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Abstract

The subject of the present research is teachingtigue formation skills at pre-
intermediate level.

The goal of the study is to define the main proldam teaching questions to pre-
intermediate students and state the effectiverfesarimus types of activities in practising and
developing the learners’ skills in asking questions

The author of the relevant paper has performettbn researctbased on theoretical
and practical methods.

The theoretical method involves the survey of theoties studied: it discovers
different perspectives on the subject of grammaglyaes various concepts of knowing
grammar and approaches to teaching the subjectedfeo as well as describes the status of
grammar in language acquisition. The significaniceffective grammar practice organisation
and the principles of successful activities aren@rad. The researcher on the theme
investigates the importance of syntax in knowingngmar including diverse types of
sentences. The sources used in the study refee experience of such authorities on the field
as Harmer, Thornbury, Ur etc.

The practical part of the diploma paper is basedtlm researcher’s teaching
experience at elementary school, the results ofqgunestionnaires for the students of the
experimental group and the teachers of English el as the results of the learners’
preliminary testing.

The present research proves that diverse and abggpbactice types can improve
learners™ understanding of question formation asel u

The diploma paper consists of three chapters withclsapters and relevant
conclusions. Theses reflect the main findings prieskin the study. Appendices involve the
additional materials used during the experiment.

The study might be of interest to teachers in glagnthe English grammar lessons in

order to make the process of question acquisitioreraffective and enjoyable.



Anotacija

Diplomdarba&ma ir jauijumu veidoSanas prasmju vingifana pamatskal

Petnieciska darba markis ir noteikt galvels probEmas, kas saig ar jaudjumu
veidoSanas apguvi pamatskain konstait daudzveitgu uzdevumu efektiviti jautagjumu
veidoSanas prasmju ving#sari un atistisars.

Petijjums balsis uz teogtisko un praktiskam meto@m.

Teorctiska metode ietver studhs literatiras apskatu. Tajatklati dazdi gramatikas
aspekti, anali@as koncepcijas attigdm@a uz gramatikas gyzinaSanu un pieejas gramatikas
maciSar, ka af ieskiGta gramatikas statusa lomu valodas apguves gro€eplomdaria
atsegts gramatikas vingajmmu efekivas organiacijas un atlases principu izes
noZimigums. Rtijjuma autore uzsver sintakses, tai skd@Aadu teikumu veidu, namigumu
sekmga gramatikas apgw@v Diplomdarla ietvertas atsauces uiadu noZmigu attie@gas
jomas spealistu pieredzi & Harmers,Ura u.c.

Petijuma praktisk dda balsis uz diplomdarba autores adiSanas pieredzi
pamatskal, eksperimerlas grupas skehu un angu valodas skolaju anketSanas
rezul@tiem, ka aif audzknu diagnostisk testa anati.

Petnieciskaji darka pieradits, ka daudzveidi un saistoSi vingrijumi uzlabo skainu
jautagjumu veidoSanas prasmes un to pielietojumu.

Diplomdarbs ietver 168 noddas ar apaksSnottan, ki afi atbilstoSus sec#jumus.
Pielikuma pievienoti matedili, kas izmantoti ptijuma praktisks ddas realizSanas laik.

Petnieciskais darbs vaiu kalpot angu valodas skolajiem pamatska, lai jaugjumu

veidoSanas prasmju apguves procesu veidoturef&ltun aizraujosku.
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INTRODUCTION

Thinking is a process of asking and answering guest People should ask the right
guestions to get the right answers and consequirlyight results. The researcher shares the
view of Tony Robbins referred to by Steve Pavlinaovalso points out that lousy questions
bring crippled results — the focus of the questienturned away from what is wanted and

towards more of what is not wantetttp://www.stevepavlina.com/blog/2006/02/asking-the

right-questiong/

Asking questions is a powerful action. Questionedithe flow of conversation, select
the next speaker, compel attention and channdigtemer’s thought. For a foreign language
learner asking questions is also an expressionowfep over the language both in form
(interrogatives are far from straightforward Enlglisand in function (as power over the
situation and over the language users). (MorgamydRicri, 1988: 9)

It should be admitted that asking and answeringsiiues forms a high percentage of
classroom activities. It occurs not only in classminteractions but also in tests and quizzes.

Language learning is a dialogue between the teaiithe learner. Both of them ask
questions for different purposes. Teachers arerasted in gaining information, giving
instructions and commands, checking informationd8&nts gain information, make requests,
check information with the help of questions.

Teachers acknowledge that there is much pressteimdostudents not to ask questions.
Learners tend to feel stupid when forming questidhgnan beings do not want to admit that
they are unskilful in doing something. The larganiner of students in the class as well as
time pressure discourages dialogues and questions.

The attitude or the personality of the teacher aan work against the wish to inquire.
(http://www.bugpub.com/est/eot2htm/

The classroom could be a safe and encouragingosment for students to have an
opportunity to create and recreate meanings thréargduage with the help of teachers as their
advisers. Learners could practice things that theaye to ask, they want to ask and they are
able to ask. The age of students is a major fastour decisions what and how to teach. The
widespread stereotype that adolescents are unrtetivand poor language learners is
misleading. Each student has different experieratb tln and outside the classroom. If the
learners are exposed to texts and situations ichwtiieir own thoughts and experience are
involved, they have a great capacity to learn. fEaehers” job is to direct language teaching
closer to the learners’ everyday life, to provokelents™ engagement thus building a bridge
between what they want and have to teach and tliests™ world and experience. At the

same time teachers should be conscious of impddatdrs for adolescent students, namely, a
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need for identity and peer approval. “A good questasking environment is a fragile and

delicate thing. It must be nurtured every dattg://www.bugpub.com/est/eot2htm/

There are different individuals in our classes. 8ahthem respond better to discovery
activities, some prefer a more directed approand, @hers feel enthusiastic about creative
tasks. Different intelligence predominates in diéf@ people. Teachers need to balance the
interests of individuals. They should choose arapad variety of activities to ensure that they
pay attention to different learning styles thusiiggvan opportunity to various types of learners
in the course of teaching/learning.

The author of the present diploma paper as wellthes target audience of the
guestionnaires for the students of the target geoup twelve teachers of English working at
elementary school admit that students often makstakes when they ask questions.
According to Sela (2003: 21), question formationaisource of difficulty for learners of
English. Whether to invert the word order or to 02 insertion may seem haphazard to the
beginner, and even advanced learners make erroigestion formation. Sometimes students’
mistakes regarding asking questions are just sllpsh are corrected after the teacher points
them out to the learners. In some cases the abewtianed errors are deeply ingrained and
need additional teaching.

The author of the present study has reflected @ pgtoblem how to avoid the
widespread myths that teaching grammar means @ps&ating models in a mindless way,
memorizing rules, drilling contentless structurdsw should the teacher deal with grammar
in a way that engages the learners by exploitingatority, modern thinking and new
experiences? What activities should the teachetas$elp students practice both aspects of
guestions: getting the grammar right and reacthegcommunicative purpose? How can the
language teacher reshape the process of questimation acquisition and achieve the main
goal, i. e., make the learners trust the flow ofrdgothey are using. J. Scrivener (2003: 2)
confirms that humans learn by having a lot of opjpaties to practice a new language.
Learners get things wrong quite a few times befloes get them right. It may take a long time
for a newly studied language to become part ofl¢laener’'s own repertoire. If students ask
questions unconsciously and achieve their commtimecaaims, they are self-motivated

learners. That is the behaviour that we, languegehters, are trying to reach.

The above mentioned problems and the ways of w@ition as well as personal
interest in the subject have been the reason feratithor to do research on theme

“Practising Question Formation Skills at Elementary Schoof. The experiment took place



in Cesis Primary School. The target group involsixteen mixed-ability learners of pre-

intermediate language level whose competence oidbngas rather unreliable.

The goal of the study is to define the main problems in b&ag questions to pre-
intermediate students and state the effectivenfegsrimus types of activities in practising and

developing the learners’ skills in asking questions

The researcher has worked out the followimgpothesis: students’™ understanding of
question formation and use is improved, if the hea@pplies diverse and absorbing practice

types in the teaching/learning process.

To prove the above mentioned hypothesis, the awuththe diploma paper has set the
following enabling objectives
1. To investigate the pedagogical, methodological g®ychological literature
concerning the theme of the research.
2. To adapt the theories to the specific classroouasdn.
3. To define the main problems in asking questionpdryorming a diagnostic test.
4. To select and design grammar materials includingnmgtes of diverse question
formation practice activities.
5. To design and administer questionnaires for stigdamd teachers of English.
6. To carry out pilot teaching.
7. To realize language development examination through designed and
administered achievement test.
8. To analyse the results of the questionnaires amdc¢hievement test.

9. To sum up the findings and draw relevant conclusion

Theresearch methodsare as follows:
1. The theoretical method is the survey of the theostedied.
2. The practical methods are classroom observatioastgunnaires, pilot teaching,

testing.

The present diploma paper consists of three maiaptelhs with subchapters,

conclusions, theses, a list of bibliography andeaypices.



In Chapter 1 the author of the present study investigatestiberetical background of
teaching grammar. The researcher gives an ovemialifferent perspectives on grammar and
various concepts on knowing it. The place of gramnim various teaching approaches and the
status of grammar as one of the means of acqumegiery of the language are described. The
role of the teacher in planning, monitoring and gufing the students’ performance is
explored. In this chapter the organisation of granteaching and the principles of effective
grammar practice activities for consolidating shitde knowledge are analyzed. Tests are
looked at as instruments for purposeful languagesssnent. The author of the present paper

considers the recent approach to errors and coredetedback.

In Chapter 2 the researcher discusses the question of synta asportant part of
knowing grammar and treats the sentence as ante¢sgmtactic structure in acquisition the
subject referred to. The four types of sentencesdmscribed. The author of the present
diploma paper also discusses the features of agative sentences and their role in everyday

communication.

In Chapter 3 the practical part of the study is presented. Acdpson of the target
group is offered. The author of the present studgcdbes the research method, topic,
techniques and the approach to the data collettezlchapter sums up the main problems on
asking questions diagnosed through the pre-tesimygthe questionnaires for the students of
the target group and the teachers of English. Titleoa of the present paper provides a review
of the question formation practice in the teachad used in the classroom. The main
considerations of practice organisation are desdribnd the principles of the practical

application of selected question formation actgtare presented.

The author chapter also deals with tharning outcomesof the research carried out
and draws relevantonclusions The appendicessupply a great number of study materials
which can be used when practising question formaéib elementary and pre-intermediate

level.



1 THEORETICAL BACKGROUND OF TEACHING GRAMMAR

The first chapter provides the survey of the thesorstudied: it discovers different
perspectives on grammar, examines various conogpknowing the subject referred to and
approaches to teaching it as well as considerstttas of grammar in language acquisition.
The significance of effective grammar practice aigation and the principles of successful
activities are analyzed. The researcher investg#te importance of syntax in knowing

grammar including diverse types of sentences.
1.1 Different Perspectives on the Subject of Gramnma

In ancient Greece grammar was taught in conjunatrth rhetoric. Joyce and Burns
(2001) refer to ljsseling's definition that rhetomvas the art of speaking and writing. It
included the practical skill of delivering a googegch together with the theoretical science
formulating the rules and conditions for a bealtédfnd sound exposition. This subject was
considered to be an important component of a goodation. When rhetoric was abandoned
as a field of study in the educational institutetha end of the Icentury, the importance of

grammar in helping to develop speaking and wriskifjs diminished (ibid.: 9).

The author of the present research has exploreersgidefinitions and widespread
assumptionsegarding the subject of grammar. Ridgway (1998: rhentions a very general
definition, expressed by Thornbury that grammarthe imposition of order and the
maintenance of power both at the level of the dlab#ure of ELT and in the culture of the
ELT classroom. According to Harmer (1991: 1), graamnis the way in which words change
their forms and are combined into sentences. UdXp6xpresses a similar view that grammar
may be defined as the way a language manipulag<@mbines words or bits of words in
order to form longer units of meaning. In additidia, learner who knows grammar is one who
has mastered and can apply these rules to expgrassr therself in what would be considered
acceptable language forms” (ibid.: 4). Furthermd@yce and Burns (2001) reflect on two
different definitions revealing two different peespives on the subject of grammar. One of
them views grammar as a system stating that gramnvalves features of a language
(sounds, words, formation and arrangement of woeds,) considered as a whole with
reference to their mutual contrasts and relatidhs. other definition describes grammar as the
rules by which words are combined into sentencég duthors of the book conclude that
grammar is essentially about the systems and pattee use to select and combine words in

9



order to communicate. Joyce and Burns mention tmeponents of the language system:
words (lexis), the way we change words (morpholagy) the way we order words (syntax).
The author of the present research completely stgpgte assumption of Leech, Deuchar and
Hoogenraad (1986) who disagree with the widesppeaick of view that grammar is a rather
boring school subject, a dead language such as,llasirning how to write "good English™ or
learning how to speak properly. The authors oflitbek point out that the previously-named
ideas do not represent the whole picture. The teggrammar’ involves the mechanism
according to which language works when it is ugeddmmunicate. The researchers referred
to see grammar as a central part of a languagehvilnolves sound and meaning. Thus, it is
concluded that the meaning of a message is comvirte words, words, in their turn, are put
together according to the grammatical rules, anddsicare then conveyed by sound.
Moreover, the authors of the book add that granmoaronly reflects how a language works
but it is also useful for such purposes as teachilanguage to foreigners, working out how a
foreign language is different from our own, leamio criticize and improve our own style of
writing etc. The description of grammar given bgtland Carpenter (referred to by Ridgway,
1998: 13) seems particularly poetic and preciséhéoresearcher: "If we take the image of
language as a tree growing out of the ground ofnmnga then grammar is the trunk and

branches, and words are thousands of twigs anddeakich grow on them”.

The author of the current study is going to sunvajoustypesof grammar proposed by
different educators. As Joyce and Burns (2001) tpoin, there are three types of grammar:
traditional, formal and functional regarding how they view language, language use and
learning.

The authors of the book note thahditional grammar concentrates on the rules of
language. It is concerned with the problem whetherinstances of language are grammatical
or ungrammatical. Traditional grammar is acknowkstigs the most familiar type of grammar
which provides a vocabulary for naming parts of taeguage but does not help us to
understand the roles of these components in thstremtion of spoken and written discourse
(ibid.: 10).

Joyce and Burns (2001) consider that forg@@mmar sees grammaticality as separate
from meaning. In general, formal grammar is basedh@ concept of a universal grammar
which is seen as the framework on which all languagconstructed. It is explained that
through a set of finite rules people can generatefnite number of sentences. Thus, Joyce
and Burns conclude that the disadvantage of foigr@imar is the separation of grammar

from meaning in social contexts. However, it is ortant to admit that using formal grammar
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to provide explanations for certain grammaticakuiess of the language is very helpful for
teachers.

Functionalgrammar focuses on people as social beings amirgaas a social activity.

In other words, functional grammar sees the languagise. Joyce and Burns (ibid.) consider
that language is viewed as a systemised resourioh \whople use differentially depending on
their goals to achieve in different social and w@t contexts. Therefore, functional
grammarians deal with the data from authentic téxtsritten and spoken language. It is
important to note that they view ungrammatical seoés from a perspective of the language
varieties of different speakers. The author of diidoma paper supports the opinion of the
above-mentioned authors that this is a non-judgéashapproach towards language usage and
can cause carelessness and irresponsibility at leadls of language acquisition.

According to thewritten andspokenaspects of a language relating to grammar, points
of view differ. Joyce and Burns (ibid.) regard tif@t a long time_spokefanguage had been
seen as too chaotic to be analyzed grammaticaltgdifional grammar ignores spoken
language and draws its rules from writtanguage seen as the standard form of the language
Nevertheless, Joyce and Burns remark that fundtigrreenmar provides many insights into
the grammatical characteristics of spoken and ewittanguage. The above-mentioned
researchers refer to Halliday that spoken languagacknowledged to be grammatically
intricate “because spoken language is generalhtljocreated by a number of speakers and
represents the world as a process” (ibid.: 64)cheBeuchar and Hoogenraad (1986), on their
part, agree that the written form of a languageukhbe viewed as secondary to its spoken
equivalent (ibid.: 4).

Finally, Leech, Deuchar and Hoogenraad (1986) detl such terms asdéescriptive
and prescriptive grammar. The researchers point out that_the ghtiser grammar analyzes
how the language is used. On the contrary, thedb#te _prescriptivggrammar is to state how
language should be used.

Grammar is a powerful universal and generative tbat empowers learners to put
words together to make meanings. “A human chaiatteris to learn and think
organisationally as well as by associations”. (Ridg, 1998: 14) According to Joyce and
Burns (2001), grammar is a resource that is udlligerepresent experiences of the world, to
establish and maintain social relationship, to egprvalues, attitudes, opinions and to create

texts.

1.2 Diverse Concepts on Knowing Grammar
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Many educators consider that native speakers oftienlaim their knowledge of
grammar. Nevertheless, Joyce and Burns (2001: m)tddat the same people are able to put
words in order when they write and when they spgak, endings on words, substitute
pronouns for names, indicate whether they arengllkibout events in the past, present or
future, show doubt or probability through elemeoftsnodality, link information in a piece of
discourse through conjunctions etc.

It is acknowledged by many researchers on the fietithere are two ways of knowing
grammar. The first involves unconscious grammaticadwledge that people gain as they
learn the language as children in order to usdhe second way of knowing grammar
provides a conscious knowledge gained through eomsdearning in order to explain how
the language works. Therefore, many foreigners sfa@ak about English grammar more
confidently because they have acquired their graticaiknowledge in a conscious way. On
the other hand, many native speakers cannot destngir grammatical knowledge at all
(ibid.). Celce-Murcia and Hilles (1988: 16) notatimative speakers certainly know when the

grammar rules are violated.

The author of the present paper recognizes thagulestion of how to encourage the
learners to develop their theoretical knowledgearéimg grammar is a challenge for a

language teacher.

1.3 Place of Grammar in Various Teaching Approaches

The teaching of a foreign language has been camigdn various ways at different
times. Joyce and Burns (2001) refer to van Liert tneer the last century two major
approaches towards language content charactemzeedtond language teaching: “The first
views language as a ‘system’ consisting of rulasdhn be separately identified and taught in
a sequence” (ibid.: 34). Thus, if teaching is daneording to "the right method", learning will
follow. This approach focuses on grammar and theeem for error analysis and correction.
The second consideration is that language is fonally related to its contexts of use: the
kinds of discourses and texts that people needdduge for different purposes in different
social contexts are regarded to determine gramibat.)( So, the emphasis of this more
recent approach focuses on the use of languageenyday communication. These two major

trends towards language content involve differelws on the role of grammar in the
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teaching/learning process. Furthermore, the abosetioned approaches can be seen as a
basis regarding various methods of teaching seaoddoreign languages (ibid.).
The author of the present diploma paper is goingrésent a short review of the main

features of diverse methods regarding teachingeagio language.

Grammar translation methods. Joyce and Burns (2001) note that grammar translati

methods were used in the early twentieth centuhyes€& approaches were based on the
traditions of classical humanism and the studyhefgrammars used in the teaching of Latin
and Greek. The basis of grammar translation appraamlved knowing the grammatical
items of a language and applying them to text etdravhich were often of a literary or
classical nature. The language was viewed decargks@d. Moreover, grammatical items
were learned one at a time in a "building blockprapch. Teachers had to ensure a gradual
coverage of all major grammatical items of a lamggua he emphasis was put on the accuracy
of production. Actually, students showed their cetepce in the language in being able to
reproduce in written form correct grammatical ttatisns. Joyce and Burns state that it was a
sentence-based approach encouraging a word-by-wondtruction or deconstruction of
sentences. The researchers conclude that gramhiatmaledge was opposed to grammatical
use.

Structural and_situational approaches According to Joyce and Burns (ibid.), the

signs of thestructural approaches began to overtake grammar-translatietmnads in the
1920s. The structural approach was initiated bynealand developed by Bloomfield and
Fries from the USA. It is no exaggeration to sasttlanguage teaching approaches were
mostly based on the ideas of structural linguisys the 1950s. The above-mentioned
approaches were influential well into the 1960sgémeral, structural language teaching was
interested in the oral production of the langudg&vas believed that pattern practice could
lead to fluent language habits. Joyce and Burrey tef Howatt who mentioned three central
characteristics of the structural approach:

= language system consists of a finite set of pattem structures” which act as
models for the production of an infinite numbesohilarly constructed sentences;

= repetition and practice result in the formation awfcurate and fluent foreign
language habits;

» teaching 'the basics™ before encouraging leareersrhmunicate on their own.

The structural approach emphasized identifyingdogiammatical patterns and the step-
by-step mastery of them. In addition, Joyce andhBymoint out, that structural linguists were

interested in “contrastive analysis’. They companed contrasted grammatical categories in
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different languages to predict in advance particaeeas of difficulty for learners. The

researchers referred to admit that the ideas ofsthectural linguists were reinforced by
behavioural psychologists on how language was eadjuihat is, primarily through processes
of stimulus-response and repetition and mimicryusiHinguistic behaviour was explained as
a matter of habit and practice.

As Joyce and Burns (ibid.) point out, in the 19@0different track from the structural
approach emerged, which laid the foundationsitwational approaches. “Known as "audio-
visual” methods, these approaches combined visuallsin the form of film strips depicting
different settings with audio-recordings of scriptialogues” (ibid.: 38-39). The emphasis of
situational approaches was not so much on basterpatof a language in general as in
structural approaches but on the language itenpsuiticular situations. It's important to note
that the stress was put on a more learner-cerdgeaghing approach.

Joyce and Burns (ibid.) state that alongside ttdkoavisual approaches in Europe, the
audio-lingual method developed in the USA. It involved the pnéston and practice of
structures with the goal to achieve complete aayu@nd native-like proficiency in the
language. The four macroskills of English: listepirspeaking, reading and writing were
practised separately and introduced in a fixed rofitbéd.: 40). It should be added that in its
extreme form this approach became a tedious prooksgpetition and pattern practice
through drills, substitution exercises and roterrigay and, although for a time audio-
lingualism was taken up enthusiastically, its papity was not long.

Transformational-generative linguistics In the 1970s Chomsky’s theories started to

have an impact on language teaching. His ‘transfbomal grammar’ dealing with core
kernel sentences that were transformed throughotlexation of rules to produce more
complex sentences seemed to offer an exciting nexy ko grammar teaching.
(http://www.professorjackrichards.com/pages/questicontent.ntm) Joyce and Burns (2001)
remark that Chomsky in his publication “Aspectdlad theory of syntax” (1965) called for an
understanding of the underlying mental systems bgedative learners to generate language
structures thus underlining the cognitive dimensibtianguage acquisition. The learner was
seen as an active generator of hypotheses abayudge, rather than a passive absorber of
language structures. By the way, errors were vieagenhevitable part of the mental processes
involved. Chomsky distinguished two notiongempetencgthe knowledge of the language
that the idealised native speaker has) padormanc (the actual language that is produced
by the native speaker). Emphasis was put on tegdmammatical rules. Language learning
was seen as a linear process of acquiring onetsteuafter another. However, Chomsky’s
ideas were not easily translatable into practicathods useful for teachers. Therefore, the
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question of which structures and grammatical pasteshould be taught before others became
less certain (ibid.).
Communicative _approaches Gradually throughout the seventies the senteadbha

central unit of focus was replaced by an emphasislamguage in use. The notion of
communicative competence emerged. Joyce and BRBGE) refer to the view expressed by
an American anthropologist and linguist Hymes ttie# notion of competence includes
appropriate language use as well as grammaticalllkedlge. Hymes emphasizes that effective
language users need to combine their linguisticpmience with such kinds of knowledge as
the communicative setting, the participants, puegp€hannel of communication and topics
(ibid.: 41). The following approaches reflectinge tehift towards communicative language
teaching were practised over the last thirty years:

Functional-notional approach In the late 1960s there was a demand in sociaty fo
more functionally and purposefully based languame&ses. Modern language was regarded as
an instrument of information and culture availabde all people. According to Joyce and
Burns (2001), van Ek specified the “threshold lewdllanguage for basic communication.
Besides, Wilkins defined the common core of funwiioand notions of language for
communication. On the whole, functions were seeprastical categories of a language while
notions included semantic-grammatical concepts kMW# work is considered to give the
basis of a new functional-notional approach toadyls development (ibid.: 41, 43).

Discourse-based and functional approache#s Joyce and Burns (2001) point out, the
work of Malinowski (1923) explaining the relationgtbetween a language and the situation
in which it is used gave rise to a sociological spective on language use which was
developed by Firth and Halliday. In essence, thejed functional approaches based on text
linguistics, known as ‘register studies’. Actualhg concept of ‘register’ involves the types of
language appropriate for different contexts. Furttare, to exchange meanings within these
contexts, grammar should be connected in partiowiys to language use. According to
Joyce and Burns, grammatical selections definedddiiday as three register variables are the
field, or topic of communication; the tenor, or ttedationship of the participants involved in
the interaction; the mode, or the channel of comoation. Finally, discourse and text based
theories of language supplied by Halliday and loeagues developed thgenre-based
teaching approach which focused on teaching grantinaérwas contextualised within whole
texts (ibid.: 44).

Grammatical consciousness-raisingJoyce and Burns (2001) state that in the late

1980s Rutherford made a distinction between therge®n of grammar and the learning of
grammar. The key point about the above-mentionegromgh is that the language
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development is viewed as organic and cyclical rat@n sequential and fixed. In general, the
learners” attention is focused on salient gramrmaktfeatures and recurring patterns.
Therefore, Rutherford proposes different ways @fimg grammatical consciousness starting
from observation to the articulation of actual sul&oreover, Rutherford’'s follower Long
confirms that focusing on form in language learnic@unteracts the learners’ potential
reliance on a restricted and fossilised form ofglaage use. In addition, Ellis stresses that
focusing on form facilitates noticing and identifgi forms when they occur in natural contexts
(ibid.: 45-46). To sum up, progressive and “discpvapproaches of the 1980s contributed to
the situation where the explicit grammar was supposs a hindrance in developing
communicative competence. Thus, many methods enzpigagpsychological and affective
processes of learning emerged such as SuggestpfddiaNatural Approach, Community
Language Learning, Total Physical Response etcomlatg to Krashen and Prabhu, a non-
interventionist approach to grammar teaching shdake place: “Krashen distinguished
betweenacquisition andlearning and argued that language acquisition takes placigh
exposure to comprehensible input” (ibid.: 45). Kexs's view implies that language
proficiency is acquired naturally rather than leatrformally. Acquisition is considered to
follow naturally as long as the necessary inpuydravided. To conclude, Prabhu's assumption
was that learning takes place only by communicd(inid.).

According to Joyce and Burns, by the mid-1980sschil a more coherent role for
grammar within communicative language teaching eetkr Moreover, Celce-Murcia and
Hilles note that the communicative approach cam lema the development of a broken,
ungrammatical, pidginized form of the language 8&%-7) Therefore, many linguists started
to insist on the importance of grammar in linguisanalysis. (Joyce and Burns, 2001) As a
matter of fact, theoretical and practical viewstloa role of grammar in language teaching are
still changing. There is a renewed interest inridation of grammar to discourse and whole
texts, and the purposes for which learners areystgdhe language. On the other hand, the
emphasis is also on using communicative and indei@pproaches to suit learners™ growing

grammatical competence (ibid.: 47).

After considering all the previously-named apprascho teaching grammar, the
researcher found reasonable and well-founded thef lo¢ a teacher of English from Ukraine:
teachers should not be tied to a certain teachipgoach, be it modern and unfamiliar or old
and comfortable. It is advised to choose an apmtgapproach for every specific lesson, for

every specific topic. Different aspects may infloerthe teacher’s choice: the time available,
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the level of the complexity of the new grammar apic analogies in the mother tongue etc.

(http://www.teachingenglish.org.uk/talk/guestionafmmar first.html

To sum up, the way of teaching grammar has expsgtbmajor shifts at different times.
One extreme claims that grammar together with ear@lysis and correction should be the
basis of language teaching. The second approaals yeammar as determined by its contexts
of use. To suit learners’ grammatical competencg @mmmunicative needs, educators

acknowledge a cohesive role of grammar in langteaehing nowadays.

1.4 Status of Grammar in Acquiring Mastery of the Language

Research on the field shows that the status of mua@nin language study has been the
subject of much controversy. There was a time wihggammatical knowledge was
acknowledged as an essential part of a person’'saidn and few people tried to deny it.
Furthermore, the study of grammar has continueautiir the centuries since the time of the
Ancient Greeks and Romans. (Joyce, Burns, 2001MeRover, Richards mentions that up
to the 1970s grammar had a controlling influencdamguage teaching therefore syllabuses

were essentially grammar-basedattf://www.proffessorjackrichards.com/pages/quéestio

content.htrp As Joyce and Burns (2001) point out, currentlgréhis a movement towards a
position which recognizes the importance of grammaeneral education.

The researcher shares Palmer’s (1973) view thahme is significant in language
learning: “few areas of our experience are clogarstor more continuously with us, than our
language. The central part of a language (its mmecbaits "calculus™ - other metaphors will
do) is its grammar, and this should be of vitakiast to any intelligent educated person”
(ibid.: 7-8). It is grammar that makes languagessentially a human characteristic. Actually,
grammar is a link between sound and meaning. Pabkoacludes that ,Man ishomo
grammaticus (ibid.: 8) By the way, nowadays people often talbout grammar when they
feel other men using the words or structures dienyjarom some standard of the language.
(Joyce and Burns, 2001: 22), Thus, public debatethé media often touch upon English
language literacy teaching that is adopted in sishdwo general, the present system of teaching
the English language at school is criticised beegusople have their concepts of proper
language. Even more, there are calls to abandone¥weways of teaching and to get back to
the basics (ibid.). “Quite active and articulateople are ‘trumpeting” about ‘the return of
grammar”. (Strange (1988:17) However, the auttidhe present research shares the view of
Joyce and Burns (2001: 23) that society and cultaxee changed. Such factors as the growth
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of new technologies and expansion of human knovdeafgwell as communities in the world
that grow closer together lead to enormous chaimgesiguage itself.

Joyce and Burns (2001) touch upon the questionrdega the English language
standard As a matter of fact, a call for a standard wasygpted in the 17 century by a chaos
in various aspects of the English language. Furbee, in the 18 century the demand for a
standard language continued. Actually, there wdiwigion between those who saw grammar
as a prescription and those who saw grammar asseripkon. By the way, the above-
mentioned division is also continuing today. In gexh, a standard refers to the form of the
language used by a powerful group within societyerEmore, educational institutions often
dismiss varieties of a language and promote onb @inthem as a standard. Therefore, an
enormous language variation existing in the commyusiignored. Moreover, advocates of a
standard language often write to newspapers andnithe degradation of the language thus
trying to reject national languages, and they atecontent to alternate. It's hard to agree with
Joyce and Burns that the desire for standardisasoan attempt to suppress language
variation. The author of the present study holdsview that both language types can coexist
in society. According to Joyce and Burns (ibidgday British English is successfully
promoted as the standard from which all the otben$ of English degenerate. Nevertheless,
the author of the present paper finds reasonaldeadrisable the claim of the researchers
referred to that nowadays the study of grammar Ishfmecus on the diversity of a language
rather than the standard form of it. Language uskmild be made more conscious of the
choices they make to serve their social goalsedtiss significant for the author of the present
study to support the assumption provided by thevedmoentioned researchers that a
competent speaker or writer is able to controlrds®urces in the language and adjust them to

suit different contexts.

To sum up, the status of grammar in a languageystadied during the centuries.
Nowadays enormous changes in society and cultwe ¢e@used alterations in language itself.
Language users should be conscious of the divarsitlye language and adjust it to suit their

social goals.
1.5 Role of the Teacher in Grammar Lesson

Various assumptions treat the concept of the laggueacher. Crookes and Chaudron

(http://www.asian-efl-journal.com/marcharticles_$mjpsuggest that the teacher is someone

faced with a great number of decisions to be madwey moment of classroom instruction.
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Peck (ibid.) holds a view that the teacher showuldividualize the process of language
acquisition and teach in the ways in which studdatsn. Murcia and Goodwin (ibid.)
characterize the desired quality of the teachesdnying that an ideal teacher should be a
native or near native speaker of the target langulgs excluding the possibility that a non-
native speaker can teach pronunciation.

We must not hesitate that the task of the langte@eher is to adjust his/her teaching to
the needs of students. The teacher has to evahimteaching style. According to Pickert,
learners “want a teacher who is systematic, andabgand easy to understand, but rather take
charge of their own learning than have the teathepntrol this aspect, thus treating them as
‘informants” rather than a stereotypical teachdoid(). By the way, Ridgway refers to
Thornbury that the status of a language teacheften felt to be dodgy, to say the least.
(1998: 13) Furthermore, Harmer (2005) refers toany researchers who deal with such roles
of the language teacher as an organiser, an assasssource, an interpreter, a designer, a
supporter, a reader, a participant, a prompteytar,tan observer, a teaching aid etc. It's
significant to note that our effectiveness as teexlyreatly depends on our ability to switch
between the various roles to facilitate the stuslemtogress (ibid.).

According to the research on the field, over thet paghty years the notion of the
teacher as ‘facilitator’ predominated the teachetsas an authority in the classroom to meet
students” needs and autonomy. The afore-mentiotuelkbrg-centred approach “stresses the
importance of learner autonomy and responsibildy the learning process, and attributes
greater value to the |learners experience and ledye’. Gttp://www-
writingberkeley.edu/TESL-EJ/ej36/a2.himl

Nevertheless, the student-centred approach to dmggueaching cannot completely

displace a teacher-centred, authoritative appradhett involves assumptions about how
knowledge is generated in linguistic practice. Maducators argue that the technical and
practical knowledge of a language is transmittemimfrteachers to students in classroom
settings though teachers are only one of a numiyeossible agents of transmission. It seems
important to note that student-centred approacbeg&rglish language education should
complement rather than conflict with an understagdif the teacher as an authority (ibid.).
Considering the position of the teacher’s role, W¢b994: 8) assumes that the teacher can
become dominant in the classroom, if the learnake Hittle knowledge, but this factor does
not prevent the students from an active partioguain the learning process.

It's reasonable to admit that the teacher’s role aao vary over the lesson. The teacher
should find precise ways of involving the studeamsl encouraging the individuals towards
such involvement (ibid.: 9).
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To sum up, the changing role of the teacher in dlassroom should be aimed at
promoting the learners™ progress towards languaggiisition. Teachers can act as both
authorities and facilitators in the English langeiadassroom. Each separate language lesson
requires a precise and appropriate decision oftéheher on the ways of drawing in the

learners.

1.6 Organisation of Grammar Teaching

According to the ways of teaching grammar, researcbn the field deal with various
kinds of techniques and procedures that can bagedain a diverse order.

Basing on the personal working experience, theaudhthe present research considers
the general framework for teaching grammar propdsedJr (2001: 7) well-founded and
appropriate:

=  Presentation

= |solation and explanation

= Practice

= Test

According to Celce-Murcia and Hilles (1988: 27),ridg the presentation of
grammatical items a variety of resources can bd.usshould be noted that the selection of
them depends on the teacher's strength, studemtferpnces and the nature of the
grammatical structure. Harmer (1991) characteressentation as the stage of teaching
grammar at which the students are introduced tddime, meaning and use of a new piece of
language. Therefore, a good presentation shoulddze, efficient and lively to get learners
interested. In addition, the stage of teaching gnamreferred to should also be appropriate
and productive allowing the students to make afattterances with the new language. At the
focused presentation stage the learner manipullagestructure in question to gain control of
the form without the added pressure and distractwdntrying to use the form for
communication. Moreover, the teacher should notged to the next step until most learners
have mastered the form of the structure. (CelceeMuand Hilles, 1988: 27) As Ur (2001)
points out, the main task of the presentation stade get the learners to perceive the form
and meaning of the new structure in speech andhgriTherefore, diverse grammar practice
procedures are necessary for the students to ftremsvhat they know from short term to
long term memory” (ibid.: 7). Hence, perceivingtbé new structures should be fostered by
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seeing, reading, repeating, reproducing from memaoppying out the instances of the
grammatical item etc. Harmer (1991), on his paiferse such kinds of presentation as using
charts, dialogues, creating mini-situations, usiagpropriate texts, exploiting visuals,
introducing personalization etc. The researchetfsegence proves that personalization of the
new language as soon as the grammar structuretrisduced is an effective factor of
successful presentation. Even more, Harmer reghatssometimes personalization can take
place immediately at the presentation stage: staderd their lives can be used by the teacher
to introduce the new language (ibid.).

Both Harmer and Ur considésolation and explanation as sometimes necessary for
clarifying language items. According to Harmer (189he teachers frequently isolate parts of
the sentence to give them special emphasis. Urlj2€plains that the goal of the isolation
and explanation stage is to make the students awofararious aspects of the grammar
structure. Harmer concludes that such obviousnigades as isolation and demonstration are
better handled with beginner and elementary letwwslets (ibid.). The working experience of
the researcher coincides with Ur’'s opinion thatsitpossible to omit the above-mentioned
stage of teaching grammar if the language itemagy @o acquire. It should be noted that in
some classes extensive use of the native langsagecessary for explaining, translating and
making generalisations (ibid.).

Ur admits thatpracticeis a very important stage in teaching grammarrduwhich the
material is most thoroughly and permanently ledmgeneral, the practice stage comes after
the presentation and isolation when the learner geaseived the material, but cannot be
considered to have really mastered it. Actuallyactice is any kind of engaging with the
language on the part of the learner whose primaa}  to consolidate learning (ibid.: 11).
Due to effective practice, the learners understamdi produce examples of the new grammar
with gradually lessening support. Ur considers that every grammar practice procedure can
cover all aspects of the structure” (ibid.: 7). fidfere, a series of varied exercises are needed
which complement each other and together provideotigh coverage (ibid.). Besides,
Harmer (1991: 41) points out that some types ottma are straightforward — like drills,
others are more engaging (interaction activitiesolving the personality, games, quizzes
etc.).

According to Ur (2001), practice techniques vaomirreceptive (‘passive’) exposure to
spoken or written input to "active’ production ainfuage items and discourse. So,
complicated grammar structures should be treatadugdly.

To begin with,form-basedgrammar practice involves dealing with the gramoat

structures to learn the rules of form more thordyghth the help of such activities as various
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slot-fillers, transformation tasks etc. Neverthelesorm—based exercises are of limited
usefulness because they do not give practice inngakeanings (ibid.).

Both Harmer (1991) and Ur urge the teacher to nwmvéo meaning-basedractice if
the students have grasped the rules of form andahplication. Ur (2001) points out that the
next category of grammar practice pays attentiothéoperception and production of correct
forms, it also involves meanings though unlinkedatoy general situational context. The
above-mentioned tasks do not tend to be open-erttadever, they cannot be done without
comprehension. Considering the practice in questisradvises the teacher to concentrate on
such tasks as translation, slot-filling, multipleetcce, matching etc. To sum up, this type of
grammar practice is more involving thus providingren learning value. Nevertheless, the
language used still remains passive, that is, mas employed for doing things (it is not
communicative) (ibid.: 8-9).

There is a general opinion provided by Ur thatribgt type of grammar practice is the
most productive and involving. In essence, thesstie on comprehension or production of
meanings for some non-linguistic purpose while oldeg the way the structures are being
manipulated in the process of practice. Ur recontaegmploying various information- or
opinion-gap tasks, activities based on the produatif entertaining ideas etc. (ibid.: 9). Also
Harmer (1991: 46-47) advises the teacher to usaction activities to make controlled
language practice more meaningful and enjoyable.t&bhniques that involve the personality

are considered particularly meaningful and invalviypes of grammar practice.

The author of the current study shares Ur's (20fdipt of view that all the above-
mentioned grammar practice categories are likeyotoe in the order they have been laid out.
Nevertheless, exceptions are possible. If the qdati grammar structure is easily mastered,
some kinds of practice can be omitted. On the eontif the teacher notices that the students
are making consistent mistakes in the course afnanmunicative activity, it is advisable to

return temporarily to the exercises that focushenusage of correct forms.

1.7 Main Principles of Effective Grammar Practice Activities

To make the language practice effective, the t@asheuld take into consideration

some important factors.

In fact, much time at the lesson is wasted on cting unacceptable responses and
explaining incomprehension because the languagerialahas not been clearly perceived and
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taken into short-term memory. (Ur, 2001: 11) Togldmen the time available for practice, the
teacher should perform sufficient PRE-LEARNING bétnew grammar structure during the
presentation stage. The exceptions to the princpfge-learning are allowed, if the form and
meaning of the grammar item are very straightfodmvar consist of a simple variation of

something already learnt and the students aretalijeasp it after being exposed to only one
or two examples (ibid). It is true that alsisscoverytechniques can help to find out how
structures are used in a text and to acquire gramuhes. According to Harmer (1991: 29),

puzzling through the information and solving theolgem in front of them concentrates

students™ cognitive powers on discovering factsualgrammar and grammatical usage.
However, the discovery techniques are not suitflall students on all occasions. Again, the
teacher’s task is to decide when to use theseitesivwith what grammar and with which

students (ibid.).

According to Ur (2001), the function of the TASKt® activate the language in such a
way as to get the students engaged with the mbterse practised. A good grammar practice
task should have a clear objective accompaniechéynecessity for active language use. To
get more learning value, Ur advises the teache&otobine linguistic and non-linguistic task
objectives. Moreover, it is easy to define the taskhe result to be achieved, is tangible.
Therefore, in such cases the non-linguistic objecttan be explained in terms of the end
product rather than in terms of the process (idid-18).

As a matter of fact, the more comprehensible lagguae students are exposed to or
produce (spoken, heard, read, written), the moeg tre likely to learn. When the learners
practice the non-specific material, it's a goodaide use the language in general but for
specific topics (new grammar structures) most va@uaof the time should be devoted to
repetition of the items to be learnt. Repeated pme and production of the form and
meaning of the structure in speech and writing mrssuhe factors that contribute to a
successful grammar practice: VOLUME and REPETITI@N.: 12).

It seems important to support Ur's view that catimet of mistakes contributes towards
learning on a conscious, intellectual plane and tthe teacher can achieve a thorough , semi-
intuitive absorption of material if the learnersvlgplenty of experience of "doing it right’
after mistakes have been eliminated. To sum upptaetice of grammar structures should be
based on more or less successful performance betaeistudents need to develop a positive
self-image as language learners. It is observed SKlCCESS ORIENTATION contributes
significantly to a positive environment of relaxatj confidence and motivation (ibid.: 12-13).

Ur recommends designing practice tasks that canntegpreted and performed at
whatever level the individual student feels appiadpr Some learners will do more than others
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in terms of both quality and quantity. HETEROGENE®#BXxercises ensure that all students
can succeed at the same time therefore a highpogiian of the class get learning value out
of the practice (ibid.: 13-14).

Concerning the TEACHER ASSISTANCE, it should beedied towards supporting
and assisting the students in their production afueate responses rather than towards
assessing and correcting. Furthermore, the teattmrld always be alert: when, where and
how to help the learners (ibid.: 14-15).

Many researchers such as Doff (1997), Harmer (198&)ivener (2003), Ur (2001),
Wright, Betteridge and Buckby (1994) hold the vithat the process of language acquisition
can be fostered by studentsNTEREST It is a generally acknowledged fact that bored
students find it difficult to concentrate, they beh unruly and their attention wanders.
Therefore, the teacher needs to consider diffeespiects to rouse students’ interest and
attention.

For example, théopic of the activity should be an important factor tdchthe learners’
interest. (Ur, 2001) To begin with, the teacherwticlarify the subject matters the students
are interested in as well as cover a wide rangieh. The author of the present study has
experienced in her teaching practice that a fregoleange of topics makes it more likely that
sooner or later every student can get to somettmnaginterests him/her. On the other hand,
sometimes the importance of the topic as a focubetask can be relatively unimportant. If
the emphasis is on problem solving or creating amgysixtapositions in a game-like activity,
the task itself provides interest. In addition, Migrgan and Rinvolucri (1988) provide a good
range of subject matters on which to base effe@raenmar practice: factual information on
topics of general interest such as history, gedgraphysics, sociology, psychology, politics,
ethics, civilisation etc.; controversial subjectdazal or general interest; personal viewpoints,
feelings, experience, tastes; fiction, amusing leagant ideas expressed in poetry, proverbs
and quotations; entertainment; personalities etc.

Furthermore, to facilitate learning grammar, Harng2005) advises the teacher to
exploit sight as an extremely powerful and demamdsense. Obviously, it is easier to
concentrate attention if something is, at leagtjaded or reproduced graphically. To avoid the
distraction of the students™ attention, Ur (200&rammends combining oral andsual
aspects of language practice exercises to make thera interesting. Besides, the teachers
should not underestimate themselves as excellsnavaids to create a completely stimulating
learning environment in the classroom.

It is well-proved by experience thapen- endedrammar tasks stimulate the production

of lots of various learner responses. Although, albtclose-ended tasks (artificial patterns
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based on very controlled responses) are borings,Tthey can be varied regarding intonation,
facial expression and gesture, the use of visuaial, éine introducing of game-like features such
as competition, time limits, role plays etc.

It seems significant to acknowledge the assumpifasuch researchers as Doff (1997),
Scrivener (2003), Ur (2001), Wright, Betteridge @awutkby (1994) thainformation gapsan
improve the learners™ interest in language trammastby adding a feeling of a purpose,
challenge and authenticity.

According to Ur (2001) and Harmer (1991), the amgilon of the principle of
personalizationin grammar practice activities allows seeing theguage learner as an
individual, not merely as a container of knowledgkereby, the teacher-student relationship
should be based on the entire personalities of bedlcher and student, not just on their
language-teaching or language-learning facultieenEnore, “to fail to relate to the students’
individual backgrounds, thoughts and feelings ideprive ourselves of an excellent source of
interesting activities”. (Ur, 2001: 22) However etlteachers should be sensitive to their
students” personalities and relationships. Sometipeéng very intimate and frank can cause
embarrassment, even distress (ibid.: 21-22).

As Ur (2001) and Scrivener (2003) point out, enfdgaleasurabletensioncontributes
to effective grammar practice. The drive to achisgme stimulating and clearly-defined, but
not very easy attainable objectives without anyedtening real-life consequences fosters
students” motivation. In addition, the challenge t& caused by the introduction of extra
constraints and rules such as a time limit, theedto compete with others or with oneself,
unpredictable answers etc.

All the above-mentioned researchers regamtertainmentas another source that can
evoke students’ interest. For example, amusing teesk be based on combining or comparing
ideas not usually juxtaposed, apparently straigitiod brainstorming procedures etc. More
effective for grammar practice purposes are thadwities in which the entertainment is
supplied by the students™ own contributions.

It's observed that people often enjoy being someelse or being themselves in an
imaginary situation. Harmer (2005) and Ur (2001hsider that a temporary departure from
reality is a means of motivating learners to pgéte as well as a way of widening the range
of language available for us®r points out that there is a difference betweae-play and
play-acting or simulation. Respectively, in role-play each student takes opatticular
personality for an individual purpose. Play-actiog,the other hand, involves the entire group

where the students are talking through an imagissmation as a social unit (ibid.: 24).
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To be effective, a well-designed grammar practiotiviy should involve most
students. Harmer (1991), Morgan and Rinvolucri @9&crivener (2003) and Ur (2001)
describe the main techniques of LEARNER ACTIVATI@densure maximum participation
of the students in oral work.

To begin with, the instances of grammar being keatrould be presented through
showing the structures within a written or spokentext.Reception with namvert responses
acknowledged as being far from a passive procedsona of the best ways of familiarizing
the students with acceptable forms. The teaches doest, if not all, of the language
production. The above-mentioned technique of lgaawgvation is regarded as most effective
in situations when the learners are young or ldagtter through intuition than through
intellect, and when there is plenty of time avd#alfUr, 2001)

Furthermore, irminimal-responsectivations the students are asked to concenbrate
the task as a whole and focus their attention erptrticular language points being taught to
make responses. Thus, the learners are giventanvat spoken text which may be an isolated
sentence or a longer passage of discourse. Thergtudre asked to react to some aspect of the
given text by physical gesture, brief answers owriiten symbol. The teacher has an
opportunity to monitor the students™ learning lndre is still no production by the learners of
the grammatical structure in full-sentence contékisl.).

Teacher-studentexchange is the most common verbal interactionlanguage
classrooms. The teacher elicits the answers; tidests perform them either individually or
chorally. The teacher is the focus of attention/she controls the process of language
acquisition and is largely able to determine what $tudents” answers will be. The technique
referred to should be used at an early stage ictipeato make sure that the learners hear and
produce acceptable forms of grammatical structuies. conclude, the teacher-student
exchange involves a high proportion of teacher taild rather little language production by
the learners. The given cues demand only one respitverefore they tend to be geared to a
single level and are not appropriate for very stmwery advanced learners. Each language
exchange is closed to participate by other membeithe classroom thereby they are not
motivated to engage in learning (ibid.).

According to Urstudent-teachetanguage exchange is used rarely because teacbers a
reluctant to lose their initiative. The positivepast of the technique referred to is that the
students can decide on the context and ideas ofadietherefore they listen to each other
more attentively (ibid.).

The researcher’s teaching experience has provédhiastormensures a great amount
of productive language practice. In general, alsisgimulus can provide various possible
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answers. Moreover, the learners produce the respoas levels of language competence
convenient to them. Actually, the students™ perfamoe frequently tends to be humorous and
entertaining. According to Ur, the brainstorm tegme provides a larger volume of
productive language practice on the part of thenks relative to the contribution of the
teacher. Nevertheless, some students may feel seoflby the open-endedness of the
assignment because they are not used to takingittaive (ibid.).

In a learner-centredhain technique the teacher gives an initial cue. Theesits, on
their part, perform various answers that are madesponse to the cue before. Besides, the
technique referred to can comprise a variatione— tlmulative chain’. It asks the students to
repeat all the previous contributions, in ordefpbe making his/her own addition. The author
of the present paper has experienced in practiaetlie chain technique “produces a high
proportion of learner talk while allowing the teactio monitor.” (Ur, 2001: 28)

Ur summarizes that in all the above-mentioned tygaesteraction only one learner has
been talking at a time allowing the teacher to nworall the students™ utterances.

The following language transactions are useful wienteacher is fairly confident that
the learners can produce acceptable instanceseofjrammar structure without prompting.
Actually, in many forms of pair or group work neadll the actual language production is
done by the learners, while the teacher merelyighoy instructions and materials and acting
as a helper.

Fluid pair technique involves a transaction-based languaghagxje between two
students. The basic idea is given by the teachaech Eearner has to perform one language
transaction with any one partner; afterwards inecessary to do the same with another
student. Hence, the technique referred to is veeful as a framework for repetition with a
communicative purpose. It should be remarked thatfluid pair technique is used rarely
because the students can be rather noisy andifficlt to control them (ibid.).

In semi-controlled small group transactiongairs or groups of students are asked to
perform a dialogue or a conversation. The teacheviges a framework or an idea for the
task. The language produced by the students iscemiriolled: the teacher tells the learners to
use certain patterns or kinds of sentences buttieents create the exact content of the
activity. Thereby, such language transactions iemdoased on an information gap task (ibid.:
30). Scrivener (2003: 63) assumes that small gnwagk greatly increases the amount of
learner talking time and allows each learner tor leeeange of other opinions. The author of
the present research regards the language tramsaeferred to very involving for effective

grammar practice.
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Ur (2001), Morgan and Rinvolucri (1988), and Scniee (2003) admit thdtee group
discussionis the most advanced and the least controlled ayjearner activation. The teacher
assigns a task whose performance is likely to wvevdhe use of the grammar structure being
practised. The teacher may or may not wish to emageuthe students to use the structure in
question. In any case, the structure occurs lespiéntly than in more controlled tasks, but
more purposefully and naturally. Typically, theesiaf the group of students is usually bigger
than that of semi-controlled small group transagjot may be even the whole class. As to the
author of the present study, she cautiously usesdbhnique with pre-intermediate students
because they find it difficult to produce acceptagfammatical structures without teacher’s

guidance.

To sum up, a well-designed grammar practice agtigitbased on a task that has clear
objectives and requires an active use of the strecbeing practised. It should support
learners” interest and motivation through a carséléction of a topic, the involvement of
such factors as the use of visual aids, the phlie€ipf open-endedness, success orientation,
personalization, pleasurable tension, entertainmeemtThe task of the teacher is to activate
his/her learners by selecting the most appropaat effective teaching techniques for each
level students starting from extremely teacher+obleid tasks at an early stage of language

acquisition and later moving on to more advanceedyof communicative grammar practice.

1.8 Usage of Tests for Purposeful Language Assessine

Language teachers often have to assume the rebpibyisfor selecting and/or
developing tests for their classroom and prograhe fiesearcher has experienced that it is a
burdensome problem to decide which testing alteresitare most suitable ones for the
particular language and educational context. lbbserved that nowadays the majority of
classrooms base their teaching/learning of English communicative textbooks that
sometimes provide neither accompanying tests ngriratructions for test construction. To
measure students’ performance and progress, tsaaherleft on their own without any
guidance. The author of the present study regardd-gnounded Basanta’s (1995: 55)
statement that the teachers have fairly often bekeictant to administer regular tests. Basanta
refers to Stevenson and Rieve who give the redsorisis:

“1. Teachers consider testing too time-consumiaiging away valuable class time.

2. They identify testing with mathematics and stats.

3. They may think testing goes against humanigir@aches to teaching.
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4. They have gotten little guidance in constructiegts in either pre-service or in-
service training.”
Basanta personally adds that:
“5. Teachers feel that the time and effort theyipta writing and correcting tests is not
acknowledged with additional pay or personal praise
6. There is the personal implication that | wouddl cthe image in the mirror™: Testing
puts you face-to-face with your own effectivenessaaeacher. In this sense, testing
can be as frightening and frustrating to the temaket is for the students” (ibid.).
According to Hughes (2004: 1), the mistrust ingemtd of testers of many language
teachers is well-founded. It should be admitted ¢hgreat amount of language testing is of
very poor quality. Moreover, language tests hatiaranful effect on teaching and learning too

often and they fail to measure accurately what tiese to measure.

As Norris (2000: 19) points out, language tests tams for gathering information
having to do with student language abilities. Alyyaa variety ofinstruments procedures
andpractices are available today. Language test types diffeomling to such characteristics
as a variety of formats, lengths, item types, swpdriteria, the information provided by each
etc. Furthermore, language teachers may selectséivends of tests with long traditions of
use such as multiple choice, matching, true-fdilan-the-blank tests; cloze and dictation
procedures; essay exams; oral interviews; the thf$&sing in scope and structure from these
well-known options to, for example, computer-baaad computer adaptive tests, audiotape-
based oral proficiency interviews, web-based tgstlBven more, a variety of innovative
testing procedures have been practised on a wale: quortfolios, self- and peer-assessment,
conferencing, diaries, learning logs, teacher clsisk and observations, as well as
performance-based and task-based testing, thelled-ad#ternative testing etc. (ibid.). Besides,
Hughes (2004: 9) contrasts different kinds of temtsl testing techniques: direct versus
indirect testing; discrete-point as opposed togragve testing; criterion referenced against
norm-referenced testing; objective and subjectiestig. Also communicative language
testing is touched upon. In addition, Basanta (189% refers to Carroll and Hall who classify
the test format into three categories: 1) closesdntesting assumed as analytical and
objective; 2) open-ended testing admitted as stibagecimpressionistic, and global; 3)
restricted response testing manifested as conteritatled but allowing for more than one

answer.
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According to the researcher’s teaching experiefaegguage teachers often weigh the
pros and cons of the most suitable test types Her garticular needs. Hughes (2004: 6)
assumes that each testing situation is uniquelantester’s job is to provide the best solution
to that. Norris (2000: 19) complements: “To seliet appropriate tool we first need to have
an idea about the job to be accomplished”. Bothiésgand Norris recognize that there is no
best test or best technique: “a technique which mask very well in one situation can be
entirely inappropriate in another”. (Norris, 200@}10On the other hand, a unique format can
ensure different kinds of information. To sum ugihwthe help of language testing tools
teachers gather information in a systematic way thed make interpretations based on that
information. Finally, basing on these interpretatipthey make a decision or take an action
within the classroom: admit and place students appropriate course, diagnose areas of
learners™ need or sources of learning difficultieacourage student involvement in the
learning process, provide learners with feedbactutliheir language learning progress,
evaluate teacher performance, reflect on the éfoess of materials, activities, syllabus
design and pedagogy, determine the extent to wdocinse objectives are being achieved, as
well as make selective decisions for entrance umversities, certify that students have
achieved a particular standard of language ablilitgnguage assessment, then, is much more
than simply giving a language test; it is the enprocess of test use” (ibid.). To select the
most appropriate testing tools for the implemeotaf the above-mentioned decisions and
actions, Norris recommends weighing up the intati@hship between four components of the
language assessment process: who are the testwblatgnformation the test should provide,
why, or for what purpose, the test is being usdthtveonsequences the test should have. It's
important to note that each of the components acter with all the others. Obviously,
different people need different information fronstte for different aims and with different
consequences (ibid.: 20). Teachers should bearind that interpretations are always made
about someone or something. It's essential thaselected testing instruments and procedures
have to maximize the positive consequences andwmzaithe negative effects of using the
test.

The assumption of Ur (2001) that tests are importan providing feedbackwithout
which neither teachers nor learners would be ablprogress very well is very significant:
“We have to know where we are in order to know whergo next” (ibid.: 10). Actually, most
testing in language classrooms takes place autcafigtiand almost unconsciously as the
course proceeds. Hughes (2004: 1), in his turnyaes the effect of testing on teaching and
learning, known asbackwash He emphasizes that backwash can be beneficiahionfhl
therefore the preparation for a test regarded g®itant should dominate all teaching and
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learning activities. Both Hughes and Basanta (1%#): agree that teachers should avoid a
discrepancy between teaching and testing. Basapizogs Davies's view that a good test is
an obedient servant since it follows and apes tegcfihat is, the more our tests resemble the
classroom, the more valid they are (ibid.). Hug@@04: 2) expresses a slightly different
opinion by defining that the proper relationshiptvieen teaching and testing is that of
partnership: testing should support good teachmj & necessary, have a corrective influence
on bad teaching.

Joyce and Burns (20013um up that the judgements about students’ language
proficiency and development in each particularingssituation at all stages of teaching relate
to the following types of assessment:

* Assessment related to future performanoesolving proficiency assessmerand
placement assessment

e Assessment related to ongoing performance/olving diagnostic assessment,

formativeassessment, achievemansessmemnd summative assessmgent

According to Basanta (1995), a generally accepgadi@n of the linguists is that a test
must achieve such theoretical requisitesaslity, reliability andpracticality.

“A test is valid if it measures what you want itrteeasure” (ibid.: 56). Basanta explains
various aspects of testlidity. Thus, construct validityis referred to as the concomitance
between the test and the underlying teaching miesi Furthermore, a test possessedent
validity if its content constitutes a representative saroplelevant structures. Moreover, if a
test looks as if it measures what is supposed tasore, it hagace validity (ibid.: 27). It's
significant to agree with Hughes’s (2004: 25) agstiom that sometimes it is necessary to
reflect oncriterion-related validitywhich shows how far the results of the test agvéh
those provided by some independent assessmenrg oatididate’s ability, that is, the criterion
measure against which the test is validated. Furtbee, Hughes specifies that the criterion-
related validity involves theoncurrentandpredictivevalidity. The concurrent validity occurs
when a test is validated against a proven longgraieobjective teachers™ assessments of their
students. On the other hand, predictive validiffeots the degree to which a test anticipates
students” future performance (ibid.: 24).

According to Hughes, tests are supposed telable if the scores obtained on a test on
a particular occasion are likely to be very simitathose which the same student could obtain
at a different time (ibid.: 29). As Basanta (1998js it, the results should be consistent. There
are two main sources of reliability: the consisternd performance from candidates and
scoring (ibid.: 56). In addition, Hughes (2004) lgmas the notionsthe reliability coefficient
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and the standard error of measurementhe reliability coefficient allows comparing the
reliability of different tests: the more importadécisions that are to be taken, the greater
reliability is demanded (ibid.: 31-35). To estimdiow close a person’s actual score is to
what is called their ‘true score’ calculations amade to define the standard error of
measurement which is regarded as useful for dedgimat are taken on the basis of test scores
(ibid.). Basing on the personal teaching experietite author of the present research adheres
to the view that the more mutually independent geatest has, the more reliable it will be.
Moreover, Hughes claims that tests should be loraygh: “the more important the decisions
based on a test, the longer the test should big’(i®7). Reasonable planning in relation to the
length of the test is very helpful: to restrict tlamge of possible answers, not to present the
items whose meaning is not clear or to which theman can be acceptable but not anticipated,
to provide clear and explicit instructions, to enesthat tests are well laid out and perfectly
legible. It's important that the students should faeniliar with the format and testing
techniques. In addition, the conditions of test suilstration have to be uniform and non-
distracting. Finally, to obtain the scorer religgilwhich is essential to the test reliability,
Hughes recommends using items that permit objestteeing, making comparisons between
students as direct as possible, providing a detasloring key, training scorers. Students
should be identified by number, not name as whitl(i 37-42).

Basanta (1995: 56) concludes that a tesphasticality if it does not involve much time

and money in its construction, implementation acatiag.

It's significant to acknowledge Hughes's (2004: 14P) view that grammar
componentshould be involved in the achievement, placemedtdiagnostic tests. The lack of
grammatical knowledge may set limits to achieveghmary objective of a language course:
skills performance which has been well proved kg risearcher’s experience. According to
Joyce and Burns (2001), assessing students’ gracamiahtowledge is a significant element
of a broader overall judgement about their writeamd spoken skills and may focus on
learners’ ability to:

 produce structures appropriate to the context thégurpose of the text;

e use the correct word order;

e use the verb tenses correctly;

* use the adverbial phrases correctly and appropyiate

« use the definite and indefinite article approptigte

* produce complex rather than simple grammaticatgiras;

e use a range of vocabulary appropriate to the tefuc(ibid.: 159).
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In relation to scoring grammar items, it seems msdeto admit Hughes’s (2004)
opinion: “The important thing is to be clear aboditat each item is testing, and award points
for that only” (ibid.: 145). Thus, nothing should deducted for non-grammatical errors, or for
errors in grammar which is not being tested by item. Actually, for two elements being
tested in an item points may be assigned to eattreaf. Obviously, to have the full control of
the structure, learners need to get both elemenmtgat. Besides, to get valid and reliable
scoring of grammar items, careful preparation efsboring key is needed (ibid.).

To conclude, language teachers should select, nde ea&aluate language testing
alternatives that are appropriate for their languaducation contexts in a purposeful way by
focusing on assessment, not testing, clarifyingibended use of the tests and evaluating the
outcomes of assessment. Testing should be suppdditeaching and, if necessary, have a
corrective effect on improving it. Every effort shd be made to ensure such essential
gualities as validity, reliability and practicalilly test construction, administration and scoring.
A grammar component should be included in variegs types to reach the primary objective

of the language courses: skills performance.

1.9 Recent Approach to Errors and Corrective Feedbek

According to Ancker, error correction remains onk tlle most contentious and
misunderstood issues in the second and foreigrutagegteaching profession. (2000: 20) Error
correction and teacher feedback are usually coresidas the final steps of the lesson.
Nevertheless, nowadays the majority of all foreigmguage teachers agree that error
correction must take place throughout the lessahadiect learning positively. As Joyce and
Burns (2001: 154) point out, since the early 19&0®rs have been seen as reflecting the
natural order of acquiring new language therefa@péed as a necessary aspect of the process
of forming hypotheses while learning. However, Aeick2000) emphasizes that a shift has
taken place from an immediate correction of evergran older methods based on behaviour
theories of learning to a more tolerant approagipstied by recent theories of Krashen, Doff,
Lewis, Ur, Nunan and Lamb. The researcher sharekeékis point of view that the main
reasons for occurring errors are: interference ftbennative language, incomplete knowledge
of the target language, the complexity of the nawcsure, problematic spelling, fossilisation
etc. (ibid.). The definitions regarding "a slip'daran error™ are very significant and helpful in
deciding whether to correct the students™ respoinseediately after their performance. Thus,

Ancker refers to Edge’s conclusion that a learraer self-correct a slip but he/she cannot self-
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correct an error. A brief pause or a non-verbalisugten sufficient for students to recognize
and correct the mistakes they make while speakidkgcker, 2000: 21) The author of the
article remarks that many of his colleagues throughthe world no longer automatically
correct their students but encourage self-correcind peer-correction.

However, Joyce and Burns (2001) note that a mocenteresearch suggests that
grammatical awareness and corrective feedback ghralirect instruction does contribute
positively to language development. The questiesearof when and how the errors should be
corrected. It seems clear that the teacher's daerisegarding error correction can be
influenced by various contextual factors such asnler characteristics, duration of the course,
goals for learning, learners’ expectations abowtr eorrection etc. Moreover, other teacher’s
decisions relate to the purpose of the task anéxtent to which errors will impede students’
progress, that is, it is necessary for the teattheet the teaching priorities. Therefore, Joyce
and Burns advise that error correction and cowedeedback are appropriate when the new
structures are being provided for the first timgeafic structures and language patterns are
practised, learners have common problems in thdugtmn of the new language, the errors
are global etc. On the other hand, less attentiagrrior correction and corrective feedback is
appropriate, if the students focus on fluency amdnmunicating the meaning. In the
previously-named cases the students should be exgralito self-monitor (ibid.).

Error correction strategy set up by Celce-Murcial a&flles (1988: 28) completely
corresponds to the researcher’s teaching experieroer correction and teacher feedback
must take place throughout the lesson changingrdiogpto the phase of it. Sometimes error
correction and teacher feedback can be predomynasithightforwvard and immediate,
sometimes even interrupted. To conclude, “regasdtdswhen correction is made, teacher
feedback should always attempt to engage the stuwadgnitively rather than to simply point
out the error and provide the appropriate targenfdibid.).

It seems important for the author of the presemep#éo accent Ancker's (2000: 23)
statement that some educators and many studensgdeomot correcting errors scandalous,
even irresponsible. Actually, not correcting errgrsiot the same as teaching incorrect forms.
Ancker advises the teachers to explain that legriin speak another language requires
intellectual effort, physical skills and a tremendoamount of practice that cannot happen
without making mistakes in the process. It is digant to shift the students™ focus to the
positive aspects of errors and to emphasize wieat ¢an do in the target language. In other
words, it is “intellectually dishonest and countewqtuctive to ignore our students™ success and

exaggerate the seriousness of errors and mistékeas)).

34



To sum up, error correction and corrective feedbaek regarded as contentious and
misunderstood issues in foreign language teachNmyvadays many language educators
consider that error correction and teacher feedishckild take place throughout the classes
and improve the learning process. The distinctietwben a slip or a mistake and an error as
well as various contextual factors and teachingrfiies can influence the teacher’s decision

regarding error correction and corrective feedback.
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2 THE IMPORTANCE OF SYNTAX IN KNOWING GRAMMAR

Huddleston (2000: 17) views syntax as one of tlreomaer senses of the grammar of a
language and, simultaneously, admits that the seates the largest stretch of the language
forming a syntactic construction. He explains thgitax is concerned with the way words
combine to make sentences. Similarly, Blokh (19833) expresses the same view that the
sentence is the main object of syntax which istbugl of words according to a definite
syntactic pattern. Mathew (1981: 26) agrees tmatlefining syntax, a dictionary will usually
refer to the sentence. Furthermore, the authdnebbok offers to view syntax as the study of
constructions: “the sentence in turn can be defamthe maximal unit of syntax or the largest
unit over which constructional relations hold” @bi29). Also Thornbury (2004: 2) defines
syntax as the system of rules that cover the avtlarords in a sentence. Finally, Huddleston
(2000: 17) explains it closer that within the sewte there is a sharp distinction between
permissible and impermissible combinations, whichabdes to formulate the rules
distinguishing what is grammatical from what is.not

Thus, it is obvious that the views concerning tledindtion of syntax are not very
diverse in their essence and view syntax, in itlsegd sense, as a study of the sentence

structure in a natural language.

Traditional assumptions in relation to syntax ¢lathat sentences are structured out of
words and phrases, each of which belongs to afgpgcammatical category (nouns or noun
phrases etc.) and serves a specific grammaticattium within a sentence (subject,
complement etc.). (Radford, 1998) The author ofbthek specifies that phrases and sentences
are formed by dinary mergeroperation which combines pairs of categories to form larger
and larger structures.

Moreover, Mathew (1981) explains that grammatieaitences can be the basis of a
generative grammarlt is interesting to note that the notion of itsmexplained by Chomsky
in the 50s. Chomsky's most important achievemerg a clarify this notion, and to show
that such a system could be formalised” (ibid.:. 48)e rules of grammar can generate all
sequences of units which are established as granahaentences, and none of those
established as ungrammatical (ibid.).

Two different types characterize the linguistiatens between formsyntagmaticand
paradigmaticor "and relations™ and “or relations’. (Huddlesta2000: 9) Syntactic functions
such as subject, predicator and object handle gyratc relations. The set of forms in
paradigmatic relations can involve a number ofinistvariables (ibid.).
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In short, syntax is the study of how words and pésacombine together according to
definite patterns to make larger units: sentent@gguistic relations between forms in a

sentence can be syntagmatic or paradigmatic.

2.1 Significance of a Sentence as an Essential Syatic Structure

People communicate their ideas in sentences inhathie words are used in meaningful
relation to one another. Word order has the mafi@ceon the meaning. “Communication
involves the exchange of information and knowledijerequires language and language
consists not only of words but also of a systemcombining words that is used and
understood by people. That system is the two-pasrition for communication — sentence”.
(Bates, Freedman Stern, 1983: 3) Brown, Nilsorgv6and Weldon (1984: 4) complement
that sentence as the basic unit of communicatighascentral element of syntax that allows
people to communicate for it is in syntacticallyustured forms — sentences that people
express their thoughts. According to Palmer (1983:and O Dwyer (2000: 227), sentence is
not a constituent of a larger syntactic structl@mer accents that traditional grammars view
sentence as the expression of a complete thougtt:{il). Burl Hogins (1985: 7) emphasizes
the significant role of well-considered sentenecesammunication: “A good sentence centers
a writer’s thought; a good sentence commands terés attention”.

Leech, Deuchar and Hoogenraad (1986: 27) statestr#ence is the largest unit of
language that is composed of smaller parts. Furtbex, Morenberg (1997: 24) offers the
definition CONSTITUENTS" regarding the words that work together as singl@sun
Sentence constituents are always nouns, verbstaee and adverbs which appear as single
words phrasesor clauses In its simplest sense, grammar “consists onlynotin, verb,
adjective, and adverb constituents, and some€fittlords like articles and conjunctions that
essentially hold the noun, verb, adjective, andedaconstituents together and relate them to
one another” (ibid.: 27). The teachers need tordete constituency when sentences are
analyzed.

According to sentenc8ETRUCTURES, O Dwyer (2000) accents that the traditional
approach is to identify sentencessample, compound, compleand compound-complexIt
“tells us something about the structure as a whied.: 227).

It seems interesting to deal with a more detaileaysis of sentence structures offered
by O Dwyer (ibid.: 232). The author referred tomisiout that sentence structures can also be
treated according to their particular PATTERNS, imgptthe roles and the grammatical
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meanings for each pattern. Leech, Deuchar and Hhoagée (1986: 114) explain it closer that
English has a fairly fixed word order. The basiderof elements of the normal declarative
clause is: subject, predicator, object, compleraedtadverb. According to Morenberg (1997),
there are sixore sentence patterns in English. Nevertheless, Ldeetichar and Hoogenraad
(1986: 114-116) state that also exceptional woddia are allowed. Therefore, some sentence
types such as questions can be considered as systeleviatiors from the expected word
order. One sentence structure can be changed mothex with the help of the rules called
“transformations. Furthermore, transformations are divided irgptional and obligatory.

In optional (unmarked) transformations either worder is grammatical. On the other hand,
in obligatory (marked) - only the inverted word erds possible. As Morenberg (1997: 90)
points out, the core sentence patterns can be etdmgrearranging and compounding. Thus,
“you can make positive sentences negative, turtersients into questions, convert active
sentences into passives, change certain kindsnbérsges which have BE as the main verb
into existential-there sentences, and render domndit remarks into commands”. Moreover, it
Is possible to compound structures within sentetwesake them longer (ibid.: 90).

It should be added that sentence patterns can telered or reduced due to
communicational situation and the context. As terfdg, Graustein, Hoffmann, Kirsten,
Neubert and Thiele (1980: 233), the speaker’s/wsitperspective of communication can
affect the order of constituents in the sentengesy The same group of words can have
different meanings depending on the PURPQfSEhe sentence. There are sentences that
make statements, ask questions, give commands gmess strong or sudden feeling.
Therefore, according to the purpose, all senteaoesdentified asleclarative, interrogative,
imperative or exclamatory It should be noted that O'Dwyer (2000: 230) vieths same
division of English sentences as relating merelgh&r form without dealing with the purpose

of a sentence.

Giering et al. (1980: 209) express another conatasr regarding theommunication
type of sentences. It's essential that in the comoational framework the speaker’s intent is
very important. Thus, the speaker expresses arrtiagsean inquiry, or makes a request
syntactically in the form of a certain communicatigpe of sentence (CT). The authors of the
book warn that there is no one-to-one relationgl@pveen the type of intent and CT because
one CT can express different types of communicatitent, and one type of intent can be
expressed by more than one CT. That is, a requastbe expressed syntactically by a
declarative sentence, a question, by an imperaergence, or by a combination of two
sentence types. To conclude, a communicative @lzeson of sentences cannot be made on
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the basis of a syntactic form only, however thediste a standard CT for assertions, inquiries
and requests: correspondingly declarative sentengesstions and imperative sentences
(ibid.).

To sum up, the sentence is the basic unit of sythi@ixallows people to communicate. It
consists of the following constituents: words, gesaand clauses. Sentences are classified in
different ways according to their structure as vasllpurpose. Communicational framework
plays a significant role in determining the typésentences that can express different intents

chosen by the speaker.

2.2 Features and Use of Interrogative Sentences

The question is a sentence type that plays an #apomrole in communication.
Questions are used for many purposes. They caraageeking information, giving an order
or command, making a request, beginning a conversanaking a comment on a situation
and checking knowledge to find out if someone knowemething accurately.

(http://www.2gsu.edu/~eslhpb/grammar/lecture 10/guwemtext.htm

It is important to note that there are differenh@epts in relation to the question types.
As O 'Dwyer (2000: 231) indicates, questions caraffienative and negative. The author of
the book distinguishes two kinds of interrogativegerrogativeyes/noquestions anavh-
questions.

Interrogativeyes/no questions/general questiopgpect a simple 'yes™ or ‘'no” answer
(ibid.). They are seldom asked with the expectatbmetting just a 'yes” or ‘'no” answer.
Moreover, yes/no questions are often used as commands and corigarsatarters.

(http://www.2gsu.edu/~eslhb/grammar/lecture_10/quesitext.htm) The researcher regards

well-grounded the proposal to caks/noquestionsotal questions as the state-of-affairs as
such is questioned. (Giering et al., 1980) The ehoentioned questions are used:

»= when the speaker/writer is uncertain about thazai@dn of some state-of-affairs

= when he wants to doubt something

= when some state-of-affairs is unknown to him and vients to get some

information about it
It should be noted that there is a special cage®hoquestions -declarativequestions

which are identical in form to declarative sentenbet have the final rising intonation or a
question mark. Actually, these sentences are cedfto spoken English, and their use is
determined by the context or situation where theakpr wants to have something confirmed
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and expects a positive answer. Although, sometiysemoquestions can be negated by "not’
but “while positive questions are neutral as todhswer that is expected - it may be ‘yes™ or
‘'no” with equal probability - the starting point the mind of the speaker with negative
questions is positive and he simply asks for therdrés confirmation or expresses surprise at
this positive assumption not coming true” (ibid232.

Wh- questions/special questiomgiery a content phrase, generally a noun phrasa or
adjective phrase. (Morenberg, 1997: 98) Furthermibie author of the book adds that these
are partial questions because the speaker/writatswia have his information completed in
one respect (person, thing, time, place, reasan). dtalling intonation characterizesh
questions. Some linguists such as Celce-Murcia basen-Freeman specify thath
guestions are used to request specific information,instance, in social interaction, for

getting  directions, in seeking explanations, for icithg vocabulary etc.

(http://www.2gsu.edu/~eslhpb/grammar/lecture_10Muwemtext.html The correspondence
betweenwh- questions and positive declarative sentences beardescribed in terms of
transformation(except thavh- questions where the question element is a subjegxipart of it
because they do not need a change of position eorinfnoduction of a special auxiliary
element. (Giering et al.,, 1980: 213) Negative- questions are regarded to occur only in
connection with an interrogative pro-adverb "wHy/should be remarked that such questions
do not merely ask about facts and opinions. Moreotreere is also some imperative or
rhetorical element in them (ibid.: 223).

O Dwyer (2000: 231) presentag questionsas special question structures in English.
For Giering et al. (1980jag questions are confined to spoken language andaplamportant
part in everyday conversation. Its interesting tdenthat Giering et al. assume that thg
question is a further type gks/noquestion. In short, the above-mentioned questisksfor
confirmation of the truth of the statemeritag questions usually imply some kind of
emotionality in relation to the speaker. Furtherepdeig questions can be oriented positively
or negatively. Theag is negative after a positive statement, and versa. The intonation of
the question tag is rising. The question tag isasgpd from the statement by a comma thus
making the tag to appear as an afterthought opaheof the speaker. However, the authors of
the book add that in spoken Englisty questions can also express the speaker’s affiomati
In this case the tag should have a falling intmratibid.).

According to Giering et al. (198Jternative questions/choice questions expent of
two or more alternatives mentioned in the questiothe answer. This type of questions is
regarded to be of lesser importance thérguestions oyes/noquestions (ibid.: 218). Giering
et al. consider that the alternative questions ya@sinoquestions are related to each other in
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some respects: they do not contau element; they are total questions; they present
alternatives. Moreover, the researchers referrecetoark that both types of questions are
sometimes grouped together as alternative questmnges/noquestions are treated as a
special case of alternative question. On the contthe reason for classifyinges/noand
alternative questions as two different types ist tteey differ as to the type of answer
expected. “Withyes/nequestions there is only a choice of positive agatie with regard to
one statement, while with alternative questions tero more statements are given as
alternatives” (ibid.: 213).

Considering the assumptions of the researcherd@ffidld such as Giering et al., it is
possible to conclude that a spoken language oftesli@s its corrections on interrogative
sentences such as the usage of short question fostead of full equivalents and a lot of
declarative and rhetorical question structures.| Fafms with complete subjects and
predicates are the norm in written questions: xtbi@oks and on examinations and quizzes.
“So, full questions are occurring in one kind ohtext, and the short forms occur in another

kind of context”. fittp://www.2gsu.edu/~eslhpb/grammar/lecture 10/guemtext.html)

To sum up, interrogative sentences form questidiiey are used to get new
information as well as for other purposes. Inteatoge sentences vary in relation to their
structure. There are various divisions of questigmes. Conversational English imposes
significant features on the use of interrogativeteseces such as declarative questions, short

forms etc.
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3 THE PRACTICAL PART OF THE STUDY

The practical part of the present paper describegarget group, the research method,
topic and techniques, the approach to the dataatetl as well as provides the results of the
students” preliminary testing and the summarieth@fgquestionnaires for the learners and the
teachers of English at elementary school. The weadf question formation in the teaching
aid used in the classroom is analyzed. Variousadsorbing types of activities are selected to
improve the students’ skills in asking questionsarhing outcomes are examined and

presented graphically.

3.1 Description of the Target Group

In order to accomplish the goal of the study, théhar of the present diploma paper
chose a group of 16 learners at pre-intermediatd & English, Form 8.

The experiment took place at the biggest schotilerregion: Cesis Primary School.

The target group consisted of 8 girls and 8 boys/éen the ages of 13 to 16. Their
first language is Latvian. All of them come froneteame town. The participants have been
studying English for 6 years. Most of the learnease had the same teachers. One pupil has
repeated the course. 3 students out of 16 have torstidy at Cesis Primary School from
other schools of the town. The small number ofl&@eners in a group is a favourable factor
for the teaching/learning process.

As concerns the learning background of the targeupm they have not had any
interruptions in learning English. The researchieutd admit that the students of the group
referred to are eager to acquire the languagerp#ity appreciate the importance of knowing
English nowadays. Therefore they are motivatednkyar The students of the target group
have discussed abstract issues, they are awarelofcognitive skills as making similarities,
contrasting ideas and concepts, solving probledi®siong the guidance of their teacher.

Nevertheless, the author of the present study lsereed that a few pupils are
disruptive in the class. They cannot devote theveselo the process of learning completely.
Various factors distract their attention, tasksnseshfficult to do therefore their ability to
concentrate suffers. The lack of knowledge makasesstudents feel embarrassed and
confused at times. Sometimes they also presenpliige problems. If the teacher manages to
control them in a supportive and constructive whg, learners have a greater commitment to

doing the tasks.
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All the described factors show that the target grofi the present research is fairly

homogenous with common features for the most daheopartcipants.

3.2 Research Method, Topic and Techniques

To fulfil the tasks of the diploma paper and prdhe hypothesis that the students’
understanding of question formation and use is awgu, if the teacher applies diverse and
absorbing practice types, the author of the presteitly decided to daction researchwhich
included the process of data collection, the sgtiip of a database and subsequent analysis of
the collected data.

The researcher explored thapic in relation to practising question formation ski#t
elementary school. The subject of the study matteve¢he author of the present research both
in terms of extrinsic (it was necessary for thelahpa paper) and intrinsic (it seemed
interesting to find out the ways for overcoming fheblems that were very often touched
upon in the working practice) motivation. The rasbar decided to clarify the main groups of
the students’ mistakes in asking questions andhtestigate the ways of practising the
problematic areas by using effective, absorbingases. The attention was focused on the
practice stage of teaching grammar at which cersgacific grammar items should be

absorbed from short-term to long-term memory bymse# various techniques and activities.

To present the factual data of the action resedhehauthor of the current study chose
the practical research tools that allowed gathering informatiegarding the investigated
problem of improving the skills in question fornaati With the help of thquestionnaireshe
topic was explored in breadth. The questionnaireewlesigned for the purpose of finding out
how the students of the target group as well ais thachers assessed the learners’™ skills in
asking questions. The researcher was interestethiiying the most problematic issues on
the field as well as in defining the preferencedhe ways of acquiring questioning skills
better. The information about their teaching/leagnsituation was elicited from a comparably
large number of people (16 students and 12 tedclamid the obtained data was used in
planning the research activities. To make the dquashires easier and quicker for the
respondents to fill in, merely closed questionsewircluded for faster and more reliable
scoring of the responses.

To confirm the results of the research, the autfdhe present paper used classroom

observationto reveal how the teaching/learning process totdcep in various forms.
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Observing was not concerned with assessment blatexjiloring the students™ response to the
teaching.

The researcher todleld noteswhile actually being engaged in the experimenteylh
provided raw material of reflection on action, otample, self-evaluation, group functioning,
performance of individual students, interactionmeooon errors, problematic issues, ideas,
inspirations, things that worked well, remarks dtiee field notes were helpful for increasing
the efficiency of the teaching/learning process redented losing the hard-won experience.

Two tests were designed: the preliminary test was aimed iagnibsing the most
common mistakes in asking questions; after thehiagcstage the achievement test measured
the students’ obtained knowledge.

The experimentovered a range of different activating and alsgripractice tasks for
improving the skills in question formation. It alsovolved matching the results of the

diagnostic and achievement tests designed forttitkests of the target group.

Regarding the process of selecting appropriatestiskquestion formation practice, the
researcher shared Ur’'s (2001) experience thatsthvaad to make a strict division in grouping
activities accordingly to the traditional labels pfesentation’, "practice’, "production’; in one
context the “presentation” activity could work dfyuas "practice’ one in another and vice
versa. It was seldom predictable what was newttatents. Therefore the term “presentation’
was also problematic. The researcher decided wfgpbe descriptions regarding the purpose
of the activities. The author of the present stadgsidered the extent to which each type of
exercises could be adapted for different purposésfar use in various contexts. The chosen
practice tasks had to be generic, that is, adapbedsuit a range of objectives and

circumstances.

3.3 Approach to the Data Collected

To make the researchliable, the author of the study should be sure that ttaied
results/findings will be the same if the appliede@ch procedures are used by another
researcher. It was necessary to answer the quelitre research replicable? For example, is
the marking scheme of the designed questionnauels that any marker will get the same
results? To achieve a high degree of reliabilityaneethat the researcher should control nearly
all the aspects of the situation that can changenr. The author of the present paper had to
make the findings explicit for credibility. It wasecessary to have more than one source of
data. Providing more than one perspective on thaictdeing researched is called
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triangulation. The researcher decided to carry out observatidesign and administrate the
guestionnaires, the diagnostic and the achievertemts for students and to do the pilot
teaching.

Wallace (1999) states that the data gathered Ibgrelift methods can be looked at from
various approaches. Thus, questionndi@igagintrospectiveby eliciting the information from
respondents can supply botjualitative and quantitative data, they arentrusive disrupt
people’s lives. Therefore, the questionnaires shdad handled sensitively. They involve
collaborationand generateonclusivefindings by proving that some facts are true.

Observationtechniques provide bothualitative and quantitativedata. They could be
done either on aollaborativeor anindividual basis. We can call theoomplementaryf they
are put into effect as elaborations of normal tewghactivities. The findings of the
observation studies may loenclusive alsoilluminative (throwing some light on a problem)
or heuristic(discovering something about the topic).

Experimentsare usuallyquantitative, intrusiveThey intend to beonclusiveand may

be conducted on either amdividual or acollaborativebasis.

To make the researsfalid, the students were asked to fill in anonymous guesaires
to get open and candid answers. The data acquwedgh the experiment should not be
misleading or irrelevant. It should test what ieds to test.

3.4 Results of Students’ Pre-testing

Before carrying out the practical part of the stutlg researcher had designed and
administered a diagnostic teseé Appendix)1lts aim was to find out how the students of the
target group had acquired question formation atrestand to state the most typical mistakes.
The preliminary testing was necessary for selediregmost appropriate meaningful practice
activities for the experiment. The learners hadgkyes/ng wh-, andtag questions as well as
to translate from Latvian into English. Accordirmgthe syllabus, the students had to cover the
Present Simple, the Present Continuous, the RréXmfect, the Past simple, the Future
Simple and the Planned Future "to be going toe®m@s well as the usage of countable and
uncountable nouns, the structures “there is /taexg "have to” and the modal ‘can’. There
were 15 students in the group. The learners hagaettorm four tasks in 40 minutes. The

students were not allowed to use any additionaérias.
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The results of the diagnostic test showed thatatherageindicator of the learners’
performance wa86% out of 100%. Each student could get maximu88 points for the test.

The average indicator of the group v2&spoints.

The easiest exercise for most learners was asikafnoquestions The average result
of the students was 9 points out of 28696 out 0f100%. The learners had a tendency to use
‘'some’” instead of "any” (9.3% out of 100%).Someéesits did not form questions with the
help of 'do’, ‘does™ or "did" regarding the sengsn@hich expressed necessity by means of
the structure "have to™ (9.3% out of 100%). Ashie Past Simple, many mistakes were made
in an incorrect usage of the auxiliary elementha guestion and the non-observance of the
verb change to the infinitive (8.7% out of 100%).

The results of the diagnostic test discovered #isomostdifficult question formation
structures for the learners of the target group.

With regard towh- questions the average performance of the students wasnispoit
of 20 or35% out 0of 100%. The students sometimes could not distinguishythestions to the
subject in which inversion is not used and the tjoles to the object (25% mistakes out of
100%). Many mistakes referred to the usage of "dimes’ or "did" as the auxiliary element in
the questions expressing necessity with the helpefstructure "have to™ (17% mistakes out
of 100%). A typical mistake was the omission okrth in the subject position (5.7% mistakes
out of 100%).

As regards thevh- questionsand thetranslation task (the average indicator of the
learners™ performance in the translation task wpsibts or25% out of 100%) together, the
students made many mistakes regarding word inver@nal the use of auxiliaries. Problems
appeared in relation to the sentences which ingbthe usage of ‘do’. The learners did not
notice that "do” should take on the tense form tedverb should change to the infinitive
(4.6% mistakes out of 100%). In some cases theliatyielement ‘do” was omitted (8%
mistakes out of 100%). When the learners questi@ngdnitive noun in a noun phrase, they
did not move the whole noun phrase to the beginaofrthe sentence. They moved simply the
genitive noun (8% mistakes out of 100%). The sttaldid not pay due attention to the choice
of the right interrogative words either. They hakadency to use ‘who™ or ‘'whom' instead of
‘'whose’, ‘'when' instead of "how often” or "whatdimwhat™ instead of ‘which™ or "how".
There were a few mistakes regarding the usageeoFthure Simple and the Planned Future
“to be going to” tenses (3% and 1% out of 100% raiagly).
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The average indicator of the students™ performameskingtag questionswas 9 points

out of 20 or45% out of 100%. Most mistakes were related to the absence oatixdiary

elements ‘do’, ‘does’ or ‘did" in question taggarding the sentences which expressed
necessity with the help of the structure "havg4d3% out of 100%).

The following table presents the results of therees™ performance at the diagnostic

test. The percentage of the students’ achievensemalculated concerning the possible

answers of all the learners in relation to theipaldr question type.

The Learners™ Performance at the Diagnostic Test

Table 3.4.1

Exercise 1 Exercise 2 Exercise 3 Exercise 4

(yes/no (wh-questions)| (tagquestions)| (translation)

questions) , s ,

Percents/Points Percents/Points Percents/points
Percents/Pointg
Present Simple 11.3% (34) 17.3%(52) 13.3% (40) 9% (27)
Present Continuous 7.3% (22) 3.3% (10) 0% (0) 1.3% (4)
Present Perfec 4% (12) 0.3% (1) 7% (21) 0.3% (1)
Past Simple 6% (18) 3% (9) 5.7% (17) 8.3% (25)
Future Simple 3% (9) 2.7% (8) 2.3% (7) 0.3% (1)
Planned Future 0 0 0 0
“be going to] 3.7% (11) 0% (0) 2.3% (7) 1% (3)
Countable/Uncountable 0.7% (2) 0.7% (2) 0% (0) 0.3% (1)
Nouns
“there is/there are’ 0% (0) 0.7% (2) 6% (18) 0.3% (1)
"have to 0.7% (2) 0.3% (1) 3.7% (11) 0.3% (1)
‘can 3.3% (10) 1% (3) 4.7% (14) 1.3% (4)
Maximum

Percents/Points 40% (120) 29.3% (88) 45% (135) 22.7% (68)

To sum up, the results of the diagnostic test skloaveomparatively mediocre students’

performance. The learners™ attention should besiedwn all kinds of questions including all

the above-mentioned grammatical items. The usagbeofPresent Perfect tense as well as

a7



countable/uncountable nouns, the structures "havand ‘there is /there are” were the most
problematic issues in relation to question fornratidhe author of the present diploma paper
concluded that appropriate additional practice wasessary to overcome the obstacles
regarding the acquisition of question formationardag to the requirements of the syllabus

and the learners’ communicative needs.

3.5 The Analysis of the Learners™ Questionnaire

The questionnaire for the studensed Appendix)2was used with regard to a specific
learning setting: sixteen learners of English fileatm 8 at Cesis Primary School. Its aim was
to get a practical outcome by gathering informafimm a number of students of the target
group. The researcher was interested in findinghowt much help the class members needed
to adjust her teaching accordingly. The author hef present study tried to find out the
students’ attitude towards learning grammar anéxdanation in the course book. It seemed
necessary to discover how comfortable the studétswhen asking questions, making
mistakes. The researcher wanted to define the rerefes as to different ways of learning
grammar. The learners had to answer whether theygtit that their 3% language had
influenced the process of learning English. Thédaubf the current study tried to reveal the

level of the respondents™ motivation.

The questionnaire containethe items.

To ease the process of analysing the data, tharcdss chose closed questions. The
students were asked to give their opinion by cigclihe most appropriate answer for them.
The learners did not have to sign their names dioocest answers were expected.

To make the questionnaire reliable, the authorhef study tried to work out a fair
marking scheme useful for different teachers. Thestjonnaire presented the content it was
supposed to measure: the students™ experienceauining English grammar. The validity of

the questionnaire could suffer if the responderggewot candid enough.

Scores were calculated by averaging the individeal scores.
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Do you get good results in English grammar tests?

no, rarely yes, usuall
19% 19%

sometimes
62%

Figure 3.5.1Do you get good results in English grammar tests?

The first question to which the students had t@dheir self-evaluation was related to
their results in English grammar tests. Three redpots out of sixteen di9% held the view
that their performance in tests was goé2l % of the learners said that they sometimes did the

tests well and three responderit8%) gave a negative answer.

Do you believe that grammar is a very important pat
of learning English?

unsure
no 0%
19%
yes
81%

Figure 3.5.2Do you believe that grammar is a very important pat of learning
English?

The researcher also discovered that the studepte@ated the importance of grammar
as a part of learning English. The results werdolews: most of the learners81%,
expressed the view that grammar was very significaracquiring a foreign language; only

19%denied it. Nobody gave the answer "unsure’.
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When you read grammar explanations in you
course book, you

comprehen
merely some ( can understar
them and use them
19% 0%

find them difficult tc
understand
81%

Figure 3.5.3When you read grammar explanations in your course @ok:

The third question was meant to define the learnattude towards grammar
explanation in their course boo&1% of the pupils recognized that it was difficult tickle
grammar rules19% admitted that they could follow merely some gramragplanations.

Nobody found the rules understandable and easyeo u

How do you prefer learning grammar?

getting
grammar bas
first

25%
talking witl
— others
50%

either by

talking tc
people or b
studying rule

25%

Figure 3.5.4How do you prefer learning grammar?

As to the question of the learning styles, mosttlué respondents50% found
themselves more interested in learning throughpttogeess of interaction (it seems obvious
because elementary school learners enjoy actingeah life situations). There were four

students Z5%) who stated that they could learn either by tajkio people or by studying
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grammar rules. Four learnerd5@o said that they preferred getting the grammar lisse

then using the language.

When asking questions and giving answers in realfé
situations, you:

feel ven have a go ar
confuse try to get th
19% meaning
31%

feel
embarrassed
times
50%

Figure 3.5.5When asking questions and giving answers in realfé situations:

The researcher was surprised to find out thatifer $tudents31%) asking questions in
real life situations did not create any difficultyjost students 50%) admitted that
communicating seemed a little embarrassing at tifileee learnersl@%) found their lack of

knowledge very confusing.

If you make grammatical errors, you:
try to avoic
sometime errors
make a ment 6%
note
concernin
mistakes
19%
\Worry abou
errors
75%

Figure 3.5.6lf you make grammatical errors:

The majority of the students7%%) felt worried about their grammar errors. Three
learners 19%) sometimes made a mental note not to perform tiseake again. One student

(6%) avoided making the same errors again wheneveilges
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Do you believe that various and intensive repetitiv
exercises are effective ways of improving Engli:
grammar?

no, rarely
13%

sometime

13%

yes, usuall
74%

Figure 3.5.7Do you believe that various and intensive repetite exercises are
effective ways of improving English grammar?

The question about effective ways of improving Esfglgrammar was particularly
important for the present research. The resulte wasrfollows: twelve of the learnerd4o
considered that they were interested in practi&nglish grammar through various intensive
and activating exercised2.5% of the respondents stated that different actwisemetimes

helped them to improve their knowledd2.5%of the students gave a negative answer.

Do you think English grammar is difficult because i is
so different from the grammar of your 1st language?

unsure
19%
yes
no 56%
25%

Figure 3.5.8Do you think English grammar is difficult because i is so different
from the grammar of your 1* language?

Another significant question was about the influec the learners” first language on
the process of acquiring English grammar. Ninerlegs out of sixteerb6%) revealed that the
above-mentioned factor caused misunderstandinghamttred the acquisition of the foreign
language. Four respondens¢9 denied it. Three student&9%) were not sure about the

answer.
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Your need to improve your skills of asking an
answering questions is:

moderate

6% 0%

high
94%

Figure 3.5.9Your need to improve your skills of asking and ansering questions is:

The author of the diploma paper should admit thatdtudents™ need to improve their
skills of asking questions was very high therefibrey were extrinsically motivated learners.
Fifteen students out of sixtee®4do held the view that the development of questiamgttion
skills seemed very valuable for them. 1 respon@@¥t) revealed that he tried to avoid using

the above-mentioned skills.

To sum up, the analysis of the obtained data essalt of questioning the students
proved that most learners spoke in favour of grammahe English language classroom.
Many students pointed out that they found grammpla@ations in their course book not easy
to understand. It could be easily explained: tlaeners of the elementary language level had
insufficient competence in grammar terminology. yheere not exposed to theoretical
explanations of grammar very much. Teachers uswsalpplied their guidance. Elementary
school language students needed more practicepiogimg their cognitive skills. A lot of the
learners mentioned that they were interested tceeldpvthe skills of asking questions to
achieve the communicative goals. They admitted thay liked interacting through group
work during the lessons. Many pupils agreed thabua absorbing activities could be helpful
for practising their question formation skills. Tlearners emphasized the fact that they often
felt scared and embarrassed when asking questiodifferent contexts and found their lack
of knowledge very confusing. The author of the entrstudy holds a view that the above-

mentioned factor has fostered the loss of learmaativation.

Taking the obtained results into consideration,résearcher finds it possible to assume
that both the teacher and the students can impghavsituation and reduce the difficulties. The
task of the teacher is to make the learners awhtbeopossibilities of different teaching
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techniques to improve their language developmeritigh degree of students™ motivation is a

favouring factor for a successful teaching/learmngcess.

3.6 Summary of the Questionnaire for Teachers

In order to clarify the viewpoint of the teacheffskmglish on the teaching/learning of
grammar and the importance of question formatialisskhe author of the present research
offered a questionnaires€e Appendix)3to twelve teachers of English from Cesis Primary
School and Cesis Grammar School. It should be nibtaidthe fact that some teachers work

also with secondary school students may have infieé the given answers.

The researcher shares the joint view of all tispesadents that the students do not have
a good knowledge of English grammar. Surprisintigt 100% of the teachers admitted that
their students merely sometimes had good resuttgein grammar tests.

Therefore, the author of the present research deresli the answer to the second
question to be very logical and understandabl®% of the teachers acknowledged grammar
to be a very important part of learning English.

In relation to grammar explanation with the helpralies provided by the course book
used in the classroom, most teach@&%4) assumed that their students were sometimes able
to grasp them. The author of the current study lshmmark that the rules in the course book
are explained in a simple language by means ofastiag model sentence$7% of the
teachers mentioned that the rules were too diffited the learners8% of the educators
regarded that their students understood and usedilibs successfully.

Most teachers6(7%) pointed out that their students preferred getangrammar base
first, then using the language. Considering thelystof the theories, it is a natural way of
language acquisition. Neverthele§% of the respondents mentioned that their students
preferred learning grammar while talking to peopéher than studying rule€% of the
teachers regarded that the learners did not cangt e way they acquired grammar.

The next question referred to identifying the tessh point of view concerning their
students” everyday communication. The author ofctimeent research shares the view of a
considerable part of the educatds8%o) that students do not often care about their gramm
mistakes: they just have a go and sp@&Rs of the respondents characterized their students
as being a little embarrassed while communicatit¥§o of the teachers admitted that the

learners felt even very confused when asking qoesti
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It was surprising for the author of the presentigtio learn, on the other hand, that most
respondentss8%) affirmed that the students were anxious about frammar mistakes and
tried to avoid them after being correct&®®% of the respondents acknowledged that the
learners sometimes made a mental note not to nhekenistake agairl7% of the teachers
characterized their students’ attitude towards gratital mistakes as indifferent.

The next question was very significant for the pregesearch therefore the author of
the current study felt supported Bp0% of the colleagues that various effective exercises
could improve the process of English grammar adiijis

The researcher was interested in clarifying thesama for difficulties in learning
English grammar. It was suggested that attentiavulshbe paid to the influence of the
students” native language in the process of larguagguisition. The results of the
questionnaire showed that most teach&@4) denied the negative influence of the native
language in the process of learning English gramg# of the respondents pointed out that
the native language was a hindrance in the forlEigguage acquisitior25% of the teachers
could not supply a definite answer.

It was very important for the present researchirtd but that all the teachers accented
the high need of their students for acquiring tkidssof asking questions and giving answers.

As it was seen from the results of the questioentor the teachers who work with
elementary school students, learning grammar andiseé in everyday communication was
considered to be very important. The teachers deglathat additional practice was necessary
to improve the learners™ knowledge of grammar,udiclg the skills of asking and answering
questions to satisfy the diverse needs in reldbdanguage acquisition.

It should be noted that the teachers had to andweesame questions that were offered
to the students of the target group. The followfiggire shows the comparison of the key
answers to the questions provided in the questiogs#or the students and the teachers of
English that accented the necessity to study grammalving also the practice of question
formation skills. The subpoint of each questiont theost reflected the above-mentioned
affirmation was given in brackets under each qoestiumber. It could be seen that an
impressive amount of the teachers and learnersedeyvammar as a very important part of
language acquisition100% and 81% accordingly $§ee question 2A Both teachers and
students regarded the learners™ knowledge of gramaotdo be good enoughQ0% and62%
accordingly ¢ee questiorlB). Both groups of respondents admitted that thelestts felt
scared when talking to peop25% and50% accordingly éee question 5Bthey were afraid
of making mistake$8% and75% accordingly ¢ee question §Aand needed more additional
practice,100% and 75% accordingly §ee question DAbecause the need of improving the
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skills of asking questions seemed very importanthtam, 100% and94% accordingly ¢ee

guestion 9A

The Comparison of the Key Answers of Students ar
Teachers

100 100 100 92100
8

7% 7
3 O Students

75 I adw A
O7
S0 B Teacher
1 2 |_i5 ’Egls

%

1(B) 2(A) 3(B) 4(C) 5(B) 6(A) 7(A) 8(C) 9(A)
Questions

Figure 3.6.1The Comparison of the Key Answers of Students andéachers

3.7 The Practice of Question Formation in the Coues Book

The analysis of the topic of question formatiorthe course book is mainly based on
the principles of effective grammar practice présénby P. Ur (2001), taking into
consideration the aim to provide a thorough coveraigthe material and its transition from

the short-term to long-term memory.

Concerning the factors that contribute to a susfoésanguage practice, the researcher
admits that sufficienPRESENTATIONMINdEXPLANATIONallows using the time effectively
for consolidating the material at the following anfuage practice stage. As to the subject
matter of the diploma paper, i. e., question foramteight units out of sixteen in the course
book OPPORTUNITIES ELEMENTARY offer the presentation of the grammar structures
based on discovery approach: the students haveotk wut the rules of form and usage
working in groups or pairs under the teacher’s sup®n. Firstly, the learners should
concentrate on the meaning of the given listenindj i)eading activities, afterwards they are
asked to direct their attention to the form of theget grammar items with the help of such
tasks as slot-filling, looking for more examplestioé structure in the text, grouping them etc.
The rules of application are mostly deducted by gleting sentences. In separate cases
students have to discriminate the odd explanapenform matching, grouping and multiple
choice tasks. To consolidate the presented languagerial and clarify the problem areas (for
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example, short forms), the learners are askedtienlito the text and to repeat or write it down,
to translate the questions, to read the indicatatgnal. In one case the presentation of the two
previously-taught structures of grammar should edgomed without completing the rules.
The students are asked to do grouping and matt¢hgks to ascertain the distinction between
them. Basing on the personal teaching experiemeeatuthor of the present diploma paper
recognizes that the presentation and explanatiaquestion formation in the course book is
well-considered and effective enough to foster @egmeg the language material.

After the pre-learning stage the course book offgrsstion formation practice through
variousTYPES of ACTIVITIE&gardingthe form and meaning of the structures of grammar,
their oral and written production. Purely form-bésxercises are not typical of the course
book referred to. From the teacher’s viewpoinsaems that the authors of the teaching aid
expect the learners to grasp the rules of form essalt of the presentation and explanation
stage. There are just two cases of practising tstre without their relation to meaning
because their formal rules are difficult to gra§pher discrete-item exercises in the course
book demand students’ comprehension. The tasksngagrative though unlinked to any
general communicative framework. Most discrete itativities consist of various slot-fillers,
asking oral or written questions based on the gowess, pictures, visuals and situations. There
are some examples of reordering and multiple chigisks, also instances of pair work based
on the cues to ensure that the structures are heiad in the right way. The researcher
recognizes that the large amount of communicatoteviies form the best part of question
formation practice in the course book. They proviemprehension and production of
meanings for non-linguistic purposes. At the bemigrof the book they are based on pair
work activities supplied by cues or personal wnttetes. Further on, there is a transition to
pair work or group work based on the given cuesyals or written notes and, additionally,
dealing with a lot of personal information. The haart of the present paper admits that the
course book involves a great deal of informatiop-gativities but it contains an insignificant
number of opinion-gap exercises and the tasks whighulate the students to produce
entertaining ideas. Sometimes additional gramn@anstare integrated in question formation
activities (for example, adverbs of frequency, psss/es). The balance between form-based
though comprehension needed and personalized coitativa tasks in th&rammar Focus
section of the course book is in favour of thetfiype (17:13 out of 30) thus devoting more
attention to building up the learners™ confidentgiasping the rules of form. There are more
oral than written activities (15:10) to foster coommtation through real-life language-based
transactions. Five tasks combine both kinds of tracThirteen units out of sixteen of the
Skills Focus in the course book consolidate question formatisactce in such oral

57



communicative activities as role-playing, simulagsoand information-gap tasks. They are
always based on the Function File presenting ewgrgpoken language and also on the given
cues, visuals and students™ written notes. Thenmunication Workshop offers a range of
communicative tasks involving question formatioagtice through information-gap activities,
role-plays and group work that is mostly based amdents™ written work performed in
advance (10 cases out of 13), as well as the FamEiies, the given cues and pictures. Some
activitiesor parts of them ithe Review section (7 units out of 8) ensure practice on kimgc
and consolidating question formation by offeringtdllling, sentence-completion, true/false,
matching tasks, and also two information-gap aitisi Separate tasks in thenguage
Problem Solving spots (four out of eight) deal with the problereas in question formation
providing mostly sentence-completion. There are &sir information-gap tasks focused on
the use of specific types of questions.

The author of the present study considers thabHbjectives of the linguistic and non-
linguistic TASKSIn the course bookre defined clearly, in simple words to get thedshis
involved in perceiving, discriminating, understamgliinterpreting and producing the material
to be practised. Equal parts of the language-baseld non-linguistic tasks (15:15) in the
course book ensure a good balance between expostepeated grammar practice and more
motivating communicative usage of the target lagguaThe Skills Focus and the
Communication Workshop strengthen the learning value of the teaching gidbbusing on
non-linguistic objectives of the tasks. Most of a@tudents are asked to deal with
communicative activities in terms of the process, the end product: only four examples in
the Communication Workshop are oriented towards reaching a tangible resulstéay,
surveys and instructions). The researcher regamsniore outcome-oriented tasks might be
preferable for activating students additionally.

A very good feature of the course book from thehea's point of view is fostering the
studentsINTEREST and MOTIVATIObY a large amount afiformation-gapactivities. Most
of them arepersonalized. The goal-oriented question formation practice tasks made
enjoyable by introducing game-like elemersle playg2 out of 30 in th&srammar Focus
section of the course book, 7 out of 13 in tBkills Focus and 5 out of 12 in the
Communication Workshop) motivate the learners to participate and proadeamework for
an effective widening of the range of language u3é@ researcher believes that it is a great
asset that the course book offers purposeful déietivio provide taskolume and repetitian
Eleven exercises (out of 30) in tllammar Focus section, also the tasks supplied by the
Skills Focus and theCommunication Workshop ensure maximum language use due to
repeated production of a structure of grammar wexehanging information with different
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partners. 8ccess-orientatiormakes practice effective and contributes to pasitearning
environment in the classroom. The tasks referredato be performed at different levels of
learner proficiency in terms of both quantity andality, that is, they arbeterogeneousrhe
exercises provided by the course book are afsn-endedecause lots of various learner
responses are based on the prescribed structanaé¥ork. The teaching aid includes a good
range oftopicsto maintain students” interest such as factuaenatof general information:
history, geography, science; personalities, fictemtertainment, personal viewpoints, subjects
of general interest etc. They are displayed ingpaper articles, stories, fairy tales, legends,
biographies, text fragments, fact files, lettergbwpages, interviews, quizzes, menus etc.
Efficient visual materialsuch as pictures, photos, diagrams, tables, hatfs help to focus
the students™ attention on the topic.

Considering various ways dfEARNER ACTIVATIONO ensure the amount of
participation and involvement, during the preseatatstage the learners should perceive
natural context under the teacher’s control. Thgoritg of practice tasks in th&rammar
Focus section of the course book focus on teacher-stuelerthanges in which the teacher is
the dominant and the learners increasingly actaréq@pants of language production (17 cases
out of 30). The other question formation tasksh@@rammar Focus, Skills Focusand the
Communication Workshop spots provide opportunities for active studentartipipation
through an impressive amount of pair work actigitidost pair work consists of semi-
controlled language production. The teacher mepebyvides instructions and materials for
language transactions. The students use certaiarpatto express their particular content.
The kinds of responses needed are clearly defifleel.researcher recognizes that fluid-pairs
technique is presented by an insignificant numbfeadaivities. There is no evidence of

student-teacher exchange, chain technique andfoeg discussions.

Regarding the question formation practice taskglayged on thdreview pages and the
Language Powerbookthe author of the present paper can assess themananformal tests
than grammar practice. A relatively insignificami@unt of the tasks with insufficient volume
and repetition may provide the teacher merely witme feedback on the student contribution

and let the learners check their learning and ifleptoblem areas.

To sum up, the researcher admits the follovdagetsf the teaching aid:
= Well-considered and effective grammar presentation;
= Carefully graded question formation practice tastkat keep a reasonable
balance between form and meaning; written andasjaécts ;

59



book:

Convincingly combined linguistic and non-linguist&éms in communicative
activities in the largest part of proposed grampractice;

Clear task objectives providing sufficient volumedaepetition of the structure
being taught;

A great deal of semi-controlled practice actidtguitable for efficient learner
activation;

Purposeful fluency practice transactions based ersgmalization, absorbing
game-like activities, a variety of topics and thdayout, an impressive visual

material used to maintain learner interest andwatoon;

The author of the present diploma paper puts fadiveamedrawbacksof the course

Insufficient number of form-based and meaning-baseowever non-
communicative activities for practising particijadifficult question formation
structures;

Underestimated useful techniques for learner amtinesuch as student-teacher
exchange, chain and fluid pairs transactions agel group discussion;

There is too little group work to produce the laage material purposefully and
naturally;

Insignificant number of practice tasks with nomgliistic objective in terms of
the end product to get the students involved;

Few activities involving brainstorming known as affective technique to
encourage frequent production of a targeted graniterarin context;

Little use of entertaining contributions as aniadlile source of interest;

To conclude, the author of the currgindy recognizes that the course book

ensures opportunities for maximum language usehenstudents™ part. Various pair work

activities involve volume, repetition, they are dregeneous and open-ended thus providing

sufficient amount of possibilities to perform susstilly after mistakes have been eliminated.

From the teacher’s viewpoint, the course book anstan insufficient number of activities

fostering the building up of learners™ confidenkattis necessary for fluency practice as well

as for a positive self-image. The researcher haereenced that rather often mixed-ability

students at elementary school find it difficultgi@asp the rules of question formation and their

comprehensive application. Therefore, more divarsg useful practice is needed that helps
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the students to recognize and use grammar strgcioréanguage acceptably to eliminate

mistakes and strengthen the sense of constantga®gwards a successful performance.

3.8 Principal Considerations of Practice Organisatn

To cover the specifications of the syllabus, thadebhts having completed the
elementary level of English studies have to know o deal with definite types of questions
— yes/ng wh- and tag relating to the following grammar items — the Rr@sSimple, the
Present Continuous, the Past Simple, the PresefgcEehe Simple Future and the Planned
Future 'to be going to™ as well as the structumscerning the usage of “therdtliere are’
countable/uncountable nouns and expressing neatislatties. The course book for pre-
intermediate students offers merely incidental filiges to practice the question formation
structures mentioned above. More attention is paidome new grammar items. There are
also many distinction tasks focusing on comparinganmtrasting the structures studied at the
previous stages of language learning. The studardgsasked a lot of questions without
providing sufficient practice in question formation

To meet the performance objectives of the final rY@dest requiring the students to
handle communication through various pair work Halsenguage transactions, much effort
should be devoted to the consolidation of questemation skills at the pre-intermediate
level of studies to ensure the entire coverageiféérdnt aspects of the structures through a
variety of topics, task types and ways of studetivation. The results of the diagnostic test
and the questionnaires for the students and tlehées acknowledge that there are frequent
difficulties in forming questions.

The course book provides diverse possibilities €prestion formation practice,
nevertheless it should be admitted that the amotiactivities is insufficient to acquire the
structures completely. Scrivener (2003: 2) statest hhumans learn by having a lot of
opportunities to practice new language. Learnetsttyegs wrong quite a few times before
they get them right. It may take a long time faneavly studied language to become part of a
learner’s own repertoire. The researcher feelsted to use the course book material more
creatively as well as to supplement it to suit tieeds of the syllabus requirements and a
particular teaching context. The acquisition of thest essential and tricky question formation
structures should be enhanced in terms of thegvagice to the level, needs, interests,
expectations and learning styles of the studentslved in the research. In the course of
teaching particular activities can be omitted, aepll or added according to the appropriate

learning environment.
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3.9 Practical Application of Selected Question For@tion Activities

In the process of carrying out the experimental pathe research the selected question
formation tasks were arranged according to theodotg stagesof grammar practice —
controlled meaningful activities were followed byided meaningful exercises, after moving
on to free oral production. The guided tasks betwiaenly teacher-controlled and free oral
activities provided a slight transition stage f@rforming question formation practice which
was controlled in general but at the same timelietdsome features of real communication.
The controlled tasks were teacher-centred; theeguattivities included language interactions
that were performed by pairs or small groups ofletiis on their own involving some help
provided on the part of the teacher. The learneosiged all the language in the free oral
tasks. The author of the present study acknowlediyas the chosen principle logically

reflected the way other skills were learned - tigtograded stages of practice.

The providedsamplesof diverse and graded exercises dealt with thet miadblematic
and confusing question structures for the studefitshe target group, identified in the
diagnostic test. Special attention was devotdtidee types of activities and forms of student
activation that were less employed in the teaclaillg purposeful and effective examples of
restricted question formation practice — drillingames, quizzes, questionnaires and
communicative tasks, involving personalization asuseful source for teacher-guided
meaningful and free language practice. Commenttherarea of use were supplied and the
most problematic issues were outlined.

The author of the present paper based the selgaestion formation activities mostly
on pair work as well asgroup workas very useful forms of learner activation to mibet
needs of the Year 9 final test as well as to satts$ students’ communicative goals. It should
be pointed out that purposefully organized paigaup work generated a feeling of mutual
supportiveness. Moreover, it vastly increased thedent talking time, provided a chance to
experiment privately with language and releasedastuners as well as the teacher from being

the central person. (Morgan, Rinvolucri, 1988: 13)

The selected question formation activities werended to be used before, during or
after the performance of receptive or productiveksa Concerning the teaching of pre-
intermediate level students, the author of thegiresesearch logically included dealing with
the grammar structures in question during or d@ftercompletion of various language tasks to

solve anticipated and also unforeseen problemsByse puts it: during "boomerang™ or

62



‘patchwork” lessons. (Harmer, 2005: 83) The prat#éxperience of teaching permitted the
researcher to remark that focusing on particulaguage items during or after performing the
task significantly raised the level of learners assness and, in most cases, benefited the

students.

The practical part of the present diploma papas vbased on the study of the
methodical literature written by such authors ad$f PbO97), Gerngross and Puchta (1995),
Harmer (1991, 2004, 2005), Scrivener (2003), S@@0Q), Steer and Carlisi (1998),
Thornbury (1999, 2004, 2005), Ur (2001), Wood (198dd Wright, Betteridge and Buckby
(1994). Their conclusions were compiled and adhptethe particular teaching situation: a
mixed-ability group of students whose knowledge watker shaky and unreliable, about the
average level of independence and language congaetdre contribution of the course book

and the results of the diagnostic test and thetounegires for the learners and the teachers.

3.9.1 Controlled Meaningful Practice

To achieve the accuracy of language productiois, litecessary to pay attention to the
form-focused practice. Learners find it difficult focus on the form and meaning of the
grammar structure at the same time therefore sesearchers such as Thornbury (1999: 92)
propose that the form-focused practice should caftex the students have been familiarised
with the new structure through, for example, regdamd listening tasks. The learners need
sufficient time available while performing accurgasactice activities. Certain structures are
acquired through exercises that concentrate onaliyt meaningless manipulations of form.
This type of practice is well-considered and pugboky organised in the teaching aid used in
the classroom therefore the researcher pays ntteatian to controlled meaning-based
activities asking the students to produce acceptéimms of language. The learners are
fostered to concentrate on form if the teacher Beppnambiguous feedback by correcting. It
should be recognized that various effectdrdls help to perceive and recognize language
items better before moving on to more integratagks which deal with grammar knowledge
as well as involve the meaning. The researchenaftes drills for fine-tuning the students’
performance at the end of the teaching cycle. ate appropriate for practising almost any
grammar structure. Drilling involves little effash the part of the teacher as choosing prompts
or pictures does not take much time. Drills reqaifet of practice on the part of the students.
The teacher controls the accuracy of the learnezsponses. Drilling fosters reaching
automatisation as a form of fluency practice. Ak selected form-focused activities follow a
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similar sequence of drills concerning language &atner activation. To start with, the
students perform amitation drill during which they repeat the given model firschorus,
then individually. The next step involvassimplesubstitution drill in which it is necessary to
replace one element by an item to fill the same 8ldferent kinds of substitution drills keep
the class more active and give the students peatdiform the structure therefore substitution
practice is more useful. The next stage of drillrequires more meaning-directed attention.
The teacher introduces visual prompts, the studese to think and express meanings. All
the above-mentioned process is repeated with aagtimg question pattern. The next steg is
variable substitution drillin which the two patterns are brought together eaglire the
students to make distinction by realizing the neags adjustments to the structures. The
response varies according to the prompt. To devatee attention to the meaning, words are
substituted by pictures after the students haveasore of control over the provided grammar
structures. To increase the quantity of practibe, students are allowed to perform in pairs.
Some selected tasks also involve a free substitiglement asking to invent a sentence. A
very common type of verbal interaction in contrdll@eaningful practice activities is between
the students and the teacher. It works successétllgn early stage of practice when the

learners™ answers need to be thoroughly checkéminm

A Sample of Controlled Meaningful Practice —Drilliq(see Appendix 4 )

The aim of the exercise that was performed in &nget group was to teach the students
simple interrogative forms within dialogues. On thdole, the activity involved little
preparation. Some planning had to be given to timce of short dialogues between two
speakers consisting of four to six utterances, esgrting some kind of a communicative
event.

Example:

A: What are you doing?

B: I'm going outside.

A: Why? (pause) Why are you going outside?

B: None of your business.

The dialogue was presented orally and learnt byt Bathe students through various
kinds of repetition (choral, pair and individuaijterating or answering utterances said by the
teacher. It was performed either by a single pastadents in front of the class, or by all the
students, in pairs, simultaneously. The dialoguwikhbe reviewed in later lessons in order to

consolidate learning. The dialogue was varied nging its speed, tone, volume, also mood
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and the situational context. In such a way theodja¢ was repeated many times, familiarizing
the students more effectively with its forms, whiteintaining interest. Later, the actual
content of the dialogue was varied: the studenggested alternatives to certain key words.
Typical form-focused practice was provided throumhsequence oimitation and simple
substitution drills The above-mentioned sequence represented th&ccla®gression from
controlled to less controlled grammar practice. Bgans of the dialogue the students’
attention was directed towards the meaning. Theuatnaf practice was increased by allowing
the students to do pair work after they had acquine grammar structure sufficiently.
(Source: Ur, P. (200 Grammar Practice Activitie€Cambridge University Press, 148-149)

To avoid boredom while performing predominantly imeaical practice, more learning
value is provided through involving the studentpéoceive and perform correct forms and the
meaning by doing the tasks which ask the learti@n& and understand what they are saying
and express the meaning. The researcher seledateds@axamples of the previously-named
type of practice to fine-tune the most problemajigestion formation structures for the
students of the target group. They range from firmdacher-controlled to more learner-
centred yet teacher-guided tasks. In the teachidgused in the classroom close-ended
activities (various kinds dlot-filling, true/false, multiple choice, clozeas well asnatching
andtranslation exercises) asking for very controlled responsesaadely represented. During
the selection of additional activities concerninggstion formation a central challenge for the
researcher was to combine the principle of repetitwith an interest to make practice
techniques effectivanteresting stimulito respond to (for examplegeAppendix 5 “Input
Flood’), involvingamusing subject mattédsee Appendix 6 "Alibis’), the use oFisual aids
(see Appendix 7 "Using Realia’), or introducingame-likefeatures such as competition or
time limits (see Appendix 8 Sentence Race’) were proposed as the sourcedivé learner

participation.

A Sample of Controlled Meaningful Practice - Reontigg (see Appendix 9)

The activity was aimed at drawing attention towwed order and the use of auxiliaries
in questions. The teacher usederesting stimulito respond to — cut-up questions. Short
questions were written on the word cards of theesaipe, one word or phrase per card. The
questions had to consist of an equal number of svandd phrases and be notionally or
thematically related. Capital letters were to bed)so that there were no punctuation clues as
to the word order. For the same reason, it wasssacg to prepare on separate, smaller cards
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as many question marks as there were questionse Tiael to be enough packs of these cards
for each group of three to four learners. The sétsards were distributed to the learners,
working in groups of three or four. They had toesgur them out, face up, on a flat surface. The
students were told to sort cards into questiordicating the number of questions that there
were and the number of cards that comprised eaektiqu, if the questions were of equal
length. It was necessary to point out that thermukhbe no cards left unused. The groups
were monitored indicating any ill-formed combina$o When most of the groups seemed to
have finished, the correct combinations were elitibn to the board. The class was asked to
tell the teacher the rules of formation of eachecaghis meant asking them to group the
sentences into categories. It should be noteddgbhestions are particularly suitable for an
ordering exercise because of the changes in watdromhe task was harder than it looked.
Depending on the selection of the question, thess2vBome correct questions that had to be
rejected because otherwise there would be cardaraked. It was important that the learners
knew which questions were acceptable and which wete

(Source: Thornbury, S. (200&rammar Oxford University Press, 56-58)

Controlled meaningful activities are aimed at petiog and recognizing language items
better before more integrative tasks. They can aksoused for fine-tuning the students’
performance at the end of the teaching cycle tonpte achieving the accuracy of language

production and foster reaching automatisation fasma of fluency practice.

3.9.2 Guided Meaningful Practice

Steadily teacher-controlled tasks involve a higbpprtion of the teacher talk in relation
to the language production performed by the stisdenmtly one learner talks at a time. There
are not many opportunities for slow or advancedestts because the given cues are geared to
a single level. To raise the amount of languagelyecbon necessary for developing fluency,
several interactions can be carried out througlouarpair work or small group activities. It is
possible to implement when the teacher is confideat the learners are able to produce
acceptable instances of question formation strastwithout prompting because student
utterances will be out of the teacher’s direct oaint

To divert the students™ attention away from fornd ammplement firmly structure-
based practice, the students should be involvedahcommunication by including more than
single sentences in provided tasks so that thendemrcan use combinations of different

functions and structures. They can give a varidtyesponses through performing practice
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under real-life constraints which leads to unpridite language. The given communicative
purpose allows the students to express their paltsxperience or ideas concerning real life
or imaginary situations. The provided activitie®sll include a communicative need (to find
something out, to get somebody to do somethingffer to do something etc.) — something
that makes the learners to listen and to perforime®e tasks based onformation gaps,
game-like procedures,quizzes, questionnairesnd role plays help to reach the above-
mentioned communicative aim. More attention on ticher’'s part should be paid to the
content of information, not only to correctnesstltd grammar structures. The students need

the opportunity to perform in private, face-to-facteractions.

The easiest and most motivating type of teachedegbmeaningful language interaction
activities involved in the practical part of theepent diploma paper was basedrdormation
gap procedures (for example, "Spot the Differencesee Appendix JGhat were intrinsic to
many language learners. During the performancehef dbove-mentioned activities the
students™ need to speak was similar to the neddtem: the exchange was reciprocal. The
necessity to bridge the gaps by passing the infoomdgrom one to the other as well as
conveying an opinion which the receiver was intex@sin involved the students in real
communication that was necessary for successfujulege automatisation. A natural
information gap occurred when the learners talkdaugt their own lives, interests,
experiences. Information gap tasks provided intensind interesting practice although the
exercises were controlled and simple language wed.urhey were very useful for practising
question formation. This type of activities coulky be performed by a small number of the
learners. In large classes it could be problenfatithe teacher to make many copies of each
half of the text.

A Sample of Guided Meaningful Practice — InformatioGap Activity

(see Appendix 30

The aim of the information gap activity "Spot th#f€@ence™ was to provide interactive
conditions for reinforcing the grammar item. Copt#she two versions of the same picture
were distributed to pairs of students so that eaember of a pair had a different version of
the same picture. The learners had to hold thegstand sit in such a way that they could not
see each other’s picture. The teacher pointedthigapictures were different in a number of
details and demonstrated the kind of exchange sape$or discovering the differences. For

lower level students it helped to write some quespiatterns on the board.

67



Examples:

Is there a man/woman, etc. standing/sitting nefetoind/in front of...?

What is he/she doing?

Has he/she got...?

The learners took turns to ask each other questiotis they had discovered all the
differences. This activity resulted in a lot oférdction, nevertheless it was limited in terms of
the grammar points that were practised — they cmegithe usage of the Present Continuous
tense for describing ongoing activities, the suites there is/there are’,” have/has geaind
prepositions.

(Source: Thornbury, S. (200&rammar Oxford University Press, 85-86)

Games(for example 'One Idea at a Time see Appendix )1maintain the effort
necessary for language learning. They provide anmgil and useful context that
encourages learners to participate. Many of theegamclude challenge: students need to
cooperate while accepting problems and solving thiesrtake part in games, it is necessary to
understand and produce language. The learners ref$pond to the meaning of the context in
a definite way, expressing emotions thus fostetimg acquisition of grammar structures
better. Games provide density of meaningful practis well. A language form can be used
frequently during a limited period of time to copvaformation and opinions. In that way the
elements of drilling are combined with the senseeaf communication. It should be admitted
that games can satisfy the needs of the studelatttngeto various age groups and levels of

ability and achievement if they are used approgiyat

A Sample of Guided Meaningful Practice in a Gannpe Activity

To meet the students™ needs not only to answeguhstions, but also to ask them, thus
achieving thalensityof practice, the learners of the target group thadb agame-likeactivity
(see Appendix d2concerning forming/es/noquestions. The students were asked to form a
circle. The teacher had 10 cards which provideéreeral category and the name of a person,
place or thing. A student chose a card and readheusentence (e.g., “It's a country.”). the
teacher had to answer only 'yes™ or ‘'no" to thdesits™ questions, so the learners asked only
yes/noquestions. To keep the game going longer, theytbask general questions for one
round before asking more specific questions (élg.it in Finland?”). Here are some cards
that worked very well:

A Famous Woman (Princess Diana)
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A Famous Man (Leonardo da Vinci)

An Animal (giraffe)

A Bird (penguin)

A Plant (carrot)

An Occupation (dentist)

An Island (Greenland)

A Country (India)

A Cold Place (refrigerator)

A Sport (rowing)

Something to Read (letter)

Transportation (canoe)

Food (ricg

No student was allowed to ask specific questiant anake a guess until one round
was over. The person who had correctly figuredtbetanswer drew a card and answered the
students™ questions in the next round. It shouldabmitted that the learners asked more
questions if the chosen grammatical category wasommon. The task provided useful
question formation practice, as well as fostersigtiing comprehension.
(Source: Wood, N. M. (1994) "Some "questionabléviies . English Teaching ForunB82
(3): 46)

Questionnaires(for example, "Making Questionnairessee Appendit3) are used to
provide a simple and effective framework for foalisgiestion formation tasks with clear
outcomes. At the same time students are alloweaatd at their own pace. If the teacher
proposes activities that involve the students inking or feeling in new areas, as well clarify
the hidden moral, social or material values, tharrers discover something new about
themselves and others. Questionnaires can be ugbkddifferent types of questions. The
learners can also design questionnaires themsdivehis way the process of learning the
language becomes part of the learners’ personatlalewent thus reducing their inner

resistance towards the foreign tongue.

Quizzes(for example, "General Knowledge Quizsee Appendix J4are recognized
as motivating students to understand the questmtisout worrying about any language
problems. They tempt the learners in many waygoaspetitions (against others or oneself),

as indicators of knowledge, as entertainment, pairdess way of absorbing new knowledge,
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as a means of questioning one’s assumptions. Erades are exposed to a lot of the target

structures.

A Sample of Guided Meaningful Practice — a Quigee Appendix 35

The activity “Making Quizzes” ensured practicelistening to and making question
forms in the Past Simple tense. The task mightrgarozed in different ways, for example, as
a popular programme on television. The teacherigeava quiz with 20 questions. Enough
answer sheets were prepared for the students. [&ke was organized into teams with about
5-6 people in each. The teacher let the learnayesehtheir own teams, or mixed stronger and
weaker students together. Every team got the "AnSkeet’. The teacher asked the learners
to write numbers from 1-20 down the left side oé fhage. The teacher read out the first
guestion. Some time was allowed for the team toudis it. The students were not allowed to
write an answer until everyone had agreed. The ankad to be written down next to number
1. Afterwards, in the same way, the teacher wemjuistions 2, 3, 4, and 5 - there were five
questions in a round. After the five questions, tb@mns were asked to swap their answer
sheets with another team who marked them. The fivst questions were checked. The
teacher did not tell them the right answers, buttge students to think and explain them. If
necessary, the learners were asked to examineudstigns more attentively. The teams were
awarded one mark for each correct answer. Themtrked papers were handed back to their
teams. The winning team was checked. The nextduestions were checked, and the next
five, etc., up to question 20. Next, the teams wasked to write five new questions with
answers. If the learners needed to revise the$tagile questions, some time was devoted to
going over them. When the students were writingghestions, the teacher went round and
checked that the questions and answers made sathseeeae true. When everyone was ready,
one team asked their five questions first, andraghedents wrote answers. In the course of the
activity each team had to ask their questions. Wimaing team was the one with most points
at the end of the activity.

The topic could be of general or specific intetesthe particular class. The difficulty of
questions could vary.
(Source: Scrivener, J. (200Bgaching GrammarOxford University Press, 36-37)

Guided meaning-based activities should involvitdn repetition to produce a
high volume of the target structure to foster theomatisation of the language. It is absolutely
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necessary to explain the character, rules and aiitie tasks before the students start working

on their own.

3.9.3 Free Oral Practice

Free oral practices the least controlled stage of language perfoomaiit involves
minimal teacher interaction. For oral practice sdidtussion task is designed that is likely to
include the grammar points to be practised. Thelestts have to use particular grammar
structures naturally and spontaneously in theif-isglated speech. Through games, various
forms of role plays and other communicative aaggitthe students get used to listening to
what other learners say, to being the centre ssddtention, to being prepared to express and
enjoy their own imagination and to value imaginatiass well as factual expression, to
accepting and profiting from situations when thactesr is not overtly in control. The afore-
mentioned most advanced type of grammar practi@pmsopriate for the learners who are
able to produce acceptable forms of the targetstre in controlled meaningful activities and
need some additional experience in using it fregély.perform free grammar practice tasks,
the students are organised as bigger groups, evarfudl class. Group work involves a great
amount of learner talking time and ensures the dppity to hear a range of other opinions.
In the case of a challenge among the groups theyldibe made of mixed-ability students. It
is also possible to organise the learners accordingheir level of language ability,
achievement etc. Sometimes the students can ddingngthey move from one grouping to
another, talk with different people to get inforioat which is performed during full class
discussion later.

Role playsare a way of bringing situations from real or inmagy life into the
classroom. The chance to become embodied in aanalea situation expands the possibilities
for practice and increases the students’ motivai@ntrolled role plays are based on the
dialogues and texts in the course book. Free falgspnvolve situations beyond the text book
but on the same topics. The situations can be mvithe experience of the students: real
everyday life as well as imaginary happenings. THagners can imitate the roles of people
familiar to them from everyday life, as well as tteracters from the textbook or other books,
programmes on television etc. and thus appreciat¢har point of view. The “doubling’
technique is a form of the role play in which omgdent gives voice to the thoughts, feelings
etc. of another (present or absent). Asking to lspeaa real, individual person rather than
construct an ideal or stereotype “ is an effectnag/ of going beyond one’s own narrow point

of view on a person or situation; speakiag rather thanabout a third person sharpens
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perceptions and increases empathy. For the listdmedouble acts as a clear, concrete focus

of attention”. (Morgan, Rinvolucri, 1988: 81)

A Sample of Free Oral Practice — "The Wornsdge Appendix 16

The doubling technique was applied to a non-human subject. fBlagher put an
earthworm in a pot of damp soil where the classicc@ee it. The students were told to
interview the worm. The teacher asked the leartergrite down eight direct, second person
questions they would like to ask the worm. Theglaas told that the worm would be happy
to answer their questions, but had lost its voixee member of the class was invited to come
and speak for the worm. The rest of the class thartheir questions to the worm, and the
“double” answered. It should be remarked that tivere plenty of questions about the worm'’s
life that no one in the group was able to answie feacher gave out the text “Letter from a
Worm” (see Appendix 37 The direct questioning involved in the activépsured effective
fluency practice of mixed questions.

(Source: Morgan, J., Rinvolucri, M., (198B)e Q BookLongman Group UK Limited, 86)

Free grammar practice provides the opportunityadnsolidate the students’ language
competence with the help of their self-initiate@espgh with minimal teacher interaction.

To summarize, the author of the research on thedlselected the meaning-based tasks
for additional practice of question formation skidlt the pre-intermediate level of studies and
offered a number of different activities which faslled graded stages of grammar practice
starting from firmly teacher-controlled tasks, mmyion to teacher-guided exercises that
involved a lot of language production on the pdrttree students and reaching the most
advanced — free oral practice stage without teaiciterference in the process of exchange of
information. Various interest-raising factors weomsidered and realised through diverse pair
or group work activities. To contribute to the readmmunication atmosphere in the
classroom, a number of chosen language transaatieresbased on genuine need to exchange
information. The selected tasks were tested ammisis®d also by the colleagues of the author
of the research to agree on their suitability apgrapriacy for the student level of language
competence and a successful development of qudstioration skills. The above-described
approach to choosing and realizing additional dqoestormation practice produced the

following results:
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1. The students developed their skills of askingstjons correctly to a certain extent.
The learners eliminated the mistakes because thee Wwess dependent on their native
language as well as their production involved feimstances of overgeneralizing the rules —
the so called developmental mistakes.

2. Through the provided exposure to diverse quedtomation practice the students
moved towards the improvement of their grammaticadwledge in terms of accuracy and
fluency.

3. It should be recognized that most learners deinated a certain ability to structure
what they knew and integrate the new informationthair current knowledge. They had
widened the complexity of their command of the laenge thus making themselves more
prepared for dealing with various communicativeuations, as well as meeting the

requirements of the Year 9 final test.

LEARNING OUTCOMES

To sum up the results of the experiment and clahf improvement of the students
questioning skills, the author of the present stdelyeloped and administered an achievement
test 6ee Appendix 18

The achievement test involved the same grammarsiteamd question formation
structures as the diagnostic test. The only diffeeewas in relation to the content of the
sentences. The sequence of the grammar items agstigu types as well as the scoring
system followed the same pattern to facilitate cbeparison of the students™ performance.
The achievement test was done by fifteen learrfeitsedarget group. The students were asked
to do four tasks in 40 minutes. The achievementdasld be less difficult for the students of
group referred to because they had dealt with @ineesgrammar items and types of questions
in the diagnostic test. Nevertheless, a ratheelargount of the tested items could create some

confusion and hinder grasping of the structures.
On the whole, the obtained results demonstratatithie students of the target group

had performed significantly better. The averagacatdr of the learners’ performance was
54% out 0f100% (i.e., 19% more than in the diagnostic test).
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The Comparison of the Student's Performance
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Figure 3.10.1The Comparison of the Student’s Performance

The learners™ progress in relationys/noquestionshad increased from0% out of
100% in the diagnostic test ©5% out of 100% in the achievement testge Figure 3.10)2
It was not surprising because the above-mentiomathmpar structures were familiar to the
students of the target group for a long times/noquestions were frequently used in
classroom interactions as well as a lot of addaioactivities were performed during the
experiment that involved practicing them. Most m@k&ts in the task were caused by the
learners” carelessness. The use of countable awintable nouns as well as the structures
‘there is/there are” and "have to" seemed to bentis problematic tasks for the students.
Probably, it could be explained by the influencetltd learners™ native language involving
only a conceptual distinction between countable amtbuntable nouns without the following
consequences in grammar therefore the studentsqulitBe pattern of their mother tongue. As
to the use of the structures “there is /there &he ,students often used the verb "be’ alone
without “there™ in a subject position. The reasmnsiuch a kind of mistakes could also be the
influence of the learners™ native language missisgnilar sentence construction. With regard
to the use of the structure "have to" in askiag/noquestions, the students had a tendency to
use have’ or "has’ instead of the auxiliary eldm&to’ or "does’. It might be the result of an
insufficient amount of appropriate practice actestoffered by the course book. The situation
could also be helped, if the teacher devoted meexhing time to better acquisition

concerning the use of the structure "have to" gstjan formation.
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Figure 3.10.2Yes/No Questions

As regards thevh- questions the improvement was evident: fra28% to 51% out of

100% (seeFigure 3. 10. 3 The most prevalent mistakes concerned the samengga items

as in asking/es/noquestions. The less proficient English learnersifbit difficult to use the

Present Perfect form, the Planned Future "to beggmi’ as well as the correct word order and

appropriate auxiliaries. Some drilling and otheraemess-raising activities as well as

meaningful practice in which the choice of the fadepended on the context could foster the

improvement of the students™ progress.
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Figure 3.10.3Wh-Questions
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With regard to the students™ performance in askaggyuestions the average indicator
of the students™ progress had increased significdrdm 45% to 61% out of 100% (see
Figure 3.10.9.
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Figure 3.10.4Tag Questions

As to thetranslation task, the improvement of the learners’ questiorskifjs had
reached37.7% out of 100% (seeFigure 3.10.9. Bothtag questions and the translation task

involved the same mistakes as in the diagnostic tes

Translation Task
12 11

@ Diagnostic Test
B Achievement Test

Figure 3.10.5Translation Task
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The results of the achievement test showed thattesation of the practical part of the
study had contributed to the development of thelesits™ question formation skills. Doing
diverse awareness-raising activities and meaninydtice based on pair or group work had
improved the teaching/learning process orientedatds/the correct performance of grammar
items in the communication of full value. The autbbthe present paper considered that one
reason for the students™ inability to perform terect questions was that the general level of
English of some learners™ had been far from prersmédiate. The situation could be improved
if the teacher devoted more attention to the apypatg amount and type of the selected
grammar practice activities depending on the temrhiontext to eliminate the learners’
mistakes and contribute to the development of theéents™ question formation skills.
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CONCLUSIONS

Grammar is an essential and constructive mechawistording to which language
works when it is used to communicate. The statugrainmar in general education is
significant. Therefore, educators should choose@gpropriate approach to teaching it for
every specific learning environment. Language usemuld be aware of the variety of the
language and adapt it to suit their communicatieeds. The teacher’s role in planning,
monitoring and supporting the students” performaneans acting both as an authority and a
facilitator. The ways of teaching grammar invohagigus kinds of techniques and procedures
that can be arranged in different order. Testingpsus teaching and, if necessary, improves
it. A grammar component in various test types hdfpgeach the main objective of the
language courses - skills performance. The recgptoach to errors recognizes them as a
necessary aspect of the process of learning. Ewarection should engage the learners
cognitively and affect positively.

Syntax is a study of the sentence structure intaralalanguage. The sentence is the
largest unit of the syntax that allows people tpregs their thoughts. Questions as a sentence
type are used for seeking information, giving aneoror command, making a request,

beginning a conversation, making a comment onuatsitn and checking knowledge.

The learners often feel scared and embarrassed auestioning in different contexts.
They make various kinds of mistakes and find thetk of knowledge very confusing. The
teachers consider that additional practice coulgrawve the learners™ skills in asking
questions. The results of the diagnostic test slrowomparatively mediocre students’
performance. The course book used for teachindhénctassroom contains an insufficient
number of activities to ensure acceptable recagmiéind use of grammar structures necessary
for fluency practice as well as for a positive seiige. The teachers and the students by
common effort can reduce the difficulties. The teas” task is to make the students aware of
the possibilities of different teaching/learninghaiques to foster the language development.
A high degree of students™ motivation is a favogirfactor for successful teaching/learning.
Appropriate additional practice can reshape thecgse of teaching and overcome the
obstacles regarding the acquisition of questiomédion according to the requirements of the
syllabus. It engages the learners and helps themtbaget the grammar right and reach the

communicative goals.
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To consolidate question formation skills and preval thorough coverage of different
aspects of the grammar structure, the teachingh@efmost essential and tricky question
structures can be enhanced in terms of their retsvato the level, needs, interests,
expectations and learning styles of the targetgsiudents as well as involve the learners by
means of a variety of task types, topics and wdystudent activation. Effective grammar
practice activities are based on a task that ress dbjectives and asks an active performance
of the structure being practised. Students™ inteses motivation is supported by a careful
selection of the topic, the use of visual aids, prciples of open-endedness, success
orientation, personalization, pleasurable tensimhentertainment. Learners are activated with
the help of appropriate and effective teaching niees for students of each level starting
from firmly teacher-controlled tasks at an earlgget of language learning and later moving

forward to more advanced types of communicativengnar practice.

Doing a lot of awareness-raising and meaningfulivdiets fosters the language
acquisition oriented towards a correct performasfogrammar items in the communication of
full value. The hypothesis concerning the role dfllweonsidered diverse and absorbing
grammar practice types in improving the learnerdenstanding of question formation and

use is proved.

Including a wide range of meaningful grammar paEctctivities enriches the material
of the particular teaching aid in the process atheng/learning question formation skills at
elementary school. Teachers should apply the abwmioned additional practice tasks
before, during or after the performance of receptor productive grammar exercises to

improve their students” skills in question formatand use in everyday communication.

79



THESES

. Grammar is a substantial universal and generatioethat empowers learners to put
words together to make meanings. Grammar is a resdbat is utilized to represent
experiences of the world, to establish and maintaaial relationship, to express

values, attitudes, opinions and to create texts.

. The approaches to teaching grammar have experienagd shifts at different times.

Enormous changes in society and culture have caltdtions concerning the status
of grammar in a language study nowadays. Languagesshould be conscious of the
diversity of the language and adjust it to suitirtisecial goals. It's a challenge for a
language teacher to encourage the learners to apevmith their unconscious and

theoretical knowledge in relation to grammar.

. The changing role of the teacher in the classrobaulsl be aimed at promoting the
learners progress towards language acquisition.td&eher can act as both authority
and facilitator in the English language classrodfach separate grammar lesson
requires a precise and appropriate decision ofetheher on the ways of drawing in the

learners.

. The organization of grammar teaching should foltbe graded stages of acquisition.
A well designed grammar activity is based on a task has clear objectives, involves
volume and repetition as well as includes divees#drs to raise the learners™ interest
and motivation. Tests should be supportive to tegcltand, if necessary, have a
corrective effect on improving it. Error correctiand corrective feedback should take

place throughout the classes and improve the tegiébarning process.

. Syntax clarifies how words and phrases combine th@geaccording to definite
patterns to make larger units — sentences. Thermsanis the basic unit of syntax that
allows people to communicate. Interrogative serderare used for many purposes

such as getting new information, giving an ordecanmand etc.

. Asking questions is an essential skill for a forelgnguage learner. It expresses power

over the language both in form and function. Thasstoom could be a safe and

encouraging environment for students to have aromppity to create and recreate
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meanings through asking and answering questiors tive help of their advisers, i. e.

teachers.

. The selected meaning-based tasks for additionatipeaof question formation skills
follow graded stages of complexity. They involveigas interest raising factors and
are realized through diverse pair or group workivdaes. The chosen language
transactions are based on genuine need to exchafogmation to contribute to the

real communication atmosphere in the classroom.

. The provided exposure to well-considered grammactmre activities significantly
contributes to the development of the studentsstipre formation skills. Most of the
mistakes are eliminated, the learners move towdhds improvement of their

grammatical knowledge in terms of accuracy andnitye
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Appendix 1

Diagnostic Test

Write Yes/NdQuestions

Your father is a dentist.

Tourists left for Milan.

Joyce has enrolled in a college.

That film was terrible.

My aunt works in a school.

My parents have been to France.

Dad will take me to the airport.

My cousins live in London.

Alice is going out tonight.

10 Simon can help you probably.

11. Children are coming soon.

12. Three men were charged for manslaughter.
13.Pete and Sue are married.

14.There is nothing to do there.

15.1 am going to be a vet.

16. A flight attendant has to wear a uniform.
17.There are some sandwiches on the table.
18. My friends had a great time at the party.
19.1n this sport club you have to show your card atdbsk.
20.1 am your eldest nephew.

CoNooORWNE

Write TagQuestions

Vegans do not eat meat.

Jim has bought a new boat.

It is going to rain.

Shirley will not mind our proposal.

Leo does not know Martin.

Cats can not swim.

My mum brought some milk.

The meal last night was delicious.

| am wrong.

10 We were all shocked to hear about the accident.
11.1look silly in this jacket.

12. My sister does not have to be at work until terlazk today.
13.There is cooperation between the manager and hiseve
14.1 have not forgotten anything.

15.You can not use spreadsheets.

16.There are not any boys in the hall.

17.Greg takes down the flag before sundown.

18.1ce hockey players have to wear helmets.

19.The athletes are not on the track.

20.1 have forgotten my keys.

CoNoorWNE
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Write Wh-Questions

Rachelis writing.

Keith knows_Pamela.

David has taken Frankisew CD.

Claudette is thirty two.

Students can go into the museum at four

| need littlesugar.

Peter went home by bus

Mother will make a birthday cake.

Her eyes are blue.

10 Ann is not at work today because she isill
11.There is some milkn the fridge.

12.My jacket is_the red one

13.Tigers live_for an average of eleven years.
14.Loud music makes gives my grandfather a headache.
15.Jack stayed at Susan’s house

16. Teachers have to go to a meeting every week.
17.There are eleveplayers in a hockey team.
18.Wasting foodmakes my grandmother angry.
19.Her house is two kilometrdsom here.

20. My sister has to be at work.

CoNoGRWNE

Translate

Vai vins ir students?

Kur Tavi veaki satikas?

Vai Tev paik sports?

Kas Tev iedeva togbolus?

Vai Tava videokamet ir filma?

Cikos Tavi draugi deas propm no saikojuma?
Vai Jilija biezi iet peldties?

Kapec Tavi veaki bija dusmgi?

Vai Tavas atbildes bija pareizas?

10 Cik daudz naudas Tu &€ji padggjuSap nedla?
11.Vai Tu labi pavagi laiku Skotija?

12.Cik ilgi Tu gatavojies diwot Sgnija?

13.Vai mazika bija laba?

14.Uz ko Tu paSlaik skaties?

15.Vai Sovakar pa tel@xiju rada kadas labas filmas?
16. Kura pilseta bus vissilakais laiks?

17.Vai es varu nopirkt betes tilit?

18.Kads ir Tavs izmars?

19.Vai Tev sestdieis agri pjcdas?

20.Vai Tu esi ldreiz sglgjis Sahu?

CoNoGRWNE
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Appendix 2

A Grammar Questionnaire For Students

Please, answer the following questions by circlinpe answer that is nearest to your
own experience in learning English grammar.

1. Do you get good results in English grammar fests

A Yes/Usually
B Sometimes
C No/Rarely

2. Do you believe that grammar is a very imporfzant of
learning English?

A Yes
B No
C Unsure

3. When you read grammar explanations in your ehbook:

A You usually find them difficult to undeastd
B You are able to comprehend merely sontaerh
C You can usually understand and use thata guccesfully

4. How do you prefer learning grammar:

A Talking with others rather than exclusivalith the help of rules

B You can learn either by talking to peopldg studying
grammar rules

C Getting a grammar base, then using theukzneg

1. When asking questions and giving answers in réakltuations:

A You usually just have a go and try to ¢yt tneaning
somehow

B You try to communicate though it can batasbary and
embarassing at times

C You find your lack of knowledge very confg

6. If you make grammatical errors:

A You don't worry about it

B You sometimes make a mental note not toentla&
mistake again

C Whenever possible you try not to make tlnstake again
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7. Do you believe that various and intensive riéigetexercises are
effective ways of improving English grammar?

A Yes/Usually
B Sometimes
C No/Rarely

8. Do you think English grammar is difficult besaut is so
different from the grammar of yout' thnguage?

A Yes
B No
C Unsure

9. Your need to improve your skills of askargd answering questions
IS:

A High — it seems very important for me
B Moderate — not particularly necessarymer

C Low — I try to avoid it

Thank you for your cooperation!
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Appendix 3

A Grammar Questionnaire For Teachers

This questionnaire is a part of the research intodaching questions to elementary

students. Please, answer the following questions bycling the answer that is nearest to
your own experience in teaching English grammar.

1. Do your students get good results in Englisimgnar tests?

A Yes/Usually
B Sometimes
C No/Rarely

2. Do you believe that grammar is a very imporfzart of
learning English?

A Yes
B No
C Unsure

3. When your students read grammar explanatiotigein course book:

A They usually find them difficult to undéasd
B They are able to comprehend merely sontkerh
C They can usually understand and use thete guccesfully

4. How do your students prefer learning grammar:

A Talking with others rather than excluswelith the help of rules

B They can learn either by talking to peapidy studying
grammar rules

C Getting a grammar base, then using thgulage

5. When asking questions and giving answers inlifeadituations:

A Your students usually just have a gd &g to get the meaning
somehow

B Learners try to communicate thoughan be a bit scary and
embarassing at times

C Your students find their lack of knoddge very confusing

6. If your students make grammatical errors:

A They don’t worry about them

B They sometimes make a mental notéoptake the
mistake again

C Whenever possible they try not to mideemistake again
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. Do you believe that various and intensive riégetexercises are
effective ways of improving English grammar?

A Yes/Usually
B Sometimes
C No/Rarely

. Do you think English grammar is difficult tcatsh because it is so
different from the grammar of your studentdlahguage?

A Yes
B No
C Unsure

. Your students’ need to improve their skillasking and answering questions
is:

A High — it seems very important foem
B Moderate — not particularly ne@gdor them
C Low —they try to avoid it

Thank you for your cooperation!
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Appendix 4

Dialogues

Simple interrogative, affirmative and negative fernwithin dialogues; oral
repetition of forms learnt by heart.

Materiats: Short conversations between two speakers consistinfpur to six
utterances, representing some kind of communica&weant. For example:
A: What are you doing? B: I'm going
outside.
A: Why? (pause) Why are you going outside?
B: None of your business.
Your coursebook will probably supply further examgl or see
BIBLIOGRAPHY.

Procedure: The dialogue is presented orally - with or withowtitterrs
reinforcement - and learnt by heart by the studerisferably during the lesson
through various kinds of repetition (cliflral, paindividuklr; reiterating or
answeringutterances said tthe Teacher. It is then performed either by _agte-n
pait-Qt students in front of the class, ar all the students. innags_
simultaneously. The dialogue shoule reviewed in later lessons in order to
consolidate learning.

Variations: Just repeating dialogues as they stand can bedbatiis _g good
idea to yary them by introducing different stageadiions. The can apply only to
speed, tone or volume (‘Do uie uialogue fast/slowiyin a high/low voice ...
louniyisortiy...") or they can apply tmador personality (‘Do the dialogue
angrily ... sadly ... laughingly,r ,~ dramaticallyfearfully..."). You can even
prescribe arentsituational context ("The dialogue is an exchangsone
tormuias secret agents in hostile territory ..a apnversation between a teacs,m
and student in a lesson ... or part of a maritaregl..."). Such tiYrttions may
be issued to the performers privately, and theafebie ~glasv asked to guess what
the situation is. In such ways the dialogue cappsated many more times,
familiarizing the learners more effecuvPii with ftems, while maintaining
interest.

Later, of course, the actual content can be varyed: cam-i

students to suggest alternatives to certain keyds/¢ior example
'‘oing outside' in the dialogue given as an exampdee can be replaced
with ‘reading a book', "walking around', etc.), farther exchanges can be
added to develop the situation in different ---

A technique calleavranattnpcan be used with two-utterance exchanges that

express or imply some kind of conflict. For example

A: Will you marry me?

B: Why should 1?
Students work in pairs, each taking one of the tyaand argue with each
other using only the exact words of their line. yhey to wear each other
down by repeating their utterances in turn, usisgnaany varied kinds of
emphasis as they-can. The first to give up is tiserl.

(Source: Ur, P. (2001Grammar Practice Activitie€Cambridge University Press, 148-
149)
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Appendix 5

Input flood

Level Any

Time 15-25 minutes

Aims To raise awareness about a grammar item, by raes of repeated exposure of the
item.

Preparation
Find or prepare a short text which has a signifigdmgh frequency of a particular
grammar item.
ExampleThe following text comes from the Sunday supplenoéat British newspaper:
| like it when I'm listening to my Walkman and theng ends as | arrive at my
destination.
| like finding out new words. Here's one for yotinkumcrankum (Concise
Oxford Dictionary).
| like seeing a famous sight, buying a postcardcioting the exact location from
which | am writing the card.
I like it when the cinema in which I'm seeing afiis actually featured in the film.
This occurred when | saw Breathless in the Cinerae-Mahon in Paris. Everyone
laughed.

| like wearing ties worn by my grandfather who diedore | was born.

| like any film in which human beings are reducedize.

| like paying with the exact money.

| like chewing the stopper on the end of a Bic Hitike it when

people clap at the end of films.

| like red tulips; | like easy-spread butter; ikhe first kiss ...
(Abridged from the Patrick Marber colunithe Observer Magazin&3 February
1999)

Procedure

1 Distribute the text. Set a general reading & as Who is writing about what? Who to?
Why? in order to establish the context of the tid kind of text that it is, and its purpose.
Check thistask.

2 Then, draw attention to the significantly frequfsature. One way of doing this is to
ask learners simply to count the number of ins&o€én this case) like. Then they
should categorize these. In this case, the usie @ire distributed between like + -ing, like
+noun phrase, and like + it + when-clause.

3 Learners then write their own sentences usinghttee pattern€€omments

“Input flood' is the name that some researchers gaen to tasks that are designed to
cause learners to notice grammar items by virtubef artificially high frequency in a
text. Few authentic texts have a natural “inputdl@f a specific grammar item, but one
kind of text that often does is the pop song. Spowry, too, exploits repetition for its
effects.

Example The following poem repeats the structure vertbject + (object)
complement:
Call alligator long-mouth
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call alligator saw-mouth call alligator
pushy-mouth call alligator scissors
mouth call alligator raggedy mouth call
alligator bumpy-bum
call alligator all dem rude word but better
wait
till you cross river.
(John Agard. 'Don't call alligator long-mouthyitiu cross river' from Say It Again
Granny.Bodley Head, 1986. Reprinted in Poems on the Unodexd)(tenth edition)
Cassell, 2001)
ELT coursebooks used to include texts based oprtheiple of
‘input flood', but this practice has gone out @hfian, on the
grounds that such texts lacked authenticity. Bthexnticity is not
“sacred’, and it may need to be sacrificed innterests of clarity.

(Source: Thornbury, S. (2008rammar.Oxford University Press, 78-80)
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Appendix 6
Alibis
Level Intermediate and above

Time 20-30 minutes
Aims To review past tense verb forms.

Procedure

1 Two students are "accused' of having committetesmime, such as a robbery in the
institution where the class takes place, in a fpedod, say, between the hours of to
and it in the morning on the preceding day. The &agused' then have to establish
an alibi, and they go out of the room to do thise @libi needs to account for their
actions only during the time period in questionytAimg before or after is
irrelevant), and it is important to establish tthegty were together for all that time.

2 While the accused are working out their alibe st of the class (with the teacher
prompting, if necessary) can prepare generic aquestf the type: Whatere you
doing ... ? What did you do next? Poli meet anyoné®hatdid yousay? How much did
it costAWho paid? etc. The accused are then led in, oneratadind have to answer
the questions put to them. (It helps to estabfishriile that they are not allowed to
say | don't remember'.) Any significant discrepainctheir answers means that
they are, of course, guilty.

With large classes, Alibis can be played in grogagh group playing their own
version of the game. Alternatively, (and so longhey are out of earshot) the two
accused can be interviewed simultaneously by twterdnt groups, and then
exchange places.
Variation 1
Green Card. 'Immigration officers' interview, separately, twanclidates who
claim to be members of the same family (in whicke¢#hey have to answer
guestions about the other members of their immedéeily-their names, age, and
appearance), or who claim to be partners (in wtedle, they have to answer
questions about their daily routine). This is gémdoractising present tense forms
and the language of description.
Variation 2
UFO. Two people are interviewed separately by The tristibf Paranormal
Research about an encounter with aliens that faey to have experienced. They
are questioned separately about the exact
details of the encounter, in order to check thiatauthentic. This is good for
practising past tense forms and the language afigésn.

(Source: Thornbury, S. (200&rammar.Oxford University Press, 90-91)
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Appendix 7

Using realia

Level Any

Time 20-30 minutes

Aims To introduce a grammar item by means of real bjects (realia).

Materials A collection offeal objects, depending othe grammar area you are
planning to focus on. For example, the contents af 'mystery person's' handbag can
be used to create sentences in the present sim{@etakesthe bus; she shops atX
supermarket ...)Or a variety of personal items gathered from the larners, such as
keys, mobile phones, wrist watches, etc., can beedgo teachwhose is this?/Whose are
these?and It's Dani's. They're hers. It's minetc.

Procedure
1 Assemble the real objects and check that leakmens what each one is called. If
the class size allows, the objects can be passeddr
2 Use the objects to elicit sentences, for example:
TEACHER (holdingup pen)Whose is this pen? STUDENT |
Vuong.
TEACHER Listen. It's Vuong's. It's Vuong's. Whas#? STUDENT | It's
Vuong's.
TEACHER Vuong, is this your pen? STUDENT 2 Yes.
TEACHER Listen: Yes, it's mine. Vuong, is this ypen? STUDENT 2 Yes,
it's mine. etc.
3 Write the sentences that you have elicited ahedooard, and draw attention to their
grammatical form.

Variation

Use family photographs as realia to tepobsessive determiners
(That's my father... ) and possessive 's: That's brother. They are also
useful for practisingrepositionsand present tense verb forms: Lin is
standing next tber son. The persasitting onthe sofas my sister, as well
as the verb forms that incorporate these items: /i@ persorholding
the baby?

Ask learners, in advance, to bring their family fggvaphs to class.
They can be asked to prepare a short descriptithrenfphotos
beforehand, and to ask and answer questions ahdutother's photos
in pairs or small groups.

(Source: Thornbury, S. (2008rammar.Oxford University Press, 83-85)
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Appendix 8

Sentence race
Level Pre-intermediate and above Time 5-10
minutes

Aims To play with the constraints imposed byword oder.

Procedure

1 Divide the class into two teams, and divide thartd into two halves by drawing a
vertical line down the middle. In the top left-hacatner of each half of the board
write the same word. It should be a word that Bibydoegins a sentence, for
example, for lower level$he, A, Yesterday or, for higher levels IfAlthough,
Having, Before ..etc. Hand a board pen (or piece of chalk) to onmioee of each
team. They are now ready to begin the ‘race'.

2 The object of the game is to produce, in a timé [(say, two minutes), the longest
correct sentence that begins with the preselecbed. ' member of each team adds
one word at a time to the developing sentencetha@mhands the board pen to
another team member. If a word is incorrect (fareple, because it doesn't agree
with the word that precedes it, or if it is the wggpart of speech) the teacher simply
erases it, without explanation. For example, if the
sentence on the board reddthough | had not .and the next student addent
you erase this word without comment. If the next sttideldeen this is
acceptable. The only rule is that the sentences Ineugrammatically correct, and
that ‘lists' of more than two similar items are petmitted (in order to avoid the
strategy of extending the sentence indefinitelyéing a string ohdjectives,for
example.)

3 On expiry of the time limit, _the last playeal®bwed to add a maximum of three
words in order to complete the sentence. Thenuher of words in each
sentence is totalled, and the team with

the most words wins.

Variation
To add an extra degree of challenge, teams ai@looted to repeat a word.

ExampleHere is a text from a coursebook published in 1978:

Look at this man.

His name's Terry Archer. He isn't

from London. He's from Oxford.

He's a factory worker. He's got a good

job. He's got a car.

He hasn't got a big house, he's got a flat.

He's got a wife, but he hasn't got any childrefe'siall

right.

(B. Hartley and P. Viney. Streamline English Depags, Unit 16. Oxford

University Press, 1978)
Short of finding naturally occurring examples oflstexts, teachers may need to
write their own.

(Source: Thornbury, S. (200&rammar.Oxford University Press, 62-63)
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Appendix 9

2.8 Cut-up questions

Level Any
Time 20-30 minutes
Aims To draw attention to the word order, and use bauxiliaries, in questions.

Preparation

Use a set of word cards, each card about halizee$a normal visiting card. Write a

selection of short questions on the cards, one agptirase per card. Ideally the questions
should consist of an equal number of words or gistasd be notionally or thematically
related. It helps, too, if the cards are all tmeesaize. Use capital .letters, so that there are no
punctuation clues as to the word order. For theesaason, on separate, smaller cards, prepare
as many question marks as there are questions.

ExampleHere is a set of four four-word questions, suitébtean elementary group:

WHEN WERE YOU BORN

WHAT IS YOUR JOB

WERE DID YOU STUDY

WHO WAS YOUR TEACHER 7

Here is a set of cards that mix passive and astiieences, more suitable for an
intermediate group:

WAS YOR CAR STOLEN
DID YOU LOCK IT

HAVE YOU REPORTED THE THEFT
HAS ANYONE BEEN ARRESTED

There should be enough packs of these cards forgeaap of three to four learners. Shuffle
the cards in each pack so that the questions domger in order.

Procedure
1 Distribute the sets of cards to the learnerskiwgiin groups of three or four. Ideally, they
should be able to spread them out, face up, @t suiface. Tell them to sort the cards into
questions, indicating the number of questionsttiere are (for example, four) and the

98



number of cards that comprise each question, ftestions are of equal length. Point out,
too, that there should be no cards left unused.

2 Monitor the groups as they work, indicating-ipegpriate-any illformed combinations.

3 When most of the groups seem to have finishéit #e correct combinations on to
the board.

4 Ask the class to tell you the rules of formatimeach case. This may mean first asking them
to group the sentences into categories, for exaagtiee and passive. Elicit the rules of
formation for each catezonL

(Source: Thornbury, S. (200&rammar.Oxford University Press, 85)
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Appendix 10

2.25 Information gap-spot'the difference

Level Any
Time 10-20 minutes

Aims To provide interactive conditions for reinforcing a grammar item.
Materials Sufficient copies of the two versions dhe same picture to be
distributed to pairs.

Photocopiable ® Oxford University Press

Procedure

1 Distribute the pictures so that each memberpgdiahas a different version of the same
picture. They should hold the pictures and be seatsuch a way that they cannot see
each other's picture.

2 Point out that the pictures are different in enbar of details, and demonstrate the kind
of exchange necessary in order to discover therdifites. For lower levels it will help
to write some question “frames' on the board, ssch
Is there a man/woman, etc. standing/sitting nebtbétind/in fronof ... ?What is he/she doing?
Has he/she got, .. ?

3 Learners take turns to ask each other questiotilstiey have discovered all
the differences.
4 They then write up the differences, using a wbuch as: Inpicturethere

is ..., butirpicture B ...Comments

While this activity can result in a lot of intergt, it is relatively limited in terms of the
structures that can be practised. These compriséyribose structures used for
describing ongoing activities, such as the presentinuousthereis/are ... ; has/have
got; andprepositions.

(Source: Thornbury, S. (2008rammar.Oxford University Press, 56)
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Appendix 11

Guessing and speculating games

92 One idea at a time

LanguageDescribing things using adjectives.
Variation z: adverbs (e.goisily) and imperatives (e.g.
open, close.
Variation z: names of jobs, and questions.
Variation 3: present continuous (e¥Ygpu're carrying
something).
Variation 4: present perfect (eldave you hurt ...?).

Skills Listening and speaking.

Control Guided.

Level Beginners/intermediate.

Time 10-15Minutes.

Materials None.

Preparation
None.

Procedure
Class work.

One learner mimes an adjective and the others tguéss what
he/she is miming, e.g.
Learner z : Are you tired?
Mimer: (Shakes headlDearner
z: Are you lazy?
Mimer: (Shakes head.)
Learner 3: Are you bored?
Mimer: (Nods head.)

You should then encourage the other learners dalfie reason for
his/her boredom, e.g.

Learner4: Are you bored because you have nothing to do?
Other examples: miserable, busy, thirsty, frightersairprised, angry.

(Source: Wright, A., Betteridge, D., and Buckby, M.(1994)Games for Language Learning.
Cambridge University Prress,173)
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Appendix 12

Some "questionable" activities
20 QuestionsFor beginning and intermediate students, the sigaiee of "20 Questions™

Is very popular. It provides practice in formingsyldo questions and proves to be a great
exercise in listening comprehension. Students fwcicle. The teacher has 10 cards which
have a general category and the name of a perlsm®, or thing. A student chooses a card
and reads out the general category (e.qg., "ltauatey."). He/she can only answer "yes" or
"no" to the students' questions, so students algk¥@s/No questions. To keep the game
going longer, they are to ask general questionsrierround before asking more specific
questions (e.g., "Is it Finland?"). Here are somrel€ that have worked well in my classes in
the United States and Hungary:

A FAMOUS WOMAN (Margaret Thatcher)

A FAMOUS MAN (Albert Einstein)

AN ANIMAL (giraffe)

A BIRD (penguin)

A PLANT (carrot)

AN OCCUPATION(dentist)

AN ISLAND (Greenland)

A COUNTRY (India)

A COLD pLACE (refrigerator)

A SPORT(rowing)

SOMETHING TO READ (letter)

TRANSPORTATION(Canoe)

FOOQOD (rice)
There are all kinds of possibilities. I've founatlvy choosing some items that are not too
commonplace, students are forced to ask more gussiThis game can be adapted to all
cultures. The items in my example work well in Epg@nd North America. Students have to-
listen very carefully to clues. No one is allowedask specific questions or to make a guess
until we've gone through one round. The person dscorrectly figured out an item gets to
draw a card and answer the students' questiohe inext round. Students- enjoy up- tcr-20
minutes of 20 Questions. | keep a few of thesescatith my lesson plans to use when | have
five minutes to spare at the end of a class.

(Source: W™d, N. M. (,994)EngUsH Teaching Forum32 (3). 46)
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Appendix 13

Making questionnaires

TECHNIQUE You help your class create questionnaireish they use to
interview each other.

LANGUAGE FOCUS Present perfect for experiencesef@mple, "Have you ever ...7?;
“I've never ...
LEVEL Lower intermediate

RESOURCES Two questionnaires - the second quesiiilenshould use the same verbs as
the first, but with different nouns. These exambesis on present perfect questions:

Questionnaire 1 -'Have you ever ...?' - 'Yes, | lmaVl "No, | haven't.'

Names 1 2 3
played basketball?

caught a fish? been to the capital of your

country?

tasted a fresh pineapple? seen a parrot? walked

10 kilometres? done a jigsaw?

Questionnaire 2

Names 1 2 3
played chess?

caught a mouse? been to the seaside? tasted a

fresh mango? Seen a helicopter? walked in a

forest? done a crossword?

PREPARATION Design your questionnaires. Write tingt fquestionnaire on the board
before the lesson. You can adapt the questioristteeflocation and the class.

TIME GUIDE 40 minutes

Lesson

1 Check the class understand the phrase "playedtbaikdey miming the action, drawing a
little picture, showing a prepared flashcard, anslating. Draw the time line on the board.
Ask one of the learners the first question, fomepke, 'Viktoria. Have you ever played
basketball?' If her answer is “Yes; use the diageapoint out that we don't know when she
played - just that it was something in the past.
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Appendix 14
Question and answer games

82 General knowledge quiz

Language Whguestions, agreeing, disagreeing; speculating,esspng doubt, ignorance,
e.g.Yes, | think you're right ..., Would 1 be rightimnking ...'

Skills Listening and speaking.

Control Free.

Level Intermediate/advanced.

Time 10-15minutes.

Materials Reference books (optional).

Preparation

The quiz can cover a range of topics, or can cdretenon one area. It is important
that none of the learners should know the answea the questions, so that the
speculation and argument are real and so thae#nedrs acquire some new
information through the foreign language. An exadisource for such quizzes is
The Guinness Book o f Record@&is may suggest, in particular, quizzes using
superlatives and comparatives. The following quianeples would give practice
in the use of past tenses.

I Who first sailed alone around the world? a) Sarf€is Drake b)
Sir Francis Chichester
¢) Joshua Slocum
d) Christopher Columbus

i Who first flew alone across the AtlantiePCharles Lindberdp)
The Wright brothers c) Alexander Fleming d) Louasteur

3 Who produced the first television pictug?lThe Scotsman, John

Baird b) The American, Neil Armstrong c) The Russian, iYur
Gagarin d) The Englishman, George Stephenson

104



Appendix 15

Making quizzes

TECHNIQUE You give your class practice in listenbogand making questions in the form
of a quiz.

LANGUAGE FOCUS Question forms in the past.
Pattern 1: The question word refers to the sulbjeitte answer. In this case we
do not use did' in the question, for example:

Who directed "Star Wars'? - George Lucas.

Pattern 2: The question word doesn't refer to wbgest of the answer, it
refers to the object. In this case we use “ditti@uestion, for example:
What did Shakespeare write? - He wrote plays.

LEVEL Lower intermediate

RESOURCES A quiz with 20 questions. You can useigemopics or a specific topic that your
class is interested in. You can also vary thedliffy of the questions. Here are
two examples:

Pattern Example question
Who wrote (book/play)? Who wrote "Hamlet'?
When did (something happen)? When did Picasso paint

“Guernica'?- 1937 or 1967?

Prepare enough answer sheets for all the teams.

PREPARATION Write your quiz. There are many differevays to organize a quiz. If there is
a popular quiz programme on television, you mayeprt® use that format.

TIME GUIDE 40 minutes

Lesson 1Ask the class if they watch quizzes on TV or hameedquizzes themselves.
Ask what kind of questions are asked. Write yowaneples on the board and ask
the class if they know the answers. Give them tisgvars if they can't guess
them. Ask the class what topics are used in quiaadswrite a list on the board,
for example, History, Sport, Famous people, Film, Geography, Science,
Books, etc.

2 Organize the class into teams with about 5-6 @eopl You can let learners
choose their own teams, or in order to mix stronged weaker students
together, do it yourself. Here is one team-makitegi
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FREE ORAL
PRACTICE

TOPIC

The natural world
LANGUAGE
Fluency; mixed
guestions

LEVEL
Elementary to
intermediate (if you
use the letter text)
Or

Intermediate to

advanced (if you us
the scientific text)

TIME
20-30 minutes

MATERIALS

An earthworm in
a pot of damp soil
(you will easily
find a worm by
digging over a
small piece of
garden)

« One copy of ‘'The
Earthworm' and/or
‘Letter from a
Worm' for each
student

Appendix 16

4.5 The worm
BACKGROUND
Here, the doubling technique of the previous diets/is applied to
non-human
subjects. We have successfully used it with pogsesga
person’s shoes, spectacles, notebook, etc.)ufernitdoor plants,
and the classroom itself. If the students andehelter are
willing to enter the (academically odd) frame o #xercise,
the direct questioning can be far more powerfuh tlogt
“taking about' the theme.

The texts that follow the questioning stage ofittavity are
included in response to requests by classes fag mor
information about the subject.

As with the previous exercises in this section;dtshould
be no insistence thatl or only the written questions may be
put.

IN CLASS
1 Put the worm where the class can see it cldadythe students that they
are going to interview the worm

2 Ask the students to write down eight to ten dqoiestthey would like to
ask the worm Make sure they write direct, secondqgrequestions,
e.g. 'Worm, do you like the rain?'

3 Tell the class that the worm would be happy swan their questions, but
has lost its voice. Invite one member of the dlags®me and speak for the
worm The rest of the class then put their questiorthe worm, and
the 'double’ answers.

4 There are usually plenty of questions about tienig life that no one in
the group has an answer to. If this is so, giveonator other of the texts

(‘Letter from a Worm', and 'he Earthworm’) or syyaur own text.

VARIATION

As the students are writing their questions fipeison to speak for the worm

and supply him/her with one or other of the teQtse/he then has the

information to answer some of the questions thabeiasked. The only snag
with this variation is that the rest of the studenill come on to the
reading assignment with less thirst for knowledhga tin the sequence
outlined above, since the student speaking fowthren will have already
given them most of the information.

(Source: Morgan, J., Rinvolucri,M., (1988) The QBook.Longman Group UK

Limited, 86)
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Appendix 17

Letter from aworm
Dear Student,

You are very odd with your eyes and ears. I don't have any of these but I have a sense of

touch all over -my body. | feelchemicals and light all over me and react to these.

I burrow through the earth and a lot of it passes through my body. I break the
earth up and the gardeners like me because this improves the soil. I drag leaves
down into my burrow, too.

You may wonder which sex [ am. I'm both male and female. I produce
young worms by coming up to the surface of the soil at night -: 1: 3 lying
against another worm. We exchange sperm. I give sperm fl. _.m my male organ
and receive it in my female one. I then produce eggs in a cocoon. The young
worms come out of the cocoon.

My heart is not at all like yours. It's in rings round my stomach in the front half of my

body.

The thing I really hate is' great heat. I must stay moist. If it gets too hot or too cold, I burrow
deep down into the soil. I cover myself with mucus that hardens and keeps me moist. I
can stay quiet like this for a very long time.

I quite like rain; but not too much. If it rains too hardy my burrow gets flooded and I
might drown. I hate thrushes, moles and hedgehogs.

Yours sincerely,

The earthworm
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Appendix 18

Achievement Test

Write Yes/NdQuestions

. She is a very good doctor.

. The driver locked the car.

. We have produced a new minicomputer.

. Christine is drinking green tea.

. The piano costs a lot.

. I will take Grandpa to the dental clinic.

. Cats like fish.

. The boat trip was exciting.

. | have seen some interesting advertisements.

. The kittens are chasing a ball of wool now.
. They were lucky.

. I had a bad headache this morning.

. Sheila can speak Japanese.

. Writing and journalism are challenging.

. There is a cinema in my street.

. | am going to study very hard.

. Every morning my mother has to leave the hatiseven o’clock.

. There are some buns on the table.
. You have to come now.
. | am from Britain.

Write Wh- Questions

The hotel guess waiting for a taxi.

Steve likes Shane

He closed the window because it was raining

Her photograph has featured in all the newspapers.
A tennis player has to serve over the net

Jamie is two months younger than.me

He has got broweyes.

| can take you home at six

Some plants need a littkeater.

10 The slide presentation was extremeffective.

11.We will serve_the foodater.

12.Last Sunday had breakfast in bed.

13.We have to clean our class once a month
14.There is some hot foad the kitchen.

15. They want to demolish the Lidbeatre.

16.You are going to do voluntary work.

17.The programme is three hours long

18. My parentdive in Holland.

19. A badinvestment causes Mr Adams a lot of anxiety.
20.That restaurargerves several varieties of coffee.

CoNooOhRWNE
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Write TagQuestions

The sheep do not look adorable.

The manager has approved our project.

It is a sunny day.

They will not telecast the match live.

| do not have to be late for work tomorrow.
Josephine does not wear high-heeled shoes.

They solved the answer to the maths problem a velgite
The author was known only by his surname.

You are not late for your appointment.

| am late already.

The motorist did not notice the warning signs.

You were frightened.

Our arguments make life interesting.

Julia swims twice a week.

10 Jack has to wear a suit and a tie at work.

11.1 will go out for dinner this evening.

12.Our hostess wants you to play the piano for theean
13.There is a unity among the people in this neighbood.
14.You can not use your mobile phone on the plane.
15.There are not eight days in a week.
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Translate

Vai vins ir students?

Kur Tavi veaki satikas?

Vai Tev paik sports?

Vai Tu labi pavadgi laiku Skotija?

Vai Tava videokamet ir kasete?

Cikos vipi atstja sartkojumu?

Vai Jilija biezi iet peldties?

Ko Tu paslaik dari?

Vai Sovakar pa telaziju rada lkadas labas filmas?
10 Cik ilgi Tu gatavojies dwot Sgnija?

11.Vai mazika bija laba?

12.Kura ménes ir visaukstkas naktis?

13.Vai Tavas atbildes bija pareizas?

14.Kada ir Tava taiba?

15.Kas Tev iedeva tozbolus?

16.Vai sestdieas Tev agrijcdas?

17.Cik daudz naudas Tu &tji pagajuSap nedla?
18.Vai es varu nopirkt hetes internef?

19.Kapec vini bija dusmgi?

20.Vai Tu kadreiz esi splgjis Sahu?
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