

students could look at them at any time they needed to, since “presenting visual and verbal 

sources at the same time leads to better learning than presenting them at different times”. 

(Roslina, 2017, p. 217) 

 

In the second section of the project, referring to travel itineraries, touristic guides 

were introduced, in which the students could find information about the proposed 

destinations. Students, organized in teams, chose a destination, and in the touristic guide 
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they observed transportation options, accommodation and activities available in said tourist 

destination. Each option had a price and special characteristics: 

 

In the case of transportation, students had to take into account the time each medium 

took, with the aim of aligning schedules depending on arrival. In the case of accommodation, 

the level of comfort of each option was mentioned, and in the case of activities, in addition to 

taking into account the prices, students had to think about how to fit them in their itinerary, 

since each activity had particular days and hours in which they could be carried out.  

 

In this way, students attended a communicative task in which they had to reach an 

agreement between all the members of the team, considering advantages and 

disadvantages of the options according to the available resources, such as time and money. 

This aimed at the application of linguistic rules and elements in a communicative context. In 

addition, an activity was proposed in which the students became engaged, due to its nature, 

since they had to make decisions based on their preferences, in addition to letting their 

imagination run wild by imagining pleasant scenarios for them. 

 

Another factor that was introduced during the project was the use of items to 

increase student participation. In this case, tickets with my face were used (Appendix W), 

which would later serve to finance the hypothetical trip that the students had to plan. 

Guendouze (2012) warns that it is common for students to feel unmotivated when the class 

is focused on grammar, so using rewarding strategies can increase the interest that students 

have in the class. 
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This change was introduced in the second stage of the project during the first class, 

in which students were asked to mention examples of aspects related to travel to create a 

mental map, such as means of transport, types of accommodation, popular activities and 

tourist destinations. 

 

A difference was observed in the students' reaction compared to the mental map of 

the first stage, referring to classic stories in which no motivation item was used. The result 

was that, by obtaining a ticket for each participation, the students showed more interest and 

desire to participate, as they earned a benefit that would help them later in the development 

of subsequent activities. (Appendix X) 

 

1.6.3 Peer Interaction  

 

According to what had been observed, students did not tend to interact much during 

English class, since activities in pairs or in groups were scarce in the classroom. The few 

times in which interaction between the students was observed were when one of them did 

not have a dictionary or the worksheet of the day, a situation that forced said students to pair 

up with one of their classmates. In general, the interaction between classmates was relaxed 

and enjoyable in those cases, although not very significant, since the students limited 

themselves to carrying out the activities without much discussion among themselves, to the 

point that it seemed to be individual work; although at a certain point, it was. 

 

From this, it was intended to change the dynamics to a great extent, taking into 

account that the main reason for language is the communication of ideas and interaction, in 

addition to creating an environment of cooperation and participation in the classroom. For 
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this reason, most of the activities were carried out in teams, relegating individual work to the 

background. 

 

At the beginning of each stage, a brainstorm was carried out to complete a mental 

map, which had the purpose of introducing concepts, as well as vocabulary of the topics to 

be discussed. This dynamic was, in part, individual, in the sense that there was no 

discussion as such, however the whole group was involved, since the mental map was 

created collaboratively among all the students. 

 

The readings and the arrangement of information, as well as the production in both 

topics, which were the travel itinerary and the modified story, were approached 

collaboratively, this time in teams. Students were intended to communicate ideas and share 

their knowledge with their peers, encouraging collaborative learning. This was also done 

during the exam, in which students were given the opportunity to take it in pairs. 

 

Salas (2005) proposes integrating group work in language classes, since interaction 

and communication are aspects of daily life and the main objective of learning a language. 

Likewise, "group work helps students and teachers to bridge the gap between input and 

output. In other words, students show what they have learned by playing and using language 

with their peers." (p.13) 
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II. DEVELOPMENT, REFLECTION AND EVALUATION OF THE 

IMPROVEMENT PROPOSAL 

 

 

After defining the problem, proposing a solution, reviewing theory, and creating an 

intervention plan, the proposal was applied. This application was divided into two parts, 

since in the mode in which the school was operating, the subgroups attended 

intermittently, with one week at home and the next in person. For this reason, the 

intervention took three weeks from November 29 to December 17, despite the fact that the 

applied contents covered two weeks. 

 

In this section, the application of the intervention plan per session is described, as 

well as a reflection of these sessions and the most salvageable results obtained are 

rescued. An analysis of the results of the applied exam is also made, taking into account 

numerical data, as well as making interpretations of the results. 

 

2.1 Application of the Didactic Sequence 

 

As mentioned above, the sample consisted of 8 students from group 1° C, 

subgroup one, due to the modality in which the school was operating. For this reason, the 

activities underwent slight modifications, since in the application of the didactic sequence 

with other groups, some difficulties were found, being the time the greatest of these. Due to 

the assignment of content by the head teacher, one topic per week was developed in the 

two weeks in which the sample group was present. These themes were Classic Tales and 

Travel Itinerary. 

 

Shrek’s Story: Application  
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As stated in the planning, the main aspect of linguistic competence that was 

addressed in this class was Vocabulary. The aspects of Grammar Mastery for Reading 

Comprehension and Word Structure were also addressed to a lesser extent during this 

lesson, in a more implicit way. 

 

In the warm-up section, an image with the cover of the Shrek movie was presented. 

The students were asked if they knew the movie, if they liked it, and what interesting facts 

they knew about it. This stage served only to introduce the topic and to engage students in 

subsequent activities. 

 

In the pre-task stage, the use of a graphic organizer was included. Students were 

asked to brainstorm to complete a mental map proposed by the teacher, in which there 

were the following categories: Protagonist, villain, sidekick and setting. Students 

participated by providing examples to each of these categories, to collaboratively create 

the graphic organizer (Appendix Y). In addition, they were asked to add characters that 

had not been mentioned by the rest of the group, if they wanted to.  

 

This was the first strategy used to focus students' attention to the vocabulary used 

in class, based on Harmer's proposal (2007, p. 36) where he mentions Word Mapping as 

an effective strategy for teaching vocabulary. This strategy, together with the use of 

positive examples, taken from the Frayer Model (1969) to complete the map, provoked a 

positive reaction so that the students could assimilate the meaning of the concepts, since it 

was observed that once they were exemplified, students came up with more examples that 

fell into the category. 

 

In the practice, students were organized as a team, because different activities 

were carried out at this stage. In the first instance, the students were given a reading, in 

which the original story of Shrek, written by William Steig, was told in a summarized way. 
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The students had to read to try to understand the content of the story. It was within this 

reading that two of the Focus on Form strategies provided by Doughty & Williams (1998) 

were used, each seeking to direct attention to specific aspects that students required to 

complete the task. 

 

The first of these was Input flood, as the reading was written almost exclusively 

using the simple past tense, so the students were exposed to this grammatical form. 

However, and as Doughty & Williams (1998, p. 238) mention, the use of this technique 

itself was observed to be too explicit, since when students were asked what they 

understood from the reading, it was common to have students use the present tense to 

mention the actions described in the story. 

 

The second strategy used in that same reading was the one referring to Input 

enhancement, with the typographical modification of the reading in certain sections. Every 

time a new character was mentioned, the most relevant action that character carried out in 

the story was put in bold. This strategy managed to touch three of the aspects of linguistic 

competence. The first was the Word Structure, since the highlighted actions contained 

verbs with conjugation in the simple past. This drew the students' attention to those 

specific parts and helped them to have a better understanding of the actions performed by 

each character. However, the main objective for the students to notice these linguistic 

aspects was that they would be able to identify what type of characters each of these were, 

and could relate them to the concepts previously introduced. 

 

In addition, students were provided with two support materials. The first was a 

sheet with a glossary, which included words that could be difficult to understand, with a 

more detailed explanation of these. Students were asked to include in this glossary 

additional words that were confusing to them or that they did not know if they needed to. 

The purpose was for students to use it as a support while reading, but in action it was 
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observed that they barely used it to know the meaning of the words featured. 

 

The second support was a series of flashcards, in which each paragraph of the 

story was visually represented. In this way, students could use the images to understand 

more clearly the central idea of the paragraph they were reading. This material, different 

from the glossary, proved to be more effective and attractive for students, as they 

constantly stood up from their seats to look at the pictures. 

 

Once the students were observed to be engaged in the report activity, they were 

also given an additional sheet to use for the production. This sheet contained two sections; 

a table and some questions. In the table, students had to complete the following 

categories: Protagonist, sidekick, villains, other characters, settings, problem, climax, and 

outcome. In order to correctly complete the table, the students had to first know the content 

of the text, since it was observed that some teams copied the examples on the mental map 

(Appendix Z); situation in which they were reminded that this was an example of the Shrek 

movie, and that the original story was a bit different. 

 

In this activity, it was seen that the students used the mental map as a support to 

remember the meaning of each of the words. For example, when completing the sidekick 

category, students would look at the mental map to see the examples, and in this way, they 

would understand that they were characters that helped the protagonist. In the problem, 

climax and outcome sections, the students took sections of the reading that they 

considered to correspond, which can be an indicator that they understood the main idea of 

the paragraphs in the reading, so they were able to identify these parts of the story 

(Appendix AA). 

 

Due to time constraints, students were instructed to only answer the questions if 

they had time available upon completion of the table. As anticipated when giving this 
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instruction, the students did not answer the questions, however, this decision was made 

since that section of the report was more oriented to the linguistic aspect of Reading 

Comprehension than to the Vocabulary, which was the main aspect addressed in this 

class. Likewise, the wrap up could not be carried out due to lack of time. 

 

The aspect of linguistic competence that was most favored in this lesson was 

vocabulary, since students were able to assimilate the meaning of words, such as sidekick, 

villain, setting, among others; being able to provide examples in each of these categories, 

which indicates that they were aware of what these concepts represented in history.  

 

This was possible thanks to the implementation of the word map strategy, since it 

was observed that the students revisited it every time they had forgotten the meaning of 

one of the concepts, which was clearer when seeing the previously brainstormed 

examples. Since students needed to review the examples on the map to remember the 

meaning of the words in the table, this vocabulary assimilation can be categorized as 

receptive vocabulary (Kolanchery, 2014). 

 

The input enhancement strategy was also relevant in the result of the students 

identifying the type of character based on the actions they carried out, thus favoring the 

aspect of grammar mastery for reading comprehension, since the students were able to 

identify the role of each character in the story using the modifications in the reading, and 

the images shown. These modifications in the text highlighted parts that directed students' 

attention to the grammatical form, so focusing on these sections allowed students to be 

able to identify various aspects of the analyzed sentence, such as the subject and the 

action, which that, complemented with the images, helped a better understanding of the 

text, as proposed by Melo (2002). 

 

As mentioned previously, the objective of the class was to introduce vocabulary 
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mainly, so that students could begin to recognize parts of the story or plot based on 

aspects such as characters, settings, and narrative aspects. When filling in the tables, 

some students completed with words in Spanish or with incomplete sentences, however, 

they were able to organize the information correctly. In other cases, the students took parts 

directly from the text, which does not show autonomy in producing the language, but it 

does reflect an understanding of the activity and the material proposed.  

 

In this way, it can be said that using the word mapping and input enhancement 

strategies mainly, the receptive aspect of communication was affected, and these 

strategies helped the understanding of the story. The use of strategies such as input 

enhancement in reading, and images, helped not only in comprehension, but also in the 

development of class dynamics, since students did not waste too much time trying to 

decipher the text without any additional help. Instead, these additions to the reading gave 

students more resources to complete the activities, which translates into advantages for 

both the students and the teacher. 

 

Three Classic Tales: Application 

 

In this lesson, the focus was mainly on the aspect of Grammar Mastery for Reading 

Comprehension, which includes knowledge of the other three aspects, so these were also 

implicit during the development of the activities. For this reason, some of the activities 

proposed for this class were similar to those of the previous session, changing some 

others to better fit the objective. 

 

In the warm up stage, the students were presented with three flashcards, which 

contained representative images of popular classic tales: Pinocchio, The Three Little Pigs, 

and The Lion and The Mouse. The students were asked if they knew the stories, and then 
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told that they would work in teams. Once the teams were formed, each one chose a 

representative.  

 

In the next activity, I mentioned a character from Shrek, and the team representatives 

had to mention if that character was a protagonist, villain, sidekick or secondary character.  

In this way the stories were assigned, since the representative of the winning team 

had the opportunity to choose the story they wanted. The purpose of this activity was 

precisely to present and assign the stories with which the students would work, as well as 

review vocabulary seen in the previous class.  

 

In this stage, it was observed that the majority of the students could autonomously 

remember the words "villain" and "protagonist". However, when the donkey character was 

mentioned, the students had to look up the word "sidekick" in their notebooks. It could be 

said that this word remained as part of the students' receptive vocabulary, while the first two 

became part of their productive vocabulary by being able to use them autonomously 

(Kolanchery, 2014). This difference is probably due to the similarity of these words in English 

and Spanish. 

 

At the pre-task stage, each team was given an envelope containing the story they 

had chosen. The stories, however, were separated by single paragraphs, so the students' 

task was to read each of them, and arrange them in the correct order.  In this activity, the 

Input flood and the Task-essential language techniques were used, by providing students 

with stories in which the simple past appeared repeatedly, and prompting them to detect and 

write sentences using the correct form, even if the sentences were not their own production. 

 

To find out the order in which the students organized the paragraphs, and to know 

what had led them to organize them that way, they were provided with a table, which was 

divided into four sections, each one for a paragraph of the reading. Students had to write 
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words in sentences indicating how they knew that this was the correct order for each 

paragraph. This activity can be understood as Task-essential language, in the sense that 

students had to read, analyze, and report the content of the paragraphs, always using the 

same grammatical form. 

 

It needs to be mentioned that, in the reading, some phrases were expected to be 

recognized by the students, such as "once upon a time" and "lived happily ever after". But 

phrases not so generic in fairy tales could also be found, such as those that appear in the 

image, which give a sequence to the story of Pinocchio. In the example, the climax of the 

story is mentioned from Pinocchio and Geppetto being swallowed by a whale, and then the 

resolution when it is mentioned that they got home safely.  

 

Another thing to point out is that from paragraph one to paragraph two there was a 

sequence; the first paragraph ends by talking about the fairy, which is the only female 

character in the story, and in the same way, paragraph two begins by using a female 

pronoun, so the students were able to decipher that sequence in order to organize those 

paragraphs. 

 

This can be taken as an assimilation on the part of the students between the form 

and the meaning when using pronouns. That is, the students were aware that the word "she" 

with which the sentence begins, referred to a particular character who performs the action 

named right after (Appendix AB). Therefore, by noticing this feature, it can be understood 

that the sentences must start with the subject. This particular situation is related to the 

linguistic aspect of Word Structure, which, despite not being the main focus of the lesson, 

influences Reading Comprehension (Matohardjono, et al. 2005). 

 

In the planning and report stage, the students received a table similar to the one 

used in the first lesson. In the planning, they had to write down the important aspects of the 
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story in the table, such as the protagonists, villain, sidekick, setting, problem, climax and 

outcome. As expected, the students found the activity much easier this time, due to the fact 

that they recognized the terms, as well as the fact that the stories were not as extensive as 

the one reviewed in the first class. 

 

Here, we can also find similarities in the way students completed the table in the first 

and second lessons, as they continued to choose verbatim parts of the stories, such as 

"Naughty and barely spoke [the truth]" when referring to the problem in the story of 

Pinocchio; or "House which was made of bricks" when referring to the climax in the Three 

Little Pigs story (Appendix AC). In this case, it was observed that the students did not 

produce language by themselves, but chose the parts of the text that they considered most 

important, which, according to Andini. et al. (n.d.) still shows knowledge of grammatical 

features to understand the text. 

 

In the report stage, students had to reach an agreement to modify aspects of their 

respective stories. They were instructed to change at least one aspect related to characters 

and/or setting, and one more related to the development of the story, such as problem, 

climax and outcome. Once the changes were defined, the students were asked to write them 

in the second section of the table, also used for the practice stage. 

 

This stage did not provide much perspective on the main objective of the class, but it 

did help prepare the students for the activity that they would carry out in the next session. At 

the end of the class, students were informed that the modifications made to their stories 

would help them create their own, and they were asked to bring materials for the next class. 

 

In this session, it was possible to observe a certain level of awareness regarding 

parts of speech, such as the recognition of pronouns, their function, and importance to 

understand a message. This was observed in the students who worked with the story of 
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Pinocchio, who were able to order paragraphs one and two based on the pronoun "she", 

which they related to the character of the fairy, since this was the only female character in 

the story. Making use of this knowledge of the syntax, in which the pronouns are identified to 

understand the contextual characteristics of the paragraphs in a story, helped the general 

understanding of the text, which is compatible with what was mentioned by Melo (2002). 

 

Aspects seen in the previous class were also taken up, such as the identification of 

the characters in the stories and their respective roles within them, which were identified on 

this occasion without the need to use the Input enhancement strategy. It can be said that in 

this second time, the students reacted better to the Input flood, since the students were 

already aware of specific aspects in which they should focus in reading, due to having 

carried out an activity before, so, despite the implicitness of the technique, the students had 

a certain type of guide that would allow detecting linguistic features in a better way (Doughty 

& Williams, 1998). All these aspects were relevant to the understanding of the texts, and to 

the receptive part of written communication. 

 

The aspect of communicative competence that was intended to be developed mainly 

in this lesson was Reading Comprehension, which involves knowledge of vocabulary, word 

structure, and word order. When seeing the organization that the students gave to the 

paragraphs of the stories they had, it is clear that the objective was achieved, but the 

autonomous relationship that the students were able to achieve to link characters with their 

respective pronouns should be highlighted, which is an aspect of word order, since 

sentences generally begin with the subject of the action. 

 

Observing this was possible thanks to the task-essential language strategy, since 

students were given an activity in which the purpose was to order the paragraphs of a short 

story, for which they had to activate previous knowledge, such as the use and meaning of 

personal pronouns, which are an important part of sentences. After identifying these parts of 
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the language, and making the corresponding inferences to organize the paragraphs, the 

students had to mention in a table the part of the reading that justified their decision. 

 

It can be said, then, that this task helped students to activate their prior knowledge 

and to use linguistic resources that they had previously seen, this time with a purpose. This 

was an advantage of using activities derived from Focus on Form, with students creating 

these inferences autonomously, since at no time were they told or suggested to focus on 

specific parts of speech, such as pronouns, but rather as a result of the task, they found that 

alternative that allowed them to organize the text. 

 

Original Tale: Application 

 

Session number three was probably the one that underwent the most changes 

compared to the original planning, because it was previously applied with other groups and 

did not give successful results due to time limitations. For this reason, the activities were 

modified with the objective in mind of making better use of the time and resources available, 

without losing the linguistic focus of the session, which were Word Order and Word Structure 

 

As this was the last session of the Classic Tales topic, it was expected to implement 

the three Focus on Form Instruction techniques taken from the literature. As mentioned, this 

could not be done and the first stage of the lesson was completely eliminated, which was a 

presentation given by the teacher. In said presentation, the teacher would use the Input 

enhancement technique orally, through emphasizing certain parts, adding stress and 

mimicry to draw students' attention to the form. 

 

The reasoning behind this was that students could work on their production from the 

beginning of the class. In addition, instead of asking the students to make a poster as a 
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visual support, they were asked to make the illustrations on sheets, since due to the 

dimensions of the cardboard, the students took more time to write as they paid a lot of 

attention to aesthetics. 

 

Another modification was the change from oral production to written production. 

Originally, students were expected to make notes and write key phrases to support an oral 

presentation, however, this changed due to the fact that the first section of the class had to 

be cut, in which the students would have a model of oral presentation. Time constraints and 

students being reluctant to speak in the foreign language were other reasons for changing 

the production, so it was decided that they would present a story as a fully written product. 

 

Having said that, the class began with the students gathering in teams. As was 

observed in the previous classes, each student took a specific role in the development of the 

story. The students were given the classic tale they had worked with last class, thus 

integrating the input flood technique, since the students had at their disposal a text in which 

they could easily find useful sentence models for the activity. It was observed that students 

used those same texts as a model for their modified versions, changing words and small 

chunks more than anything. 

 

In the case of the Pinocchio story, students decided to drastically change the ending, 

so they had to produce a paragraph without relying on the story they already had. I helped 

them to refine details of this paragraph; however, it was created from scratch with the help of 

the list of verbs provided previously (Appendix AD). This met the goal of the class, which 

was to pay attention specifically to verb tense and sentence formation, which would be 

achieved in this section using the Task-essential language technique, by asking students to 

write a modified version of the story, attending to specific linguistic aspects. 

 

Once the teams finished their modified stories, they exchanged them and were 
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provided with a table, which included the aspects introduced in lesson one, related to the 

characters, settings and sequence of the story. The intention was for students to read the 

production of the other team and note which of these aspects had been modified from the 

original story to the edited one, but this could not be possible as the class finished earlier 

than expected due to a reason external to the English subject.  

 

Something interesting that could be observed in this session was that the fact that 

the students related the activities applied in the two previous sessions with those applied in 

this one was very palpable. For example, they were able to identify quite quickly the aspects 

that they needed to modify, as a result of having identified specific parts of the readings in 

previous classes, and having organized them in tables. In the same way, when modifying 

sentences or writing new ones, they were able to identify the placement of the verb in the 

sentence, and look for the past tense conjugation of the new verb they would use, which 

shows awareness on the part of students regarding the structure of words, in accordance 

with what was proposed by Harmer (2007) and Hickey (2005). 

 

It can be said that the above is an example of an advantage found in the continuous 

application of activities that attend to form and communication at the same time, allowing 

students to identify vocabulary, verb conjugations, parts of the speech, and their respective 

order. in a sentence, with the purpose of deciding information and modifying it. However, in 

this session, due to the modifications made, the activities adopted a very controlled nature, 

which may have given a biased image of the students' ability to use the different linguistic 

aspects, not only to receive, but also to produce language. 

 

Trip to Japan: Application  

 

In lesson four, belonging to the second week of application, the topic of Travel 
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Itinerary was reviewed. As this was the first class in which this topic was addressed, it 

served as an introduction to the Vocabulary, this time also including Grammar Mastery for 

Reading Comprehension. The activities developed during this class were quite similar to the 

activities used in the first class, alluding to classic tales. However, as mentioned above, 

some activities varied a bit, both in planning and implementation. 

 

The class began with a small warm up, in which the students were shown an image, 

which contained items such as a hotel, planes, passports, cars and others generally related 

to the topic of travel. Students were asked what their last vacation had been, where they 

would like to travel, and some other spontaneous questions with the aim of engaging the 

students in the topic. After some students had participated, they were asked what topic they 

thought they were going to review for this class. 

 

Once the topic of the lesson was clear, the pre-task began, which had been planned 

to be very similar to the pre-task in the first session, but this time using the participation item. 

Similar to lesson one, the Word Mapping and Exemplification strategies, taken from the 

literature, were used in the presentation. This time, however, an improvement was observed 

on the part of the students regarding participation, due to the use of fake bills as a reward. 

 

Although the introduction of the participation item had been done with the purpose of 

getting the students to participate, the response was more positive than expected, which 

reflected what Guendouze (2012) stated about motivation items. Along with the participation, 

the students were told that they could choose the examples that they liked the most from 

each category to write them in their notebooks at the same time that I did it on the board.  

 

In this session, the students arrived approximately ten minutes late, due to a mishap 

unrelated to the English class, so the planning stage was modified at the last minute. 

Students were asked to form work teams, and were provided with a reading about a person 
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who recounted a future trip to Japan. However, on this occasion the reading was joint. I read 

the text, with the students following the reading. 

  

After each paragraph, I asked what they had understood, and students answered, 

although most of the participation was in the mother tongue. This modification arose with the 

purpose of saving time so that students could complete the table in the following activity, as 

they had been seen to spend a lot of time on the reading part in the previous sessions.  

 

For this occasion, the reading provided to the students had been modified, following 

the Input enhancement technique in a similar way to what was done in the first class of the 

intervention. As a result of the modification that occurred in the reading dynamics, the 

opportunity was given for me to orally emphasize the parts that had been assigned to attract 

the attention of the students. It was observed that the change in intonation, and especially 

the mimicry, facilitated the understanding of the text, since it happened that students 

deciphered complete sentences even when the teacher exemplified only one belonging 

word. 

 

Although the modification of the reading dynamic was, at the time, an alternative to 

make up for lost time, Amer (1997) says that students' reading comprehension can be 

enhanced by the teacher reading aloud in class, since this dynamic improves the 

phonological awareness of students. 

 

Once the class had finished reading the text, they were given a table similar to the 

one used in the first topic, this time featuring Destination, Lodging, and Transportation, as 

well as the activities carried out on the trip, which were separated by day and times of day. 

The students had to fill in the table with the information from the text, which was done faster 

than expected, since the reading had been carried out with the help of the teacher, so they 

were able to remember some parts of the text immediately. In addition, they had the 
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opportunity to review the text again, in case they did not remember certain information.  

 

In this activity, despite the fact that only key words were requested to complete the 

table, since the objective of the class was vocabulary, it was possible to see that a team paid 

attention to the structure of the sentence, trying to include the verbs, the future indicative, 

and even in some sections, the pronoun (Appendix AE). This can be interpreted as an 

automatic response of the students to the task, including more structured sentences, a result 

of the previous application of activities in which they had to pay attention to the form. It can 

be said, then, that at this point, the students had already begun to use these language 

features without instruction from the teacher. 

 

Due to the implemented modification, students were able to complete the activity on 

time despite the ten minutes delay, however, as had happened in lesson one of the didactic 

sequences, it was not possible to apply the planned wrap up, because in this session, 

students were asked to answer the questions in the worksheet, since this session aimed to 

address Reading comprehension, as well as vocabulary. 

 

As can be seen, students answered some of the questions with words and even 

phrases in Spanish, which were later translated into English using their own reading and 

dictionaries that the students had at hand. Although some of the answers to the questions 

are not written correctly according to the idea that the students tried to express, they show a 

positive result in the understanding of the text and the questions themselves. 

 

The aspects of linguistic competence that ended up being more favored in this 

session were vocabulary, as well as reading comprehension. On the one hand, it was 

observed that working with word maps in this class was considerably easier, due to the 

students' familiarity with the activity. Likewise, it was observed that when reading, the 

students used to review the map they had made in the previous stage, hoping to find 
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matching words in it and the reading, which would give them great clues to be able to 

complete the table.  

 

In this sense, the fact that, at this point, the students began to use the scanning 

strategy more consciously stands out. This was coupled with the fact that comparing the 

words in the reading with those on the map is similar to the glossing technique, which was 

also used alternatively during the application, and which according to Ertürk (2016), is useful 

for vocabulary assimilation. 

 

Another important finding in the application of this session was the positive reaction 

that the students showed in two strategies that had not been used. Firstly, the use of 

participation items as a means of reward turned out to be effective, increasing the level of 

engagement of the students in the activity, as proposed by Guendouze (2012). As a second 

point, and more relevant according to the class objective, was the reaction of the students to 

the Input enhancement technique when it was done orally. 

 

The second, without a doubt, is an advantage that was found and that can be useful 

in future practice, since by drawing students' attention to specific aspects of the reading, and 

representing them using movement and sounds, comprehension is improved. This is directly 

linked to communication, specifically to the receptive ability of students towards the 

information provided. 

 

Itineraries: Application 

 

In this session, as constantly happened during the development of the intervention, 

the activities reflected in the planning could not be completed in their entirety, so alternatives 

were sought to make the use of time more efficient without losing the focus on the aspects of 
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the Linguistic Competence proposed for this lesson. These aspects were Word Structure 

and Word Order. 

 

The class began by presenting three images to the students, which represented the 

three destinations used for the rest of the lesson: Italy, Spain, and Hawaii. Along with the 

images, I had written three sentences alluding to each of the destinations, which were "I will 

surf big waves", "You will visit ancient theaters" and "They will watch a bullfight", which were 

more compatible with Hawaii, Italy and Spain, respectively.  

 

Volunteers were asked to arrange the images with their respective phrase, and then 

the rest of the class was asked if it was correct. When one of the images did not correspond 

to the phrase with which it had been paired, another volunteer was asked to place it 

correctly. In this activity, the three examples were read emphasizing the modal verb "will" 

and the respective action verb in each sentence, which was physically represented using 

movements. This input flood technique served for students to start noticing the future simple 

form, as mentioned by Doughty & Williams (1998). 

 

Once the images matched the phrases, and it was clear that the students knew the 

meaning of the phrases, they were asked to get into teams and count the amount of money 

the previous class had earned with the bills. The team with a higher amount of money had 

the opportunity to choose which destination they wanted to go to. 

 

The students had to take into account the schedules and the prices of the activities in 

order to create their own travel itinerary, so they were given a table identical to the one used 

in the previous class, but this time they had to fill it in with information about their own 

itinerary. This was probably the activity in which the Task-essential language technique was 

most developed, since the nature of this activity was freer and more extensive. This gave 

more possible outcomes in the production of the students, who still had to use the simple 
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future to express ideas. 

 

In this stage, the students took longer than expected, since they struggled trying to 

reach agreements, in addition to the fact that the mathematical operations that the process 

included took extra effort for the students. In view of this, it was necessary to modify the 

following activities, mixing the two missing stages.  

 

Once the students finished organizing their itinerary, I used the table that was 

planned to be used in pairs in task two, and used it as a tool for drilling. The questions in the 

table were asked by me, for example "Will you eat local cuisine?", and the students who had 

an activity related to eating local food had to answer using the positive form of the simple 

future "I will eat local cuisine", while those students who did not comply with the sentence 

had to respond using the negative form "will not" or "won't". 

 

In this way, time could be saved while students still practiced the future simple form 

using will. In this section, in addition, I used corrective feedback, since some students at 

times had difficulty structuring the sentences, even though they were short. A common 

mistake made by the students was the use of the verb Be just after the subject, an error that 

they probably had for a long time due to the constant revision of the verb Be, so they 

instinctively related the subject "I" followed by "am". 

 

The aspect of linguistic competence that was favored to a greater extent during this 

session was word order. It can be seen that, this time, the students paid attention once again 

to the formation of the sentences in the planning stage, including the verb and the 

complement, although the future indicative and the pronoun did not appear in the tables 

(Appendix AF). However, when carrying out the closing activity, it was confirmed that the 

students assimilated the use of 'will' before the verb to express the future. Based on this, it 

can be seen that the students assimilated this surface structure syntactic feature (Broekman 
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& Marshall, 2021). 

 

One of the advantages that could be perceived was that the use of the Task 

Essential Language technique increased the engagement of the students in the class, so 

using activities in which the students can use the language to solve everyday problems, be 

real or not, is an alternative to take into account. Even so, the students used the target 

language as the end of the activity, and not as a means. 

 

Although students showed a good progress in the comprehension of texts in previous 

classes, and in this one they assimilated in a good way the form of the simple future to 

create short sentences; spontaneous communication using L2 was not present during task 

completion. This may be due to external factors that could be investigated later, if a similar 

investigation were carried out with a focus on speaking. Even so, when writing the 

sentences, the students showed a good level in the use of the different parts of speech. 

 

Testing: Application  

 

Before the application of the exam, the students were presented with a series of four 

images, in which characters from animated films appeared. Each image showed a person, 

group of people or animal corresponding to a personal pronoun. In addition to the images, 

four sentences were shown, two in the simple past, one in the simple future, and one in the 

simple present. Students could easily tell which sentence corresponded to the image due to 

the personal pronoun, in addition to the meaning of the sentence itself. 

 

Other four cards were also presented that had the verb tenses corresponding to the 

sentences written, so the students had to make groups of three pieces: an image, its 

corresponding sentence, and the verb tense in which the sentences were written. 
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This introductory activity did not correspond to any of the three techniques selected 

from the bibliography. However, it is an activity that points directly and explicitly to the 

different grammatical forms. In addition, it is an activity that requires organization and 

categorization of words and phrases, a strategy used in previous classes with the use of 

graphic organizers. Due to this, some students were able to easily identify the sets of 

images, sentences and verb tenses. However, this was not uniform, as some students did 

not participate and were a bit hesitant to answer. 

 

After the introductory activity to the exam, the students were asked to get together in 

pairs to take the exam. In addition, they would have the opportunity to use a list of verbs 

provided by the trainee teacher beforehand. 

 

The exam was divided into four sections, each one pointing to a specific aspect of 

Linguistic Competence, these being; Vocabulary for section one, Tense for section two, 

Decoding for section three, and Sentence formation for section four. During the exam, the 

trainee teacher was monitoring the students, solving doubts about the instructions in each of 

the sections. 

 

2.2 Results of the Exam 

 

After having applied the didactic sequence, it is pertinent to analyze the results 

obtained, which are reflected in the performance of the students in the exam applied at the 

end of the sequence, which is divided into four sections, each one aiming to test an aspect 

of the linguistic competence, which have already been mentioned before. It is important to 

say here that the students took the exam in pairs following the dynamics of teamwork, 

being four pairs the ones who took the test. Likewise, they were allowed a verb list 



96 
 

provided by the teacher, since they don’t know many verbs in English. 

 

For purposes of analyzing the data reflected in the evaluation of the exam, the first 

two questions were taken into account: What aspects of the Linguistic Competence can be 

favored by using Focus on Form Instruction with secondary school students? How does 

the development of different aspects within the Linguistic Competence affect 

communication in L2 within the classroom? 

 

In the first section of the exam, referring to vocabulary, the students found a chart 

divided into two halves. In the left half appeared the concepts: Destination, Means of 

transport, and Activities. The space on the right was left blank for students to answer, 

taking vocabulary that had been presented earlier from a box above the chart. The purpose 

of this section was for students to be able to retrieve vocabulary seen before and 

categorize it, for example, relate the concepts of "airplane" and "means of transportation", 

or "Destination" and "Hawaii" as Hawaii is a place someone may go. 

  

 

 

As can be seen in the graph, the four pairs of students obtained a percentage of 

100% in this section, correctly ordering all the concepts in the categories that 
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corresponded to them. Two things can be highlighted here: In the first instance, all the 

vocabulary in this section had been previously introduced in communicative activities that 

involved the exchange of ideas among classmates, so the assimilation of this vocabulary 

was important in classes prior to the exam with the student. purpose of creating a product. 

The second point refers to the way in which the section was presented, as a graphic 

organizer, which could have been a more familiar exercise for  students, since graphic 

organizers were recurrent during practice and helped understanding (Manoli, 2012). 

 

After applying the intervention and analyzing the results, the relationship between 

the focus on form approach and vocabulary learning seems favorable. This agrees with the 

results of Saeidi (2012), who concludes that this approach has a positive impact on 

vocabulary learning compared to merely communicative or merely grammatical 

approaches. This answers the first research question of this project, adding vocabulary as 

an aspect of communicative competence that can be successfully developed using focus 

on form. 

 

Despite the fact that interaction was not observed entirely in English among the 

students, the assimilation of vocabulary helped the students understand written and oral 

instructions from the teacher, which is an indication of an improvement in receptive 

communication skills.  

 

In the second section of the exam, referring to verb conjugation, which is Word 

Structure, the students found sentences with blank spaces that had to be completed by 

one of the three items below each sentence. These items contained verbs conjugated in 

the past, present and future tenses, generally the present conjugation being grammatically 

incorrect. The objective of this section was that the students, based on the reading, would 

be able to identify if the actions mentioned in the sentences were in the past or in the 
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future, and choose the corresponding verb conjugation. For this, it was also necessary that 

the students had understood the content of the reading, however this was evaluated in the 

third section. 

  

 

 

The second section consisted of six questions, which are reflected in the graph, 

each with the conjugation of the correct answer in parentheses. In all the questions, the 

correct answers are those that are conjugated in the future or in the past, since those are 

the verb conjugations that were reviewed during the application of the project. As can be 

seen in the table, most of the answers that the students gave are oriented both to the 

conjugations in the future and in the past, which shows at a certain level that the students 

began to recognize and differentiate the verb tenses of the future and the past. Not only 

that, but 79% of the answers in this section were correct. 

 

In question number seven, one of the two pairs (Appendix AG) that got the wrong 

answer chose the option with the auxiliary in the present (Do visited). Despite the fact that 

the auxiliary "Do" appears in this option, the verb is conjugated in the past tense, which 

indicates that the pair probably chose that answer based on the verbal conjugation, 

without taking the auxiliary into account. 
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For its part, the other couple that answered incorrectly (Appendix AH) chose the 

option in the future (Won't visit), which is incorrect because the sentence ends with the time 

marker "two years ago" referring to past time, an aspect that was not reviewed in depth 

during the intervention. In this way, it can be interpreted that the couple that chose that 

response was more focused on responding according to the information in the reading, 

instead of being aware of the implicit grammar in the use of the time marker. In other 

words, if the time marker had not been used in the sentence, the answer in the future would 

have been correct, since the reading is about an upcoming trip to Hawaii, so completing the 

sentence as follows "Peter Pan won't visit Cancun" would have been correct. 

 

The same situation occurs in question number eight, in which a pair answered 

incorrectly using the item in the future despite the fact that the time marker "last year" 

indicates that the sentence is about a situation in the past. (Appendix AI) Still, removing 

the time marker the sentence does not coincide with what is stated in the reading, in which 

it is established that Alice toured around Europe in the past. However, what can be 

highlighted, as mentioned above, is the identification of the modal verb "will" to indicate the 

future, as well as the past tense of the verbs. 

 

In the case of question ten, there was an incorrect answer from one of the pairs 

(Appendix AJ), who chose the option that is grammatically incorrect. This option used the 

simple past tense in its negative form (Did not), which is incorrect if it is joined with the 

rest of the sentence, especially due to the absence of a verb after the auxiliary and the 

negation; however, the correct answer was in the past tense indeed, with the use of the 

verb to be (was). It can be interpreted that, despite choosing the grammatically incorrect 

option, the students were able to identify the need to complete the sentence with an 
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option in the past tense. 

 

Due to the positive results in this section, it can be said that the conjugation of verb 

tenses can be improved by using the focus on form instruction approach by carrying out 

meaningful activities that attend to specific verb structures. This, as mentioned in the 

previous section, is relevant for L2 communication in the classroom as it improves 

receptive communication skills, adding that students are on their way to express situations 

distinguishing them by the time in which they happen. 

 

In the third section, referring to Grammar Mastery for Reading Comprehension, 

students found true and false questions, which addressed specific facts mentioned in the 

reading. Some of these data were implicit in the reading, while some data were presented 

in the form of negation, factors that may have made this section somewhat complex for 

students. However, that was precisely its purpose: To find out to what level of depth the 

students understood the reading, allowing them to make inferences and use cognitive 

resources, such as the relationship of apparently unrelated sentences. 
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This section was the one in which students performed the lowest, with 60% of 

correct answers, which is not a totally bad result, but it did not achieve the effectiveness 

that was done in the other sections. Observing the results, it can be seen that of the 8 

incorrect answers obtained in this section, 5 are in the negative sentences, however it 

cannot be said that the presence of the negations was the reason for the errors, since 

question 12 is a negative sentence and got 100% correct answers. 

 

What can be interpreted is that students were not so favored in this section, since it 

required a deeper understanding of the text, an aspect that would be better developed if 

extensive reading was used (Suk, 2017), while in the intervention, most of the activities 

were oriented to intensive reading, with students identifying particular aspects of the text to 

organize them in tables, in addition to the use of images to improve comprehension, which 

was not used in the exam. 

 

Although the results in this section were not totally bad, obtaining 60% positive 

responses, the expected results were not achieved either, so it cannot be said that the 

approach or the activities used positively developed the ability to decode texts. Rather, it 

could be said that the results were quite neutral, so it is important to rethink the use of 

extensive reading activities in order to obtain a more global and deeper understanding of 

the texts. However, this takes time, and it must be considered that the intervention project 

was applied for only two weeks. 

 

In the last section, referring to Sentence formation, the students found three sets of 

words, each one to form a sentence. The word sets were scrambled, so students had to 

arrange the words in the correct way to form the sentences. The purpose of this section 

was for students to be able to create sentences with clear meaning, being able to identify 

the parts of speech. In this section, each item is analyzed separately, since results can 
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vary greatly due to different parts of speech, which can result in sentences arranged in 

different ways. 

 

 

 

In question eighteen, three of the four pairs correctly organized the sentence, 

following the structure of: Subject + modal verb "will" as indicative of the future + action 

verb + destination. The pair that got the wrong answer did not use the verb, however, the 

rest of the words were arranged in the correct order (Appendix AK). 

 

In question number 19, more variation was observed in the responses. The 

expected structure for this question was: 3 subjects linked by cohesive device "and" + past 

tense verb + destination + time marker. This structure was completed by two of the four 

pairs, while the other one did not add the time marker and only mentioned one of the 

subjects, leaving 4 parts of the sentence unused. Still, the result is grammatically correct 

and the idea expressed is completely understandable (Appendix AL). 
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On the other hand, the pair who got this question wrong organized the sentence as 

follows: "(L)ast year we went to Europe Peter Pan and Alice." Clearly, the organization of 

the words is not as expected, and it can be seen that they used a pronoun that did not 

appear among the words to   be used (we). This was taken as an attempt to produce 

authentic written language by the students, so the sentence was analyzed with the aim of 

interpreting the possible meaning (Appendix AM). 

 

In the first instance, a part of the sentence makes sense in the way it has been 

organized (we went to Europe), putting together the subject and the verb in the past tense, 

followed by the destination. The time marker is placed at the beginning, which could be an 

effect of language interference, since in Spanish it is common to indicate the time at the 

beginning of sentences (El año pasado fuimos a Europa). The substitution of the subjects 

by a pronoun could indicate the intention to refer to the 3 subjects using only one word 

(They), adding at the end of the sentence a clarification of the subjects in question (Peter 

Pan and Alice). Despite being an interpretation, what is clear is that the organization of the 

words to express the idea of the sentence (someone went to Europe) is correct. 
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In question number 20, three correct answers were obtained out of 4. In this 

question, the organization of the parts was: Subject + Auxiliary "did" + negation + action verb 

+ destination. It should be noted that one of the pairs used the contraction "didn't" to express 

the negation in the past tense, which indicates a broader awareness of the topic by not only 

using the given words, but also modifying them based on previous knowledge of the topic 

(Appendix AN). On the other hand, the incorrect response was due to the lack of the 

auxiliary "did" and the action verb "go", so the sentence does not express clarity despite the 

fact that the parts of the sentence that were used had a correct organization (Appendix AO). 

 

Probably, this is the most relevant section in the intervention project, because in the 

results obtained in the diagnosis, the students mentioned the lack of knowledge about the 

structure of sentences as one of the main factors of discomfort within the class of foreign 

language. The results obtained in this section were positive, and initiative and decision-

making were observed on the part of the students when taking this part of the exam, such as 

using only one of the subjects in question 19, trying to explain the sentence with their own 

words, or using contractions in negative sentences. 

 

Responding to the research questions, sentence formation is an aspect of linguistic 
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competence that can be developed through the use of focus on form. This affects 

communication in the target language by allowing students to organize the different parts of 

written sentences so that the result is understandable and meaningful to readers 

(Matohardjono et al., 2005). From here, it is important to use activities of this type in which 

students do not resort to predetermined sets of words, but organize sentences in an 

authentic way. 

 

III. CONCLUSIONS AND RECOMMENDATIONS 

 

As a teacher in training, I consider that this research work is important for my 

professional development, since it allowed me to enter little-known spaces in my context and 

challenged me to propose solutions to a detected problem. I believe that the work carried out 

for the realization of this document will subsequently influence the way in which I perform as 

a professional in education in the future, recognizing the strengths of my teaching practice, 

as well as my weaknesses. 

 

It is important to mention that this work underwent considerable modifications since 

the first time it was proposed. Originally it had been thought to address Communicative 

Competence as a whole; however, after beginning to review the theory, it became clear that 

in order to address Communicative Competence, more time would be required to apply an 

intervention, as well as more expertise on the subject, which I consider I still have to 

investigate further. Talking about Communicative Competence is an extensive topic due to 

the fact that it includes four sub-competencies, which, despite working hand in hand, each 

require different considerations.  

 

From there, the Linguistic Competence was selected to focus on it, due to the level 

displayed by the students, as well as their own opinions, since they mentioned in the 
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diagnostic stage that one of their main difficulties in the subject of Foreign Language was 

that they did not know how to convey a message using English. This was corroborated by 

observing their productions in class, since, despite the explicit instruction given by the head 

teacher, the students' work lacked coherence regarding linguistic aspects, such as 

morphology and syntax. 

 

Linguistic competence, in the same way as communicative competence, integrates 

different aspects within, of which the four considered most basic for the development of 

activities corresponding to the level of the students were selected, which were: Vocabulary, 

Word Structure, Word Order, and Grammar Mastery for Reading Comprehension. These 

were taken into account, since they were the ones that I considered needed more immediate 

attention so that the students could begin to interpret and produce ideas using English. 

 

On the other hand, due to confinement, and the subsequent change in class modality 

caused by the Covid-19 pandemic, I only had the opportunity to practice once in face-to-face 

mode during my stay at BECENE prior to the application of this project. On that occasion I 

tried to use a communicative approach, not necessarily paying attention to form. However, 

when practicing online, for the most part, my head teachers would ask me to create one 

video per week explaining topics in a concrete way, usually with a heavy grammatical load. It 

was at that point, when the idea of combining both, communication and attention to form 

emerged, which led me to select Focus on Form Instruction as a vehicle to achieve my goal 

of developing the Linguistic Competence of my students. 

 

It is at this point that I consider it important to return to the main objective of this 

research, which was: 

 

● To develop certain aspects within the Linguistic Competence through the use of the 

Focus on Form Instruction approach, and know what impact this has on the 
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development and assimilation of the topics by students of first grade of a public 

secondary school in México. 

 

Looking back, I can say that the application of the didactic intervention yielded 

positive results that go hand in hand with the main objective that was proposed at the 

beginning. Even so, it is necessary to define to what extent the objectives were achieved, 

and reflect on the areas for improvement for possible future research. 

 

The first research question that guided this project was: "What aspects of the 

Linguistic Competence can be favored by using Focus on Form Instruction with secondary 

school students?". This question sought to identify the feasibility of using Focus on Form 

Instruction techniques to develop certain linguistic aspects. 

 

Of the four aspects taken into account as part of the Linguistic Competence, the one 

in which the students had a better performance was in Vocabulary. This was expected from 

the beginning, because similar conclusions had been reached in research that forms part of 

the literature reviewed for this project (Saeidi et al., 2012). What is important to highlight in 

the particular case of this intervention project are the strategies used for the assimilation of 

vocabulary, which included the use of graphic organizers, such as tables and mental maps, 

as well as exemplification in each of them. This gave the opportunity for students not only to 

know the meaning of the words, but also to have references to said meaning through 

examples. 

 

However, the high performance of the students in the assimilation of the vocabulary 

could be due to its simplicity, as well as to the type of activities carried out to measure this 

aspect, which mainly required choosing words in a single context. A recommendation to 

continue with this line of research would be to take vocabulary not only as knowledge of the 

meaning of words, but also the change in it when using them in different contexts, as well as 
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deeper relationships they have with other words. 

 

In contrast, the aspect that had a lower level of development was the Grammar 

Mastery for Reading Comprehension. In this aspect, students were expected to integrate the 

other three in order to decode information in written sentences. The cause of the lower 

performance compared to the other aspects may be because of the fact that, in this one in 

particular, students should not focus on specific features, such as the conjugation of verbs, 

or the use of examples to define words, but they should focus on all of them at once (Wersi 

Murtini, 2013), which is could have been more confusing for them. 

 

It should also be clarified that, despite the fact that the aspect referring to reading 

comprehension had the lowest score in the exam, the results were not really bad, nor was 

there such a significant gap with respect to the other aspects. Likewise, when the students 

had the opportunity to answer the comprehension questions in class four, their results were 

quite good, which may lead us to think that during the application of the exam, factors such 

as pressure, limited time, and attention to the other aspects separately, could play a 

significant part in the performance of the students. 

 

Regarding the other two aspects, referring to Word Structure and Word order, the 

results were very similar in both. It was observed that the students were able to recognize 

the different parts of speech and organize them correctly, as well as assimilate the use of the 

modal verb "will" as indicative of the future, and the suffix "ed" in regular verbs in the past, 

mainly. However, during the application, the guide of the figure of the teacher was important, 

since the students did not show autonomy for the most part, but rather a reaction to the 

instruction given. 

 

 It should be remembered that the level of English of the students when applying the 

diagnosis was low, so the parts of the speech were considerably reduced to the most basic. 
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In the same way, the only verb conjugation used was the simple past tense. For future 

research, the use of other parts of the speech could be implemented, such as adjectives and 

prepositions, and the verbal conjugation in participle, to give just a few examples. 

 

Having said this, it can be concluded that at the end of the application of the didactic 

intervention, development was observed, to a lesser or greater extent, in specific aspects of 

linguistic competence. Despite this, I cannot describe my students as fully competent, since 

it would be necessary to define from what point someone can be considered that way. In 

addition, the development of language learning skills is a slow and gradual process, which 

does not happen overnight; especially if the students are monolingual adolescents who have 

not had close experiences with the English language and are just starting to develop their 

metalinguistic awareness. (Berk & Meyers, 2015) 

 

In spite of that, I cannot say that the intervention improved the level of my students in 

a gigantic way. What can be said is that by addressing different features of Linguistic 

Competence through Focus on Form activities, students were able to assimilate the topics 

covered in class and perform well when carrying out the activities. By using strategies typical 

of Focus on Form, such as the use of typographically modified readings, input with 

noticeable grammatical forms, and activities in which specific linguistic items had to be used, 

students were able to attend to grammatical aspects, while at the same time they engaged in 

communicative activities. 

 

In addition to the strategies taken from the bibliography, techniques and materials 

were implemented that were observed to be positive in the development of the activities. 

Some examples are the use of images as visual support to understand a reading, the use of 

graphic organizers, and the implementation of collaborative work. The sum of the applied 

strategies resulted in the students becoming aware of important grammatical aspects and 

socializing them, thus achieving progress in the development of their linguistic competence, 
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which in turn has a positive impact on communication in L2.  

 

In other words, as the students developed aspects of Linguistic Competence, they 

were able to notice important information in the texts, such as the difference between the 

simple past tense and the simple future tense, and the elements that characterize each one. 

This gave them the opportunity to increase their comprehension of texts, as well as help 

them to begin to produce structured and understandable language (Andini, n.d.; Syam, 

2017) 

 

Although an advance can be observed in communication in the target language, it 

appeared mainly in a receptive way, since the activities applied and strategies used focused 

more than anything on the exposure of students to readings. In this way, it was possible to 

see an advance in the understanding of texts, which answers the second research question, 

which is: "How does the development of different aspects within the Linguistic Competence 

affect communication in L2 within the classroom?". On the other hand, although there was 

also space for the implementation of activities in which the students used productive 

communication, either orally or in writing, this did not reflect a very great impact, especially in 

oral communication. 

 

Despite the advantages found when using Focus on Form Instruction during the 

application of the intervention, and the results that were obtained, it is not possible to answer 

the third research question: “How well does Focus on Form Instruction work in the context of 

a public Mexican secondary school?”. This question aims to find with certainty the degree of 

progress that this type of instruction can bring in the context of a Mexican public high school, 

since the time of application of this project was too short to keep a sufficiently broad record 

that would allow finding that information. Added to this, it should be considered that the 

sample group was very small, consisting of only half of the group, due to the sanitary 

measures that were taken in the practice school, which could have favored or harmed the 
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development of the intervention. 

 

However, and although it was not possible to measure exactly the progress made, 

due to time limitations, work modality, and requirements of the topics addressed, things 

could be rescued to answer the last research question, which was more reflective, and was 

stated as follows: "What advantages could be found when using Focus on Form Instruction 

in my professional practice?". 

 

The three Focus on Form Instruction strategies that were selected and applied are 

the following: Input flood, Input enhancement, and Task-essential language. These 

strategies were selected due to their less obtrusive character, since it was intended that 

students engaged in communication activities without much interruption or correction by the 

teacher, but still paying attention to linguistic features (Doughty & Williams, 1998). 

 

Although the three aforementioned strategies can be considered useful, it was found 

that the integration of Input flood was very explicit for the students, since their level was quite 

basic and their previous experience with English was limited or even non-existent, so that 

inferring grammar rules just by looking at examples would be hard to do. Even so, during the 

classes it was observed that this technique served to show examples and give students a 

basis when the forms were pointed out more explicitly, or when some type of feedback was 

used. 

 

Unlike Input flood, the input enhancement technique did not require additional 

support during application, probably being the one that best fulfilled its objective, which was 

to highlight important parts that would help the understanding of a text, either in terms of 

form, meaning, or both. This technique helped students to notice and integrate linguistic 

aspects in the construction of meaning. For example, by highlighting certain verbs in the 

reading of Shrek, students were able not only to form an opinion about the actions of the 
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characters, but also to notice the importance of the subject in a sentence and its position, 

which they later implemented in the following classes. This technique also helped to reduce 

the time in which the students carried out the activities, since it specifically marked the most 

relevant parts of the reading, which was observed to help students develop their skill of 

scanning when reading. 

 

Regarding the Task-essential language technique, the results were positive, but in a 

different way than what would have been expected at the beginning. Although the objective 

of this technique was for students to use the target language to carry out a task, the 

advantage could be found mainly in the students' reaction to these activities. These 

reactions were, for the most part, positive, because in these activities, students could make 

use of their creativity, their decision making, previous knowledge, tastes, and interpersonal 

skills to reach an agreement and organize something, be it a trip or a story.  

 

The communication during these interactions was in the mother tongue, so the 

objective of implementing this technique was not fully completed. Even so, the results of 

these activities showed positive advances in the understanding and use of linguistic 

features. Approaching this technique with more controlled and staged activities in the future 

could probably influence students' communication in the foreign language. 

 

After evaluating the outcomes obtained, variations of this project are proposed for 

future research. These are applications with a longer time span, and with a larger sample in 

number. A variation in the Focus on Form Instruction techniques used is also proposed, 

since for this project, only three were chosen, which are considered the least obtrusive 

(Doughty & Williams, 1998). Adopting more deductive strategies can give better insight into 

how students react to form-focused instruction when it is addressed in a more explicit way. 

 

Taking into account the above, based on what was developed in the realization of 
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this project, I propose the following questions that could guide further research, which are 

the following: 

● Is the Linguistic Competence best acquired using implicit or explicit focus on form? 

● What sub-competencies within the Communicative Competence are favored by using 

Focus on Form Instruction? 

● Can the productive skills in language learning be improved by using Focus on Form 

Instruction? 

 

To finish, I can safely say that the development of this intervention project has 

provided me with tools that will be useful in my teaching practice in the future. Its 

development has made me reflect on the importance of identifying problems in the 

classroom, proposing solutions, and following up on them. Likewise, I became aware of the 

importance of linguistic competence and the different aspects that are part of it as a relevant 

part of communication, and I have begun to identify appropriate ways to address them, 

although I still have a long way to go. I hope that this will be the beginning of my journey to 

become a more capable teacher, aware, and prepared for the different challenges that I may 

face. 
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