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Editorial Policy

The MEXTESOL Journal is dedicated to the classroom teacher in Mexico.
Previously unpublished articles and book reviews relevant to EFL teaching and
research in Mexico are accepted for publication. Articles may be of a practical
or theoretical nature and be written in English or Spanish. The Journal reserves
the right to edit an accepted manuscript in order to enhance clarity or style.
The author will be consulted only if the editing has been substantial.

Research-Based Articles: A research-based article should report original re-
search or discuss research-related issues. These articles are usually submitted
as refereed (judged as acceptable, conditional, or not acceptable) by two
members of the Editorial Board who are experts in an area related to that of
the article. The refereeing process is blind but, if an author wishes, a referee
may be assigned as a mentor to guide the author through the revision process.
A footnote will state that the article was refereed.

Professional Practice Issue Articles: In order to open the publication process to
more authors, refereed or non-refereed articles are accepted in this section.
These normally describe professional teaching experiences or library research
related to teaching which the author wants to share with the readers. These
articles will be read, judged and styled by members of the Editorial Staff for
originality, quality and clarity of ideas.

Reviews: The Journal welcomes review articles summarizing published re-
search or professional practice, position papers which promote or defend posi-
tions on a current, controversial topic, and book reviews of classroom texts,
recorded material, computer software or other instructional resources. Reviews
are non-refereed but are subject to editing.

Submission Guidelines: In order to facilitate the publication process, if possi-
ble, submissions should first be sent by e—mail to the address of the Journal.
The article and any graphics must be written using Microsoft Word or Word
Perfect and sent as an “attachment”. One copy of the manuscript should then
be mailed to the Journal address. This is especially important if the article
contains tables, charts or graphs since these may be altered when sent by e-
mail. If access to e-mail is not available, mail the manuscript with a copy on a
3.5” diskette. Please specify if you are submitting for a Refereed or Non-
refereed article.

Any correspondence to the Journal concerning manuscripts should be
faxed or e-mailed to the Editors at the address below. Information concerning
advertising in the Journal or MEXTESOL membership should be sent to the Na-
tional MEXTESOL Office at the addresses also listed below.

Journal Correspondence

National MEXTESOL Office
Fax / Telephone : (55) 5566-8774, (55) 5566-8749
E-mail:mextesol@mx.inter.net
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Politica Editorial

La revista MEXTESOL esta dirigida al maestro de inglés. Se aceptan ma-
nuscritos y resefas relevantes a la ensefianza del inglés como idioma extran-
jero e investigacion que no hayan sido previamente publicados. Los articulos
pueden ser de naturaleza tedrica o practica y pueden ser escritos en inglés o
en espafol. La revista se reserva el derecho de editar un manuscrito aceptado
para brindarle mayor claridad o mejorar su estilo. El autor sera consultado Uni-
camente para sugerir cambios.

Articulos basados en la investigacion: un articulo basado en investigacion debe
reportar investigacion original o discutir asuntos relacionados con la investiga-
cion. Estos articulos generalmente se someten a arbitraje (juzgados como
aceptable, condicional o no aceptable) realizado por dos miembros del consejo
editorial expertos en un area relacionada con el articulo. El proceso de arbitraje
es andnimo, pero si el autor lo desea se le puede asignar a un arbitro como
mentor para guiarlo en el proceso de revision. El articulo se publica con una
nota al pie de pagina para indicar que es arbitrado.

Articulos relacionados con la practica docente: con el propdsito de abrir las po-
sibilidades de publicacion a mas autores, se aceptan articulos arbitrados y no
arbitrados. Generalmente describen experiencias docentes o investigacion h-
bliografica relacionada con la ensefianza. Estos articulos son leidos y juzgados
por miembros del personal editorial para asegurar su originalidad, calidad y
claridad de ideas.

Resefias: la revista acepta resefias de investigacion publicada o de préactica
docente, ponencias que argumentan a favor o en contra de temas actuales o
controvertidos y resefas de libros de texto, materiales audiovisuales, progra-
mas de computadoras, y otros recursos didacticos. Las resefias no son someti-
das a arbitraje pero son sujetas a edicion.

Indicaciones para enviar una propuesta: para facilitar el proceso de publicacion
se recomienda enviar el manuscrito por correo electrénico a la direccion de la
revista. Se debe utilizar un procesador Microsoft Word o Word Perfect para el
articulo y graficas que lo acompafien y ser enviado como un attachment. Ade-
mas se debe enviar una copia del manuscrito a la Direccidon postal de la revista
ya que las gréficas, tablas o diagramas que contenga el articulo pueden sufrir
alteraciones al ser enviado por correo electronico. Si no se tiene acceso al -
rreo electronico, se debe enviar el manuscrito acompafado de una copia en
diskette de 3.5”. Favor de indicar si se desea que el articulo sea o no arbi-
trado.

Cualquier correspondencia a la revista que tenga que ver con articulos
para publicacion debe ser enviada via fax o correo electrénico a las direcciones
que aparecen abajo. La informacidon concerniente a propaganda en la revista o
a membresias debe ser enviada a la Oficina Nacional de MEXTESOL cuya dire c-
cion también aparece abajo.

Correspondencia

Oficina Nacional MEXTESOL
Fax / Teléfono : (55) 5566-8774, (55) 5566-8749
E-mail : mextesol@mx.inter.net
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From the Editors

We, Ma. Guadalupe Santos Espino and Ulrich Schrader, have taken
over as Co-Editors of the MEXTESOL Journal at the request of Yamilett
Martinez Brisefo, President of National MEXTESOL. We would like to
thank the members of the Journal Editorial Board for their support dur-
ing this change, and for their fast reviews. In addition, we would like to
thank JoAnn Miller for volunteering to be the Interim Editor for the last
issue. We have had some difficulty getting started and we thank the
authors of the articles in this issue for their patience in seeing their work
finally published and in the hands of the MEXTESOL Journal readership.
We hope to make up the backlog of missing issues of the Journal as
soon as possible.

This issue of the Journal contains a large variety of articles cater-
ing to many different interests within the field of ELT. We feel that there
will be something for each of the many diverse readers of the MEX-
TESOL Journal who work in many different settings and who have many
different professional concerns. The first article, “Acquiring Vocabulary
Through Story-Songs” by Suzanne Medina provides a technique for
helping children learn vocabulary through the use of stories accompa-
nied by music. In the second article Luz Maria Mufioz de Cote compares
and contrasts two ways of dealing with grammar in an EFL setting. Linda
Parkyn, John Beaney and Kim Yufez have collaborated on an article
which examines aspects of cultural linguistic imperialism in the teaching
of languages as presented in popular movies.

In the next set of articles Jessica Lindner presents a technique for
organizing a “Travel Fair” for students. Tom Alibrandi comments on
ways to be an “..Inspiring, Authentic ESL/EFL Teacher”, and Kimberly
Anne Brooks-Lewis addresses the researcher role of ELT professionals
and provides some practical suggestions for how to go about doing re-
search and writing up a research paper.

In this issue we also have a response to a controversial article
published in the Spring Issue of the Journal. Anne Towgood presents a
different view of the issues presented by Douglas Goodwin in “An
Intercultural Perspective on Conflicts between Language Teachers.” And
finally, Peter Putnam provides us with an insightful review of Alastair
Pennycook’s book, The Cultural Politics of English as an International
Language.

We hope you enjoy this issue and we will make every possible &f-
fort to put the MEXTESOL Journal back on its regular publication sched-
ule as soon as possible.
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Acquiring Vocabulary Through Story-
Songs!

BY SUZANNE L. MEDINA, PH.D., CALIFORNIA STATE UNIVERSITY, DOM-
INGUEZ HILLS ?

It is common practice for teachers of first and second language
learners to read stories to children. By engaging in this practice, teach-
ers not only model literacy skills, but they also cultivate listening skills
and promote vocabulary acquisition. One particular type of story, the
"story-song” is frequently used by educators of young children. The
story-song is basically a poem with a story-line woven through it. Fur-
thermore, because it has been set to music it can be sung rather than
spoken. Yet, are story-songs simply novelty items or does the melodic
element make an important instructional contribution? An empirical in-
vestigation of a group of 48 third grade second language learners meas-
ured the amount of vocabulary acquisition which was produced when
two variables were investigated: illustrations and music. Thus subjects
either heard a story which was (1) sung and illustrated, (2) sung, but
not illustrated, (3) spoken and illustrated, or (4) spoken yet not illus-
trated. Subjects were exposed to their respective treatments for three
minutes a day for three consecutive days. Apart from being pre-tested,
they were post tested immediately after their last treatment and again
two weeks later. The statistical analysis revealed that the illustrated
spoken and sung stories were equally effective means of supporting lan-
guage acquisition. However, close examination of the descriptive data
revealed a definite bias in favor of the illustrated story-song. That is,
second language learners who listened to the illustrated sung stories ac-
quired an average of 1.5 words by the end of the treatment period,
while those who heard the illustrated spoken rendition of the story ac-
quired an average of 1.0 words. This difference of .5 words grew after
two weeks. At that time, the average vocabulary acquired by the illus-
trated story-song group was 1.75 as opposed to the illustrated spoken
story group’'s 1.08. As expected, the effects of music were greatest with
the subjects who knew the least amount of vocabulary initially. After
two weeks, beginners in the music-illustration group acquired an aver-
age of 3.33 vocabulary while low proficiency level learners in the no-
music-illustration group averaged 1.5 vocabulary words. Although this
research was conducted on a relatively small number of subjects, it
points to the positive effects which music may have upon language ac-
quisition. More specifically, it suggests that illustrated story-songs may

! This article is refereed.
2 The author can be reached at ESLSongs@aol.com .
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produce greater vocabulary acquisition than illustrated traditional spo-
ken stories (Medina 1993).

Research Into Practice

Teachers of second language learners can similarly increase the
vocabularies of their learners by following some simple guidelines.

Step 1-Select a Story-Song

Before you begin, make certain that you have selected a story-
song which will produce maximum results. First, follow the same princi-
ples you would use when selecting any story for your learners. Find a
story-song with a story-line which will be of interest to your learners. In
Elley's (1989) investigation, not all stories resulted in the same amount
of language acquisition. It is not clear at this time what characterizes
such an optimal story, although interest level certainly might be a criti-
cal attribute. Also, select a song which contains an appropriate number
of unfamiliar words. According to Krashen (1985), language acquisition
occurs when the learner is exposed to only a few new words, what
Krashen refers to as "i + 1." Acquisition will not take place if learners
are inundated by an inordinate number of unfamiliar words (i.e., i + 9).
Furthermore, the story-song should expose students more than once to
each new vocabulary word. It is particularly helpful when the target vo-
cabulary words are critical to the plot of the story. The contextual envi-
ronment in which a new vocabulary word is found should be rich. That
is, learners should be able to easily infer the meaning of key vocabulary
words on the basis of the context (Elley 1989).

Stories should also be rich in a necessary requirement for lan-
guage acquisition--what Krashen refers to as "extralinguistic support.”
As the term implies, extralinguistic support refers to non-verbal means
of communicating a word's meaning (e.g., pictures, photos, actions).
Meaning can also be conveyed verbally as is the case when a teacher
provides a synonym or varies her intonation. This is referred to by
Krashen as "linguistic support.” (See Diagram 1)

In short, when selecting an appropriate story-song, both forms of
support need to be tended to. Therefore, story-song books should
abound with illustrations which clearly communicate the meaning of new
vocabulary. It is particularly helpful when illustrations of new vocabulary
words appear numerous times in the story (Elley 1989).
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Diagram 1

Relationship of Extralinguistic Support and Linguistic Support to Sec-
ond Language Acquisition

EXTRALINGUISTIC SUPPORT LINGUISTIC SUPPORT

* Fambhar Words
*Pienres * Cognales

* Pholos * 1.1 Vocabulary used
* Alides sparingh

* Actwns * LI Explanation

* Gosluges * L2 Explanation
* Prior Kmoowledge * L2 Bynonyvim
* Intenation

Linguistic/
Extralinguistic
Support

Second
Language
Acquisition

Secondl Language Comprehensible
Noise Inupi

The music heard on the story-song tape cassettes should also be
appealing to the students. This will increase the likelihood that learners
will want to hear and sing the song once again after it has been learned
in class. The melody line should be simple and uncomplicated. Complex
melodies unnecessarily tax memory, forcing the students to focus at-
tention on learning the melody rather than the lyrics. The tempo should
also be moderate. If the song's cadence is too brisk, your learners will
be unable to capture new vocabulary words (Medina 1993). Instead,
learners will hear nothing more than musical "noise.”

Step 2-Preparing for the Story-Song

A few preparatory measures should be taken prior to playing the
story-song for your learners. Familiarizing learners with the story con-
tent prior to hearing the story-song will increase the comprehensibility
of the story and ultimately the amount of vocabulary acquired. Begin by
stating the topic of the story-song. Have students share their experi-
ences on the topic in order to tap their prior knowledge. Next, briefly
explain what the song is about without summarizing the entire story-
line. Finally, read the story while pointing to pictures. Further support
your reading with other types of comprehensible input. Elley (1989)
found that using three types of "comprehensible input” produced the
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greatest amount of vocabulary acquisition: (1) contextual clues, (2) I-
lustrations, and (3) other types of comprehensible input such as pic-
tures, synonyms, explanations (in the first or second language) while
the story was being read. In order to maximize vocabulary acquisition in
your learners you would be wise to similarly provide multiple forms of
linguistic and extralinguistic support while reading the story.

Step 3-Introduce the Melody

It is often helpful to play the instrumental version of the story-
song at this point if it is available. If your tape recording does not con-
tain a separate instrumental version, then play the sung version several
days before presenting the story-song as described in Step 4. Students
can listen to this music while engaging in other activities (e.g., working
on an art project or while engaging in a physical education activity). By
playing either the instrumental or sung versions, you will provide stu-
dents with the opportunity to become familiar with the melody prior to
hearing the story-song. This is a particularly important step if the genre
of music is totally unfamiliar to the learners. Danlan (1975) found that
learners responded differently depending upon whether the music they
were exposed to was familiar or unfamiliar. Introducing the melody first
makes pedagogical sense for still another reason. When humans are si-
multaneously exposed to several new stimuli, they experience what is
referred to as "secondary task overloading.” This cognitive over-
stimulation can prevent students from learning the skills which they are
attempting to acquire. Therefore, in order to avoid this effect, it is ad-
visable to first expose students to the melody of the story-song prior to
introducing the story-song itself.

Step 4-Present the Story-Song

Play the recording of the story-song while pointing to the story's
illustrations. Repeat this process two to three times each day for several
days. Students may wish to take turns pointing to pictures in the story-
book as it is heard. In the investigation which was described earlier in
this article, vocabulary acquired through music was retained in memory
two weeks beyond the treatment period. That is, there was no additional
exposure.

Vocabulary acquired through music increased after two weeks
even though students had not heard the story-song during that time.
Therefore, it stands to reason that additional exposure to a story-song
will help the language acquisition process. Given this, it is advisable to
play the story-song intermittently over the next month or two. Enthusi-
astic students will most likely ask you to play the story-song again and
again. That is what typically occurs when using music in the second lan-
guage classroom.
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Step 5-Continue to Support Language Acquisition

To add variety and further support the language acquisition proc-
ess, provide different forms of comprehensible input each time the
story-song is heard. One way to do this is to have students create artis-
tic works that will be used later on during subsequent readings of the
story. For example, students can create illustrations of key vocabulary
items or scenes in the story. Later on, when students hear the story-
song played, you can point to the students’ illustrations rather than
those in the storybook. Similarly, students can create puppets, cos-
tumes or masks which can be used to playact the story-song as it is
being heard.

The effects of music upon human learning are not entirely under-
stood. Yet, there is reason to believe music can be used by educators to
promote second language acquisition. While additional research is
needed on this topic, there is reason to believe that story-songs may
result in greater vocabulary acquisition than more traditional spoken
stories. Teachers can begin immediately to witness the effects of music
on their second language learners. By following a few simple guidelines
they can use story-songs to boost the acquisition of vocabulary in their
learners.

References
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Ways of Approaching Grammar
Teaching:

By Luz MARIA MuRNoOz DE COTE, UNIVERSIDAD DE GUANAJUATO?

Introduction

The Presentation-Practice-Production model to introduce new
grammatical structures could be said to be an influential approach to the
teaching of grammar which has provoked debate in terms of its effec-
tiveness (Cullen 2001) for the past two decades. In this paper | will try
to explain the Presentation-Practice-Production (PPP) model basing my
arguments on relevant information regarding the rationale behind the
model, and by providing examples from a textbook (Richards, Hull and
Proctor 1998). In the second part of the paper, | will evaluate the
model, outline its strengths in terms of clarity and predictability for
teachers and learners; and its weaknesses, such as the lack of con-
sciousness-raising opportunities as well as its linear approach to learn-
ing grammar and the dangers of fossilization. | will support my argu-
ments with activities from the textbook and from relevant literature. In
the third part, 1 will propose changes to implement a Task-based learn-
ing approach to the aforementioned activities to help learners raise their
consciousness and notice grammar and probably prevent fossilization. |
will conclude by saying that an informed and well thought out choice of
activities or tasks following different approaches to grammar teaching
may be the better option in order to cater to different kinds of teachers
and learners.

Description of the Presentation-Practice-Production Model

The Presentation-Practice-Production (PPP) approach to grammar
teaching involves three stages in a given order to fulfill the assumption
that language is learned as a skill (Anderson in Mitchell et al. 1998;
Johnson 1994). The implication of these assumptions is that language
can be acquired® through practice until it becomes automatic. Thus, the
first stage focuses consciously on accuracy, the second stage practices
language using accuracy activities to help proceduralization (also re-
ferred to as automization), and the third stage focuses on fluency to
help automization.

The presentation stage presents new language in context through
a short written conversation, a written text or a short story told by the

L This article is refereed.

2 The author can be reached at luzmaria@quijote.ugto.mx .
® In this paper, the terms acquisition and learning will be used indistinctly.
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teacher (Harmer 1991) (see Appendix 1). Language is introduced induc-
tively (Thornbury 1999), exposing learners to form and meaning from
which learners could infer the rule. The second step of this stage focuses
consciously on accuracy as a source of declarative knowledge (Johnson
1994) using a deductive approach or overt explanation of the target
structure (Hedge 2000). The objective is to provide learners with a clear
framework to work towards proceduralization, as explained by Johnson
(1994). In general, at this stage the learner is expected to demonstrate
understanding of the form and the teacher is in full control (Harmer
1991). In most cases, the context also provides learners with unana-
lyzed language (formulaic chunks) that learners are encouraged to use
during the production stage.

The second stage is practice. Its objective is to help learners start
the process of automization, which is fundamental for skill development
(Johnson 1994; Anderson in Mitchell et al. 1998). At this stage learners
practice language through teacher-controlled activities paying conscious
attention to form. Anderson (in Mitchell et al. 1998) explains that this
stage provides learners with opportunities to work out a method to per-
form accurately. If students fail, the teacher considers going back to the
first stage. Activities for the practice stage can be done in pairs, indi-
vidually or, as a whole class; the teacher acts as monitor while learners
practice (see Appendix 2).

To achieve automization, learners proceduralise their declarative
knowledge in the production stage where they have the opportunity to
personalize and produce language more freely (Hedge 2000; Harmer
1991). During this stage, it is hoped that learners do not pay conscious
attention to form, but focus fully on the message. According to Johnson
(1994) and Thornbury (1999) activities for the production stage should
have a communicative purpose in order for the skill to become more
rapid and automatic (Anderson in Mitchell et al. 1998) giving learners
more control over their linguistic choices (Hedge 2000). Even though at
this point of the lesson the main objective is to develop fluency, learners
are expected to produce accurate language. If mistakes arise, the
teacher assesses the need to go back to either the second or the first
stage of the framework. Appendix 3 is an example of an activity that
requires accurate answers. If learners have achieved the necessary lin-
guistic comprehension to enable them to answer while listening to the
tape, then the teacher may proceed to a freer activity.

Evaluation of the PPP model

I will start the discussion by considering aspects like clarity and
predictability of the model. As mentioned by Batstone (1994) and from
personal experience as a teacher and coordinator of an EFL program,
PPP provides inexperienced teachers with a sense of structure that helps
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them build their confidence as teachers. In addition to the teacher’s
confidence, there is also evidence from research (and from personal ex-
perience) that beginning learners may also benefit from the clarity and
predictability of this framework as they also feel insecure using the lan-
guage and need to gain confidence to succeed in their learning process
(Batstone 1994). Furthermore, even though PPP is a vehicle for teaching
grammatical structures through analysis, most of the time this model
provides some formulaic language that motivates beginning learners
when they find themselves using speech at an early stage. In fact, | can
recall many students expressing their amazement when they find them-
selves communicating with peers in English at an early stage using their
limited linguistic knowledge. These chunks of speech can be memorized
as unanalyzed wholes and are likely to occur while learners are engaged
in conversational activities during the production stage (Ellis 1986) (Ex-
amples of formulaic language are found in Appendices 1 and 3). Yet, a
drawback to teachers’ and learners’ confidence is that very frequently
teachers’ expectations are far from the reality of learners’ learning
(Hedge 2000). The latter comment is in agreement with Skehan (1996)
who states that level of attainment in many classrooms using a PPP ap-
proach is rather poor.

It could be said that presenting language in context (see Appendix
1) which Skehan (1994) calls form-meaning pairing’, provides learners
with pragmatic and sociolinguistic information which would enable them
to process this knowledge and develop competence in these areas (Ellis
1994; Tarone & Yule 1989; Kasper 1997). This aspect could be consid-
ered a strength of the model as it would help learners produce gram-
matically correct language that is also appropriate when used in real life
contexts (an example could be the use of formal and informal lan-
guage). However, material designed to implement a PPP approach has
been criticized (Scrivener, 1996) for its simulated authenticity and
sometimes it does not provide reliable pragmatic information.

An important issue that has been questioned by many researchers
(Skehan 1996; Scrivener 1996; Thornbury 1999) is the presentation of
one structure at a time. A PPP approach assumes that language is
learned linearly (Willis 1996b) while research (Nunan 1998; Willis
1996b; Rutherford 1987; Leech 1994) shows evidence that language is
learned ‘organically’, several grammatical items at a time. Learners form
hypotheses when they first encounter a structure without fully under-
standing it, while, and at the same time, working out the meaning of
other aspects of the language (Rutherford 1987; Skehan 1994; Batstone
1994; Long in Batstone 1994). While this happens, learners develop
new hypotheses. Based on this evidence, expecting learners to proce-
duralize knowledge in a straight forward line through PPP, in my opinion,
could be considered a narrow view of a complex process that has not
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taken into consideration learners’ interlanguage development. In fact, it
has been found that in order to develop interlanguage, learners need
opportunities to notice and raise their linguistic awareness (Thornbury
2001; Cullen 2001). In fact, there is evidence, as Skehan (1994) and
Hedge (2000) explain, that rarely do learners integrate new structures
into their repertoire after the first two stages. Bialystok and Faerch et al.
(cited in Stern 1992) explain that learners probably use explicit knowl-
edge (consciously learned language) and implicit knowledge (automatic
knowledge) interactively in order to develop automization which could
also explain why learners do not integrate new language so readily.

While engaged in fluency activities, most learners use the mini-
mum possible language and the forms they feel confident with even if
communication is based mainly on lexis (Batstone 1984). In my opinion,
the relevance of using grammar is not made evident after the presenta-
tion and practice stages or it may be difficult to state that learners have
been given the opportunity to notice form. To solve the lack of grammar
use, some authors (Batstone 1994; Thornbury 1999, 2001) state the
need to give learners the opportunity to notice grammar. Both authors
suggest providing learners with opportunities to formulate hypotheses
and reformulate them as gaps are noticed (Thornbury 2000). Under
these circumstances, and based on Tarone & Yule’'s definition, gram-
matical competence would be difficult to achieve through the PPP model
because learners are not given opportunities to become consciously
aware of the grammatical form. On the other hand, lack of opportunities
to notice language and reformulate hypotheses may cause fossilization
(Thornbury 1999; Batstone 1994).

Proposal

In order to find solutions to the issues addressed in the evaluation
of the PPP model, | propose to adapt the activities shown in Appendix 3
by implementing a task-based learning approach (TBL) (Willis 1996b).
Willis states that TBL provides opportunities to move from language ex-
perience to language analysis. The objective is not only to reverse the
process (first fluency and then accuracy) but also to give learners the
opportunity to proceduralize through consciousness-raising activities.
This provides learners with opportunities to develop their interlanguage
and integrate new forms into their linguistic repertoire in order to pre-
vent fossilization.

The TBL framework (Willis 1996a, 1996b) involves a pre-task, a
task cycle and language focus. During the pre-task phase the teacher
introduces the topic and provides input for learners. The task cycle pro-

vides learners with opportunities to use all the language they have inte-
grated in their repertoire by working on a meaningful and purposeful
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task. The language focus stage gives learners the opportunity to analyze
form and raise their consciousness by promoting noticing activities.

Proposed Activities

The following activities were used with a group of beginners. Most
learners are university students who have studied English for about 120
hours . They meet five times a week and have one-hour classes.

Pre-task. The teacher sets the context and activates learners’ schemata.
Working in pairs, students discuss the kinds of experiences people m-
grating to other places have. After the discussion, the teacher elicits the
information discussed by the students and helps them categorize it. The
categories could be ‘positive’ and ‘negative’. Categorization helps learn-
ers better understand the information they gather and raise their
awareness.

Task cycle 1. Learners are exposed to the language through a recording
(Appendix 3). The second part of this stage gives the learner the op-
portunity to focus on form in order to be able to communicate as accu-
rately as possible. Students listen to activity 4 (Appendix 3) finding as
much information about the topic as possible. After listening, students
compare their answers in small groups (2-3 students). Once they have
listened twice to the recording and completed the chart, students pre-
pare to report answers to the group. Each pair has to present their an-
swers to the class in a minute only.

Language focus. At this stage, learners will focus on the use of the sim-
ple past tense. Working in small groups (3-4 people), learners discuss
the information they have listened to in order to better understand the
recording. After reporting their answers to the class, learners read the
tapescript while listening to the recording to find things done before and
after moving to the US as well as positive and negative experiences in
the US. Students work individually while the teacher helps with any
questions that might come up by guiding them and encouraging them to
reflect. The purpose is to guide the learners to find the rules that will
enable them to form and use the simple past. To wrap up the activity,
the teacher elicits examples from each category and writes them on the
blackboard. If there are still problems, they are dealt with as a whole
class. Even though the activity focuses on the simple past, the teacher
will have the opportunity to help individuals with different learning abili-
ties.

Task cycle 2 This second cycle gives learners the opportunity to per-
sonalize what they have learned. The purpose of this task is to find out
the types of experiences that people living in Guanajuato face. The first
step (working in groups of 2 or 3) is to choose a topic and design an in-
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terview. After that, each student has to interview someone and prepare
a written report to be posted in the classroom.

Working in pairs or trios, students prepare a set of questions for
the interview. They can choose one of the following topics: a) Being a
young woman/man in Guanajuato; b) Living in a university town; c)
Combining entertainment and school work during the semester; d)
Studying away from home. After discussing and writing their questions,
each learner interviews at least one person. After the interview, they go
back to their groups and select the information that they will include in
the written report. The teacher will be available for any help needed.
While preparing the written report learners have the opportunity to use
all the grammar they have integrated into their repertoire.

Language focus. Learners have the opportunity to analyze the language
and focus on accuracy in order to produce a well written composition to
be displayed for others to read. Even though the main focus of this les-
son is on the simple past tense, other grammatical structures may
emerge. Learners will be encouraged to discover and discuss what they
understand. According to Willis (1996b) this stage creates a real need to
focus on accuracy. Students will organize the information they have. The
teacher will be available to help as needed but only by giving learners
the opportunity to reflect and work with the language to express their
ideas clearly considering appropriateness and accuracy of language in
general, rather than by producing a single form (Willis 1996b). Learners
are encouraged to ask about any aspects of language they notice. Fur-
ther practice focusing on form can be done while preparing the written
report of the results.

Conclusion

As | have tried to explain, there are positive aspects of the PPP
model as well as issues that should be discussed further. Through TBL,
some of the issues like awareness raising are dealt with, but other
problems arise. An issue that is of concern, and involves both ap-
proaches, is the kind of interaction used by students during the task cy-
cle and the production stage. Seedhouse (1999) mentions that there are
tasks that can constrain the kind of turn taking used by learners making
it repetitive and far from real life interactive patterns. Nonetheless,
when | implemented the tasks suggested in the proposal, | noticed that
students used limited patterns while they were interviewing each other;
but, when they were discussing the information to include in the report,
they were engaged in rather complex interactive patterns. Therefore,
some of the communication strategies that students used during the
first stage of the task remain a problem that needs a solution; yet, the
discussion in groups provides further opportunities to use the language
as each learner has different ideas and they seemed to use it differently.
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On the other hand, as Skehan (1994) mentions, the task cycles provide
a balanced combination of listening, speaking and language focus activi-
ties that could probably have an impact on interlanguage change. If so,
it would help learners avoid fossilization of all the language they have
integrated so far and not only of the language that the teacher would
focus on if a PPP approach were used.

While using the proposed tasks in class, | found it difficult to go
through the language focus stage. Almost all the learners had different
problems and their different interlanguages were made evident. It took
me a long time to give feedback to each pair (there were 11 pairs) and |
think it was done somewhat inefficiently. However, | should say that
even though it caused me some anxiety, for most students it was a
gratifying experience as they produced a rather well-written report for
their level (most learners have been studying English for approximately
120 hours) (Appendix 4 shows sample reports). In fact, |1 believe that
the tasks catered to the needs of analytical—as well as memory-oriented
learners who would probably provide formulaic language, as mentioned
by Skehan, “learners use the planning time to take risks and to incor-
porate more ambitious language in what they want to say” (1994:184).

Tarone & Yule (1989) point out that linguists cannot agree upon a
single view of the learning process. Accordingly, experience has shown
me that different approaches help solve some problems while others
remain unsolved. For this reason, | suggest using an approach where
PPP and TBL are used depending on learners’ confidence or lack of it as
well as teachers’ confidence and experience. If the learning process
starts by using a PPP framework, and gradually changes to a TBL set-
ting, much can be achieved without upsetting learners’ expectations
which, as Willis (1996b) explains, can have a negative effect on the
learning experience. It would involve "a philosophy of local solutions to
local problems"” (Tarone & Yule 1989). However, | believe that adopting
an alternative approach to teaching grammar involves more than alter-
ing and adapting material. It would be necessary to understand the ra-
tionale behind the approach to be used in order to build a sequence and
provide learners with adequate tasks to develop their interlanguage.
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Appendix 1

Example of a Presentation Stage activity.

Multicultural Cities

Ppnp.l’e from many different covntries j'.lw in these fﬂnr fngfﬂb—:pemirmg nt:es

: st Huomg Kong \
i o
India fndanesta i Pni:? E'
Nigeria ¢ Haly s L Harasy
Pokistan ey Vielnam -' i ﬁmﬁm

Source; UN Depeetment lor Imamational
Talk about these questions. Econamic, and Social Affais
Why do you think these cities have so many immigrants?
Are there any immigrants in your city? Where are they from onginally?

FJ CONVERSATION

£
A =% Listen and practice.

Ted: Oh, I'm really sorry. Are you OK?
Ana: I'm fine. But I'm not very good at this,
Ted: Neither am 1. Say, are vou from South America?
Ana: Yes, [ am, originally. [ was barn in Argentina.
Ted: Did you grow up there?
Ana: Yes, [ did, but my family moved here

eight years ago, when T was in high sc