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INTRODUCTION

While analysis of verbs and tenses/moods leaves little scope for personal interpretation, at least two of the questions above do not nec​essarily have a single correct answer. It could be argued that the author addresses his own heart, or that of the reader, or both. Development of a science as a whole and a linguistic science, in particular is connected not only to the decision of actuality scientific problems, but also with features internal and foreign policy of the state, the maintenance of the state educational standards which are to the generators of progress providing social, economic society. It forms the society capable quickly to adapt in the modern world
. 

Conditions of reforming of all education system the question of the world assistance to improvement of quality of scientific-theoretical aspect of educational process is especially actually put. Speaking about the 23rd anniversary of National Independence of Uzbekistan our President I.A. Karimov has declared in the programme speech “Harmoniously development of generation a basis progress of Uzbekistan”: “... all of us realize, that achievement of the great purposes put today before us, noble aspirations it is necessary for updating a society”. The effect and destiny of our reforms carried out in the name of progress and the future, results of our intentions are connected with highly skilled, conscious staff, the experts who are meeting the requirements of time
.

Nowadays we are trying to establish a strong democratic state, of course, with the help of the new generation. I also consider myself as one of the members of this innovative people. I dare to say, foreign languages, especially English is a good source to take the advantage. So, in this very qualification paper I tried to make a good research work on the theme “Structural-semantics of the sentence with transitive verbs and methods of their teaching”. 

This qualification paper is devoted to the study of structural-semantics of the sentence with transitive verbs and methods of their teaching in English language. It is thorough, but not intimidating; detailed, but not overwhelming.

The skill of writing depends not only on practice and effort but also on an understanding of our language's structures, the conventions acceptable to readers, and the techniques for revising.

In writing, structural-semantics of the sentence with transitive verbs and methods of their teaching can be very effective for grabbing a reader's attention or for summing up an argument, but too many parts of the sentence can make your writing seem immature.

When you do use sentences with the transitive verbs, you should add transitional phrases to connect them to the surrounding sentences.

When the subject and predicate express a complete idea, the clause is called a sentence. Although the number of possible clauses and sentences is unlimited, their structures fall into limited number patterns. Learning to recognize these patterns will give you more control over structuring sentences.

Grammatical-semantical peculiarities of parts of sentence and their types and peculiarities their mutual correlation and interconditionality are considered in this work.

Only complex or syntactical investigations of contextual semantics of parts of the sentence based on theory of correlation and interaction on various levels in the structure of the language, can bring to creation of complete and many side systems of parts of the sentence of the language with its under systems and typological varieties.

The subject of the qualification paper is to study the structural-semantics of the sentence with transitive verbs and methods of their teaching in English.

The actuality of our research is that we have looked through the structural-semantics of the sentence with transitive verbs and methods of their teaching through the grammatical point of view.

The aim of my research is to study the structural-semantics of the sentence with transitive verbs and methods of their teaching.

- To study the lexico-semantic peculiarities of Sentence.

- To analyze lexico-semantic characteristics of structural-semantics of the sentence with transitive verbs and methods of their teaching. 
We have looked through the following tasks :

- To analyze lexical component of Sentence Structure in English language;

- Definitive semantic types of structural-semantics of the sentence with transitive verbs and methods of their teaching in English language;

- Definitive lexica - semantic correlation contextual semantics of parts of the sentence of English. 

- Definitive structural - grammatical peculiarities of contextual semantics of the sentence with transitive verbs.
The methods of investigation the character of investigative material have changed in the process of analyses in depending from concrete problems in every part of the work and enrich each other.
For revealing structural-semantics of the sentence with transitive verbs and methods of their teaching used to method of component analyses.

For studying more general and specific sides investigations literature was used method of as well.

In investigating structural-semantics of the sentence with transitive verbs in condition of speech method of analyses was used method, based on theories of parts of the sentence with transitive verbs. The results of investigation have the theoretical as the practical meaning.

The Material of investigation: as a material of analyses also are theories taken from works of English, American and Russian scientists.

The novelty of our investigation is that we have looked through the sentence with transitive verbs with the side of semantics and structure.

Theoretical value of this qualification paper is that theoretical position of this paper can be used in delivering lectures on lexicology and grammar lessons, besides this, studying structural-semantics of the sentence with transitive verbs and methods of their teaching in comparative plan has meaning developing general and private theory.

Practical value of this qualification paper is that the practical results could be used in teaching processing in elaboration lectures and during practical lectures from grammar, during English lessons. My qualification paper provides the information that can build and improve the skills of all writers - from those with little experience to those who write with ease.

The structure of my qualification paper consists of Introduction, three chapters, Conclusion and list of used literature. 
Content of qualification work.

In introduction is based on actuality of the theme, defining the aims and tasks, problems of work, materials and methods of investigation is theoretical and practical values of the work.
Chapter one is firstly devoted to the general information about sentence, then to the structural-semantic features of English sentences.

Chapter two is devoted to structural-semantics of the sentence with transitive verbs in English language.
Chapter three is devoted to the study of teaching methods structural-semantics of the sentence with transitive verbs in English.

In conclusion is given the summary of all above mentioned information about structural-semantics of the sentence with transitive verbs and methods of their teaching.

And at last in bibliography is given the list of used literatures which were used during our investigation. 

CHAPTER I. Review of the linguistic literature on the problem

of the present day syntax

1.1 . General information about Sentence 
The notion of sentence has not so far received a satisfactory definition, which would enable us by applying it in every particular case to find out whether a certain linguistic unit was a sentence or not.
Thus, for example, the question remains undecided whether such shop notices as Book Shop and such book titles as English are sentences or not. In favour of the view that they are sentences the following consideration can be brought forward. The notice Book Shop and the title English Grammar mean 'This is a book shop', 
'This is an English Grammar'; the phrase is interpreted as the predicative of a sentence whose subject and link verb have been omitted, that is, it is apprehended as a unit of communication. According to the other possible view, such notices as Book Shop and such titles as English Grammar are not units of communication at all, but units of nomination, merely appended to the object they denote. Since there is as yet no definition of a sentence which would enable us to decide this question, it depends on everyone's subjective view which alternative he prefers. We will prefer the view that such notices and book titles are not sentences but rather nomination units.
We also mention here a special case. Some novels have titles formulated as sentences, e. g. The Stars Look Down, by A. Cronin, or They Came to a City, by J. B. Priestley. These are certainly sentences, but they are used as nomination units, for instance, Have you read The Stars Look Down?, Do you like They Came to a City? 
With the rise of modern ideas of paradigmatic syntax yet another problem concerning definition of sentence has to be considered.
In paradigmatic syntax, such units as He has arrived, He has not arrived, Has he arrived, He will arrive, He will not arrive, Will he arrive, etc., are treated as different forms of the same sentence, just as arrives, has arrived, will arrive etc., are different forms of the same verb. We may call this view of the sentence the paradigmatic view.
Now from the point of view of communication, He has arrived and He has not arrived are different sentences since they convey different information (indeed, the meaning of the one flatly contradicts that of the other).
The problem of classification of sentences is a highly complicated one, and we will first consider the question of the principles of classification, and of the notions on which it can be based.
Let us begin by comparing a few sentences differing from each other in some respect. Take, for example, the following two sentences: (1) But why did you leave England? (GALSWORTHY) and (2) There are to-day more people writing extremely well, in all departments of life, than ever before; what we have to do is to sharpen our judgement and pick these out from the still larger number who write extremely badly. (CRUMP)
Everyone will see that the two sentences are basically different. This is true, but very general and not grammatically exact. In order to arrive at a strictly grammatical statement of the difference (or differences) between them we must apply more exact methods of observation and analysis.
Let us, then, proceed to a careful observation of the features which constitute the difference between the two sentences.
1. The first sentence expresses a question that is the speaker expects an answer which will supply the information he wants. The second sentence expresses a statement, that is, the author (or .speaker) states his opinion on a certain subject. He does not ask about anything, or expect anybody to supply him any information. This difference is expressed in writing by the first sentence having a question mark at the end, while the second sentence has a full stop.
2. The first sentence is addressed to a certain hearer (or a few hearers present), and is meant to provoke the hearer's reaction (answer). The second sentence is not addressed to any particular person or persons and the author does not know how anybody will react to it.
3. The two sentences differ greatly in length: the first consists of only 6 words, while the second has 39.
4. The first sentence has no punctuation marks within it, while the second has two commas and a semicolon.
5. The first sentence has only one finite verb (did ... leave), while the second has three (are, have, write).
These would seem to be some essential points of difference. We have not yet found out which of them are really relevant from a grammatical viewpoint. We have not included in the above list those which are quite obviously irrelevant from that viewpoint; for example, the first sentence contains a proper name (England), while the second does not contain any, or, the second sentence contains a possessive pronoun (our) while the first does not, etc.
Let us now consider each of the five points of difference and see which of them are relevant from a purely grammatical point of view, for a classification of sentences.
Point 1 states a difference in the types of thought expressed in the two sentences. Without going into details of logical analysis, we can merely say that a question (as in the first sentence), and a proposition (as in the second) 
 are different types of thought, in the logical acceptation of that term. The problem now is, whether this difference is or is not of any importance from the grammatical viewpoint. In Modern English sentences expressing questions (we will call them, as is usually done, interrogative sentences) have some characteristic grammatical features. These features are, in the first place, a specific word order in most cases (predicate — subject), as against the order subject — predicate in sentences expressing propositions (declarative sentences). Thus word order may, with some reservations, be considered as a feature distinguishing this particular type of sentence from others. Another grammatical feature characterising interrogative sentences (again, with some reservations) is the structure of the predicate verb, namely its analytical form "do + infinitive" (in our first sentence, did .., leave ..., not left), where in a declarative sentence there would be the simple form (without do). However, this feature is not restricted to interrogative sentences: as is well known, it also characterises negative sentences. Anyhow, we can (always with some reservations) assume that word order and the form "do + infinitive" are grammatical features characterising interrogative sentences, and in so far the first item of our list appears to be grammatically relevant. We will, accordingly, accept the types "interrogative sentence" and "declarative sentence" as grammatical types of sentences.
Point 2, treating of a difference between a sentence addressed to a definite hearer (or reader) and a sentence free from such limitation, appears not to be grammatical, important as it may be from other points of view. Accordingly, we will not include this distinction among grammatical features of sentences.
Point 3, showing a difference in the length of the sentences, namely in the number of words making up each of them, does not in itself constitute a grammatical feature, though it may be more remotely connected with grammatical distinctions.
Point 4 bears a close relation to grammatical peculiarities; more «specially, a semicolon would be hardly possible in certain types of sentences (so-called simple sentences). But punctuation marks within a sentence are not in themselves grammatical features: they are rather a consequence of grammatical features whose essence is to be looked for elsewhere.
Point 5, on the contrary, is very important from a grammatical viewpoint. Indeed the number of finite verbs in a sentence is one of its main grammatical features. In this particular instance it should be noted that each of the three finite verbs has its own noun or pronoun belonging to it and expressing the doer of the action denoted by the verb: are has the noun people, have the pronoun we, and write the pronoun who. These are sure signs of the sentence being composite, not simple.
 Thus we will adopt the distinction between simple and composite sentences as a distinction between two grammatical types.
The items we have established as a result of comparing the two sentences certainly do not exhaust all the possible grammatical features a sentence can be shown to possess. They were only meant to illustrate the method to be applied if a reasonable grammatical classification of sentences is to be achieved. If we were to take another pair or other pairs of sentences and proceed to compare them in a similar way we should arrive at some more grammatical distinctions which have to be taken into account in making up a classification. We will not give any more examples but we will take up the grammatical classification of sentences in a systematic way.
It is evident that there are two principles of classification. Applying one of them, we obtain a classification into declarative, interrogative, and imperative sentences. We can call this principle that of "types of communication".

The other classification is according to structure. Here we state two main types: simple sentences and composite sentences. We will not now go into the question of a further subdivision of composite sentences, or into the question of possible intermediate types between simple and composite ones. These questions will be treated later on respectively). Meanwhile, then, we get the following results:
Types of Sentences According to Types of Communication:
(1) Declarative
(2) Interrogative
(3) Imperative
Sentences belonging to the several types differ from each other in some grammatical points, too. Thus, interrogative sentences are characterised by a special word order. In interrogative sentences very few modal words are used, as the meanings of some modal words are incompatible with the meaning of an interrogative sentence. It is clear that modal words expressing full certainty, such as certainly, surely, naturally, etc., cannot appear in a sentence expressing a question. On the other hand, the modal word indeed, with its peculiar shades of meaning, is quite possible in interrogative sentences, for instance, Isn't so indeed? (SHAKESPEARE)
There are also sentences which might be termed semi-interrogative. The third sentence in the following passage belongs to this type:
"Well, I daresay that's more revealing about poor George than you. At any rate, he seems to have survived it." "Oh, you've seen him?" She did not particularly mark her question for an answer, but it was, after all, the pivot-point, and Bone found himself replying — that indeed he had. (BUECHNER) The sentence Oh, you've seen him? is half-way between the affirmative declarative sentence, You have seen him, and the interrogative sentence, Have you seen him? Let us proceed to find out the precise characteristics of the sentence in the text as against the two sentences just given for the sake of comparison. From the syntactical viewpoint, the sentence is declarative, as the mutual position of subject and predicate is, you have seen, not have you seen, which would be the interrogative order. In what way or ways does it, then, differ from a usual declarative sentence? That is where the question of the intonation comes in. Whether the question mark at the end of the sentence does or does not mean that the intonation is not that typical of a declarative sentence, is hard to tell, though it would rather seem that it does. To be certain about this a phonetic experiment should be undertaken, but in this particular case the author gives a context which itself goes some way toward settling the question. The author's words, She did not particularly mark her question for an answer, seem to refer to the intonation with which it was pronounced: the intonation must not have been clearly interrogative, that is not clearly rising, though it must have differed from the regular falling intonation to some extent: if it had not been at all different, the sentence could not have been termed a "question", and the author does call it a question. Reacting to this semi-interrogative intonation, Bone (the man to whom the question was addressed) answered in the affirmative. It seems the best way, on the whole, to term such sentences semi-interrogative. Their purpose of course is to utter a somewhat hesitating statement and to expect the other person to confirm it.
Imperative sentences also show marked peculiarities in the use of modal words. It is quite evident, for example, that modal words expressing possibility, such as perhaps, maybe, possibly, are incompatible with the notion of order or request. Indeed, modal words are hardly used at all in imperative sentences.
The notion of exclamatory sentences and their relation to the three established types of declarative, interrogative, and imperative sentences presents some difficulty. It would seem that the best way to deal with it is this. On the one hand, every sentence, whether narrative, interrogative, or imperative, may be exclamatory at the same time, that is, it may convey the speaker's feelings and be characterised by emphatic intonation and by an exclamation mark in writing. This may be seen in the following examples: Bat he can't do anything to you! (R. WEST) What can he possibly do to you! (Idem) Scarlett, spare me! (M. MITCHELL)
On the other hand, a sentence may be purely exclamatory, that is. it may not belong to any of the three types classed above. This would be the case in the following examples: "Well, fiddle-dee-dee!" said Scarlett. (M. MITCHELL) Oh, for God's sake, Henry! (Idem)
However, it would perhaps be better to use different terms for sentences which are purely exclamatory, and thus constitute a special type, and those which add an emotional element to their basic quality, which is either declarative, or interrogative, or imperative. If this view is endorsed, we should have our classification of sentences according to type of communication thus modified:

(1) Declarative (including emotional ones)
(2) Interrogative (including emotional ones)
(3) Imperative (including emotional ones)
(4) Exclamatory
This view would avoid the awkward contradiction of exclamatory sentences constituting a special type and belonging to the first three types at the same time.
1.2 . Types of sentence according to structure in present day syntax
Types of Sentences According to Structure:
(1) Simple
(2) Composite
The relations between the two classifications should now be considered.
It is plain that a simple sentence can be either declarative, or interrogative, or imperative. But things are somewhat more complicated with reference to composite sentences. If both (or all) clauses making up a composite sentence are declarative, the composite sentence as a whole is of course declarative too. And so it is bound to be in every case when both (or all) clauses making a composite sentence belong to the same type of communication (that is the case in an overwhelming majority of examples). Sometimes, however, composite sentences are found which consist of clauses belonging to different types of communication. Here it will sometimes he impossible to say to what type of communication the composite sentence as a whole belongs. We will take up this question when we come to the composite sentence.
Some other questions connected with the mutual relation of the two classifications will be considered as we proceed.

1. A Simple Sentence has one clause, beginning with a noun group called the subject. The subject is the person or thing that the sentence is about. This is followed by a verb group, which tells you what the subject is doing, or describes the subject's situation.

I waited.

The girl screamed.

2. The verb group may be followed by another noun group, which is called the object. The object is the person or thing affected by the action or situation.

He opened the car door.

She married a young engineer.

After link verbs like "be", "become", "feel", and "seem", the verb group may be followed by a noun group or an adjective, called a complement. The complement tells you more about the subject.

She was a doctor. He was angry.

3. The verb group, the object, or the complement can be followed by an adverb or a prepositional phrase, called an adverbial. The adverbial tells you more about the action or situation, for example how, when, or where it happens. Adverbials are also called adjuncts.

They shouted loudly.

She won the competition last week.

He was a policeman in Birmingham.

4. The word order of a clause is different when the clause is a statement, a question, or a command.

He speaks English very well (statement). Did she win at the Olympics? (question). Stop her (command).

Note that the subject is omitted in commands, so the verb comes first.

5. A Compound Sentence has two or more main clauses: that is, clauses which are equally important. You join them with "and", "but", or "or".

He met Jane at the station and went shopping.

I wanted to go Ъш I felt too ill.

You can come now or you can meet us there later.

Note that the order of the two clauses can change the meaning of the sentence.

He went shopping and met Jane at the station.

If the subject of both clauses is the same, you usually omit the subject in the second clause.

I wanted to go but felt too ill.

6. A Complex Sentence contains a subordinate clause and at least one main clause. A subordinate clause gives information about a main clause, an is introduced by a conjunction such as "because", "if, "that", or a "wh"-word. Subordinate clauses can come before, after, or inside the main clause.

When he stopped, no one said anything. If you want, I'll teach you.

They were going by car because it was more comfortable. I told him that nothing was going to happen to me.

The car that I drove was a Ford.

The man who came into the room was small.

Just as words and phrases form the constituents of the clause rank, so too clauses themselves can combine in several ways as the constituents of the sentence. The idea of the sentence, however, is a difficult one for grammar for many reasons. First, when linguists think of language, they tend to think of sound. Sound (speech) is the primary mode of communication in language. And people do not speak in sentences. People speak in words, and phrases, and clauses. Look for example at this sequence of clauses.

[1] I got very upset [2] because they would not stop talking [3] I eventually had to leave.

Notice that in transcribing this bit of speech we have no difficulty determining the constituent words, phrases, or even the clauses that exist within this example. However, it is much more guess-work to determine the where the sentences are, especially without the aid of intonation. If we wished, we could punctuate these clauses very differently, creating different sentences:

(a) I got very upset, because they would not stop talking. I eventually had to leave.

(b) I got very upset. Because they would not stop talking, I eventually had to leave.

The idea of the sentence is a product of a tendency to think primarily of written language, where standardized writing systems articulate the conventions associated with the written sentence.

Thus, many grammarians prefer to use a more inclusive, more general term when describing the grammatical relationship that holds between two or more clauses - a clause complex. For our purposes, though, we can continue to use the term sentence as long as we remain aware of the limits and biases implied by the more common term.

Sentences are subcategorized by the number and type of clause relationships they exhibit. The first distinction we should make is between the simple and the multiple sentences. The Simple Sentence has but one clause; the multiple sentences have more than one clause.

The multiple sentences is further distinguished by the type of grammatical relationship that holds between the clauses. If the grammatical relationship is paratactic, the clauses are coordinated. If the grammatical relationship is hypotactic, the clauses are subordinated.

As Lakoff 1971 and Martin 1983 mentioned Parataxis is the grammatical arrangement of "equal" constituents, clauses in this case. The word parataxis literally means 'equal' (para) 'arrangement' (taxis). Parataxis is the hallmark of coordination. In most cases, the equality of the clauses is evident both grammatically and semantically. Coordination can link constituents at any rank. It creates parallel grammatical structures - structures that are identical in function and usually form as well. And coordination holds each of the parallel structures at the same grammatical rank. Consider the sentences in (1) through (3) below.

(1)1 have a story. This story has ruined my life.

(2) I have a story, and this story has ruined my life.

(3) I have a story; this story has ruined my life.

In sentence (1), the two Simple Sentences (each with one clause) are not overtly linked. Should writers wish to express the link between the two sentences -a link of addition - they can choose overt markers of coordination (such as the conjunction and) or the semicolon. The use of a conjunction (such as and, but, or, nor, for, so, yet) is called syndetic coordination, as in (2). The absence of the coordinator creates asyndetic coordination, as in (3). The use of a coordinator creates what the traditional grammars call a "compound" grammatical structure.

The sentences in (1) through (3) may seem synonymous, but there are subtle, yet significant, differences in meaning. The coordinators themselves create different semantic links between the clauses (Hoey 1986, Hoey and Winter 1986). For example, look at the sentence in (4) through (10):

(4) Sandy left early, and Liz followed, [addition]

(5) The committee felt obligated, but the chairperson did not. [contrast]

(6) The children should leave, or I will, [alternative]

(7) Emily does not want to see the doctor, nor does Liz. [negative alternative]

(8) Liz drove very carefully, for the traffic was unusually heavy, [reason]

(9) Neither side made a convincing argument, so the committee decided to postpone its decision, [result]

(10) The college anticipated the budget cuts, yet it still needed to cut several student programs, [concession]

Now some might think that asyndetic coordination, as in (3), must be identical in meaning to the use of the two separate sentences, as in (1), since no coordinator is present to add a new bit of meaning. However, the implied connections between clauses that are juxtaposed can be just as significant. Consider Caesar's famous use of asyndetic coordination when he juxtaposed these three short clauses and in the process gave us an insight into the egomaniacal soul:

(11) veni, vidi, vici ("I came, I saw, I conquered.")

By the use of asyndetic coordination, Caesar can suggest that the effort he expended on conquering of his territories and enemies was no greater than the effort he expended on simply arriving and observing. Coordination suggests parallelism, an idea that could not be conveyed by three separate, independent sentences in (11).

Hypotaxis, on the other hand, is the arrangement of "unequal" constituents. The word hypotaxis literally means 'beneath' (hypo) 'arrangement' (taxis), and hypotaxis forms the basis of subordination. The inequalities between hypotactic clauses are evident both grammatically and semantically. The subordinate structure takes on the grammatical function of subject, object, complement, or adverbial in the main clause. The subordinate clause is overtly marked as a subordinate
Main Clause

To illustrate the fact that each subordinate clause is still a "clause," we can take the subordinate clause (the adverbial clause above for example) and subdivide it into its clause level constituents.

Reduced subordinate clauses are missing many or most of those constituents, usually the subordinator, the subject, and the finite part of the verb. (The finite part of the verb, remember, is the part of the verb phrase that is marked for tense, such as the -ed past tense inflection.)

Consider, an example of a full subordinate clause functioning as the object of its main clause, and , a reduced subordinate clause also functioning as the object of its main clause:

I know that I you lied.

Main Clause

The part of the verb that remains in the reduced subordinate clause is the nonfinite constituent, the participle, the verb that is not marked for tense. Consequently, reduced subordinate clauses are often called 'nonfinite' clauses. Like full subordinate clauses, the reduced subordinate clause can assume a variety of functions at the clause rank. We have seen a reduced subordinate clause functioning as direct object. Above we have examples of the same infinitive clause functioning as subject and complement.

 An example of a reduced (nonfinite) subordinate clause functioning as subject of the main clause.
To be alone can be very sad.
Subordinate Clause
An independent clause is a group of words that contains a subject and verb and expresses a complete thought. An independent clause is a sentence. Example: Jim studied in the Sweet Shop for his chemistry quiz. (1С) Dependent Clause (DC)
A dependent clause is a group of words that contains a subject and verb but does not express a complete thought. A dependent clause cannot be a sentence. Often a dependent clause is marked by a dependent marker word.
Example: When Jim studied in the Sweet Shop for his chemistry quiz . . . (DC)

(What happened when he studied? The thought is incomplete.)

Dependent Marker Word (DM)

A dependent marker word is a word added to the beginning of an independent clause that makes it into a dependent clause.

Example: When Jim studied in the Sweet Shop for his chemistry quiz, it was very noisy. (DM)
Some common dependent markers are: after, although, as, as if, because, before, even if even though, if in order to, since, though, unless, until, whatever, when, whenever, whether, and while.

Connecting dependent and independent clauses.

There are two types of words that can be used as connectors at the beginning of an independent clause: coordinating conjunctions and independent marker words.

1.
Coordinating Conjunction. (CC)

The seven coordinating conjunctions used as connecting words at the beginning of an independent clause are and, but, for, or, nor, so, and yet. When the second independent clause in a sentence begins with a coordinating conjunction, a comma is needed before the coordinating conjunction:

Example: Jim studied in the Sweet Shop for his chemistry quiz, but it was hard to concentrate because of the noise. (CC)

2.
Independent Marker Word. (IM)

An independent marker word is a connecting word used at the beginning of an independent clause. These words can always begin a sentence that can stand alone. When the second independent clause in a sentence has an independent marker word, a semicolon is needed before the independent marker word.

Example: Jim studied in the Sweet Shop for his chemistry quiz; however, it was hard to concentrate because of the noise. (IM)

Some common independent markers are: also, consequently, furthermore, however, moreover, nevertheless, and therefore.
1.3. The Structure of the simple sentence and types of simple sentences
We will now study the structure of the simple sentence and the types of simple sentences.
First of all we shall have to deal with the problem of negative sentences. The problem, briefly stated, is this: do negative sentences constitute a special grammatical type, and if so, what are its grammatical features? In other words, if we say, "This is a negative sentence," do we thereby give it a grammatical description?
The difficulty of the problem lies in the peculiarity of negative expressions in Modern English. Let us take two sentences, both negative in meaning: (1) She did not know when she would be seeing any of them again. (R. MACAULAY) (2) Helen's tremendous spell — perhaps no one ever quite escaped from it. (Idem) They are obviously different in their ways of expressing negation. In (1) we see a special form of the predicate verb (did... know, not knew) which is due to the negative character of the sentence and is in so far a grammatical sign of its being negative. In (2), on the other hand, there is no grammatical feature to show that the sentence is negative. Indeed, there is no grammatical difference whatever between the sentences Nobody saw him and Everybody saw him. The difference lies entirely in the meaning of the pronouns functioning as subject, that is to say, it is lexical, not grammatical. The same is of course true of such sentences as I found nobody and I found everybody. On the other hand, in the sentence I did not find anybody there is again a grammatical feature, viz. the form of the predicate verb (did... find, not found).
The conclusion to be drawn from these observations is obviously this. Since in a number of cases negative sentences are not characterised as such by any grammatical peculiarities, they are not a grammatical type. They are a logical type, which may or may not be reflected in grammatical structure. Accordingly, the division of sentences into affirmative and negative ought not to be included into their grammatical classification. 
Before we proceed with our study of sentence structure it will be well to consider the relation between the two notions of sentence and clause. Among different types of sentences treated in a syntactic investigation it is naturally the simple sentence that comes first. It is with specimens of simple sentences that we study such categories as parts of the sentence, main and secondary; homogeneous members, word order, etc. It is also with specimens of simple sentences that we illustrate such notions as declarative, interrogative, imperative, and exclamatory sentences, as two-member and one-member sentences, and so forth. As long as we limit ourselves to the study of simple sentences, the notion of "clause" need not occur at all.
When, however, we come to composite sentences (that is, sentences consisting of two or more clauses), we have to deal with the notions of main clause, head clause, and subordinate clause. Everything we said about the simple sentence will also hold good for clauses: a clause also has its parts (main and secondary), it can also be a two-member or a one-member clause; a main clause at least must also be either declarative, interrogative, imperative, or exclamatory, etc. We will consider these questions in due course.
So then we will take it for granted that whatever is said about a simple sentence will also apply to an independent clause within a composite sentence. For instance, whatever we say about word order in a simple sentence will also apply to word order in an independent clause within a composite sentence, etc.
TYPES OF SIMPLE SENTENCES. MAIN PARTS OF A SENTENCE
It has been usual for some time now to classify sentences into two-member and one-member sentences. 
This distinction is based on a difference in the so-called main parts of a sentence. We shall therefore have to consider the two problems, that of two-member and one-member sentences and that of main parts of the sentence, simultaneously.
In a sentence like Helen sighed (B. MACAULAY) there obviously are two main parts: Helen, which denotes the doer of the action and is called (grammatical) subject, and sighed, which denotes the action performed by the subject and is called (grammatical) predicate. Sentences having this basic structure, viz. я word (or phrase) to denote the doer of the action and another word (or phrase) to denote the action, are termed two-member sentences. However, there are sentences which do not contain two such separate parts; in these sentences there is only one main part: the other main part is not there and it could not even be supplied, at least not without a violent change in the structure of the sentence. Examples of such sentences, which are accordingly termed one-member sentences, are the following: Fire! Come on! or the opening sentence of "An American Tragedy": Dusk — of a summer night. (DREISER)
There is no separate main part of the sentence, the grammatical subject, and no other separate main part, the grammatical predicate. Instead there is only one main part (fire, come on, and dusk, respectively). These, then, are one-member sentences.
It is a disputed point whether the main part of such a sentence should, or should not, be termed subject in some cases, and predicate, in others. This question has been raised with reference to the Russian language. Academician A. Shakhmatov held that the chief part of a one-member sentence was either the subject, or the predicate, as the case might be (for example, if that part was a finite verb, he termed it predicate).  Academician V. Vinogradov, on the other hand, started on the assumption that grammatical subject and grammatical predicate were correlative notions and that the terms were meaningless outside their relation to each other. Accordingly, he suggested that for one-member sentences, the terra "main part" should be used, without giving it any more specific name. Maybe this is rather a point of terminology than of actual grammatical theory. We will not investigate it any further, but content ourselves with naming the part in question the main part of one-member sentence, as proposed by V. Vinogradov.
One-member sentences should be kept apart from two-member sentences with either the subject or the predicate omitted, i.e. from elliptical sentences, which we will discuss in a following chapter. There are many difficulties in this field. As we have done more than once, we will carefully distinguish what has been proved and what remains a matter of opinion, depending to a great extent on the subjective views or inclinations of one scholar or another. Matters belonging to this latter category are numerous enough in the sphere of sentence study.

CHAPTER II. Structural patterns of the sentence with Transitive verbs
2.1. Verb as a part of speech
Grammatically the verb is the most complex part of speech. This is due to the central role it performs in the expression of the predicative functions of the sentence, i.e. the functions establishing the connection between the situation (situational event) named in the utterance and reality. The complexity of the verb is inherent not only in the intricate structure of its grammatical categories, but also in its various subclass divisions, as well as in its falling into two sets of forms profoundly different from each other: the finite set and the non-finite set.
The complicated character of the grammatical and lexico-grammatical structure of the verb has given rise to much dispute and controversy. However, the application of the principles of systemic linguistic analysis to the study of this interesting sphere of language helps overcome many essential-difficulties in its theoretical description, and also a number of terminological disagreements among the scholars. This refers in particular to the fundamental relations between the categories of tense and aspect, which have aroused of late very heat disputes.
According to content, verbs can be described as words denoting actions, the term "actions" embracing the meaning of activity (e.g. to walk, to speak, to play, to study), process (e.g. to sleep, to wail, to live), state (e.g. to be, to like, to know), relation (e.g. to consist, to resemble,, to lack) and the like.
According to form, verbs can be described as words that have certain grammatical features that are not shared by other parts of speech, e.g. they have the category of tense, aspect, voice, etc.
According to function, verbs can be defined as words making up the predicate of the sentence.
Verbs can be classified under different heads. According to their meaning verbs" can be divided into two groups -terminative and durative verbs.
Terminative verbs imply a limit beyond which the action cannot continue. To put it differently, they have a final aim in view, e.g. to open, to close, to bring, to recognize. With the verb to open for example, that means that after opening the door it is impossible to go on with the action as the door is already open.
Durative verbs do not imply any such limit and the action can go on indefinitely, e.g. to carry, to live, to speak, to know.
But as most verbs in English are polysemantic they may be terminative in one meaning and durative in another. For example, to see may have the terminative meaning увидеть and the durative meaning видеть to know may denote: знать, The meaning of the verb becomes clear from the context. 

Compare: I saw him at once and I saw his face quite clearly.
As will be seen, the distinction between terminative and durative verbs is of great importance as it affects the use of certain tense-aspect forms.
2)  The accordance with their relation to the Continuous form, English verbs fall into two groups; dynamic verbs, i .e. verbs which admit of the Continuous form (a) and stative verbs, i.e. verbs which do not admit of the Continuous form (b).
e.g. a) We were eating dinner when he called.
1. You'll find Mother in the kitchen. She is making a cake, 

b) I understand what you mean. 

I don't see him in the crowd. 

The distinction between dynamic and stative verbs is a fundamental one in English grammar, and it is also reflected in a number of other ways than in the Continuous form.
It is normal for verbs to be dynamic and even the minority that are almost always stative can usually, be given a dynamic use on occasion.
The following is the list of most commonly used stative verbs:
a)  Verbs denoting physical perceptions: to hear, to notice, to see;
b)  Verbs denoting emotions; to adore, to care for, to detest, to dislike;
c)   Verbs denoting wish: to desire, to want, to wish;
d)  Verbs denoting mental processes: to admire (= to be of high opinion), to appreciate, to assume, to believe (- to consider), lo consider (= to regard), to doubt, to expect (- to suppose), to trust, to understand;
e) Relational verbs: lo apply, to be, to belong, to concern, to consist, to contain, to depend, to deserve, to differ, to equal, to fit, to matter;
i) Some other verbs: to agree, to allow, to appear (= to seem), to astonish, to claim, to consent, to displease, to envy, to fail, to value, etc.
3) English verbs are also class! lied according to the type of object they take. 

Verbs that do not require any object are called intransitive.
e.g. We walked across the fields.
Nobody knew where the old man lived.

Verbs that require some kind of object to complete their meaning are called transitive.
 The objects transitive verbs take may be direct (a), indirect (b) or prepositional (c).
e.g. a) I swear I'm telling the truth.
b)  His mother never gave him advice.
c)  Now let's talk of something sensible.
Polysemantic verbs may be transitive in one meaning and intransitive in another.
e.g. 1 didn't know where to find him as he had changed his address.

 I was glad to see that he had not changed at all.

He ran uphill past a block of houses. 

She ran the shop quite competently. 

According to their meaning and function in the sentence English verbs are classified into notional and structural ones.
Notional verbs always have a lexical meaning of their own and can have an independent syntactic function in the sentence. e.g. During the war he lived in London.
"Tell me what happened," said my mother as we sat by the fire. 

When a verb is used as a structural word, it may either preserve or lose its lexical meaning. But even if it has a lexical meaning of its own, the latter is of a specific character and the verb cannot have an independent syntactic function in the sentence — it is always closely connected with some other word. Were belong modal verbs and link-verbs.

A modal verb is always accompanied by an infinitive - together they form a modal predicate.
e.g. The party is at eight. You must dress suitably for it.
I couldn't do anything under the circumstances. 

A link verb is followed by a predicative; together they form a nominal predicate.
e.g. I was a middle-aged man. 

It became very hot by noon. 

The hotel remained empty all through the winter. 

The cottage seemed deserted. 

Sometimes a verb is entirely devoid of lexical meaning and is then called an auxiliary verb. Combined with a notional verb it serves to build up analytical forms,
e.g. We had arranged to meet in the usual place.
Do you know why he said that? 

Polysemantic verbs may serve as notional verbs as well as structural words.

 e.g. He is married and has three children (a notional verb used in the meaning to possess).
I had to reconsider my position (a structural word: a modal verb denoting obligation, part of a modal predicate).
"It has happened now," he said, "so there's nothing to do" (a structural word: an auxiliary verb which serves to build up an analytical form).
He looked at me, waiting for the next words (a notional verb meaning glanced).
He looked quite happy (a structural word: a link-verb meaning seemed).
2.2.  Intensional transitive verbs: the limitations of a clausal analysis
Intensional transitive verbs (it’s) such as wants, seeks, and fears, are in two ways like intensional verbs that take clausal complements. First, a singular term occurring as (or in) an it’s direct object may resist substitution by a coreferential term. For instance, even though Superman and Clark Kent stand for the same person (assume the fiction to be fact), one who fears Superman may not fear Clark. Second, if the direct object of an it is a quantified, the complete may admit of two quite different interpretations, only one of which is unproblematic to represent in standard formalisms. Consider Walter, who is determined to prove the existence of mermaids, and so is looking for a mermaid - but no particular mermaid.

That is, there is no mermaid such that Walter is looking for her, even if mermaids do in fact exist, and even if the domain of discourse is expanded to include particular mythical mermaids as fictional entities of some kind. On the face of it, looks expresses a binary relation, but x looks for a mermaid may be true of someone even though that person does not stand in the looks relation to any mermaid of any ontological kind in the domain.
Quire shows an implicit attachment to such a view in his suggestion that search-verbs be 'paraphrased' by lexical decomposition into strives that...finds. Then for the unspecific interpretation of:
(2) Walter is looking for a mermaid.
We would have, as a first approximation:
(3) Walter strives that he finds a mermaid.
A mermaid can be raised above find and still remain within the that clause. The general strategy of discerning a clausal complement is one that has been urged more recently in. Since the putative clausal complements are associated with complete propositions, I call the strategy propositionalism. In this discussion, I wish to contest the adequacy of propositionalism.
The wants/needs group, which also includes prefers, requires, has an urge for, longs for, and so on.
Verbs of search, including look for, seek, hunt, rummage about for and so on. Verbs in this group are associated with both substitution resistance and resistance to raising.
Depiction verbs, including sketch, caricature, picture, -write about and imagine. To caricature Jekyll is not necessarily to caricature Hyde, so we have substitution-resistance. The wall label at the Norton Simon Museum for Guercino's The Aldrovandi Dog begins "This must be the portrait of a specific dog", reminding us that Guercino could have painted a dog without there being any particular dog he painted. But painted in the relevant sense seems to be a binary relation xpaintedy between artists and their subjects, so that the form of Guercino painted a dog remains obscure if we think the curators wrong about the specificity, (ev) The evaluative group, which includes hates, admires, idolizes, worships and so on. Verbs in this group give rise to substitution-resistance: even if ontological ecumenicists are right and Allah is Jehovah, x worships Allah need not be everywhere sufficient for x worships Jehovah, ev verbs also give rise to raising-resistance. Churchill could not put up with a pedant, but this non-specific sense of a pedant is generic, and may involve a covert modal operator expressing relative typicality. With respect to this operator, non-specificity is narrow scope. The main thesis of this paper is that there are no satisfactory clausal analyses of sr, dp and ev verbs. Negative existential theses are hard to establish, of course, but advocates of the clausal analysis have provided a paradigm of what a motivation for the analysis is like in their discussions of w/n verbs. I will argue that at the very least, parallel considerations are lacking for verbs of the other three groups.

2. The wants/needs group.
Citing work by McCawley, Ross and Kartunnen, den Dikken et al mention two pieces of syntactic evidence (among others) that w/n verbs with a superficial complement really have an infinitival clause complement involving an unvoiced have or get: adverbial modification ambiguities and propositional anaphora. For example: (4) Walter will want a bigger boat tomorrow, has two readings with non-specific a bigger boat. One reading says that a want for a bigger boat will arise in Walter tomorrow, the other says that a want for a bigger boat to be available to him tomorrow will arise in. This ambiguity suggests the presence of a covert infinitival have/get-clause in (4), since exactly the same two readings exist for:
(5) Walter will want to have a bigger boat tomorrow. In a similar vein, we may observe that.
(6) Walter needs a bigger boat quickly, makes little sense if we take its adverb to modify its visible verb. But (6) makes good sense if quickly is understood to advert to a covertly mentioned getting. Propositional anaphora is displayed in a remark like
(7) Walter needs bigger boats but his budget won't allow it. It might be understood to be referentially dependent upon needs bigger boats, but this reading is hard to hear. And referential dependence on bigger boats requires them, not it. Yet (7) is both grammatical and easy to understand; it seems that it is referentially dependent on a concealed clause PRO to get bigger boats that has a proposition as its semantic value.
3. Search verbs.
There are two rather different proposals about the clausal analysis of search verbs, Quine's original one, and a modification due to Larson, den Dikken and Ludlow. For example:
(8) Walter is looking for a camera. Quine would have.
(9) Walter strives that he finds a camera. While the modified version would be, roughly,
(10) Walter is looking to find a camera.
One advantage of is that it avoids an objection Partee raises to the likes of, namely, that search verbs are not all synonyms and so cannot all be paraphrased with strives: something like by looking needs to be appended to or inserted after strives, and the semantics of this phrase raises further problems. It is not completely clear to me that is exactly synonymous with either, but the main issue concerns the two types of syntactic evidence for the presence of a concealed clause with w/n verbs, namely, behavior of adverbs and propositional anaphor. Prepositional anaphor does not ally, but most problematic for the clausal analysis is the lack of adverbial modification ambiguity, as Partee observes. To adapt her example,
(11) Walter was looking for a camera before the meeting is unambiguous. With unspecific a camera: it means that the search took place before the meeting. So there is no ambiguity analogous to that in, in other words, no alternative reading in which before the meeting is part of the complement clause. Thus, if we say the complement clause specifies a proposition describing a governing intention of Walter's search, has no reading according to which he intends that the camera be found before the meeting. Such a reading is quite independent of the first. It does not entail that he was looking before the meeting in order to find a camera, since he may have misremembered the time of the meeting, which in fact is over before he starts to look. Conversely, if he was looking before the meeting with the intention of finding a camera, this does not mean he was looking with the intention that he find a camera before the meeting: he may have an entirely different deadline on his search, or none at all. In the same way,
(12) Walter sought a mermaid before anyone else contrasts with.
(13) Walter wanted a mermaid before anyone else.
Has a reading on which his desire is satisfied only if he gets a mermaid   before anyone else gets a mermaid, but has no reading on which his search culminates successfully only if he finds a mermaid before anyone else finds a mermaid. To the extent that the ambiguity of is evidence for a concealed clause with its own verb, the unambiguous character of (granted unspecific a camera) is evidence against the presence of such a clause. Certainly, it could be overridden: there may be some idiosyncratic aspect of the syntax of search-verb sentences that explains why is unambiguous, given the unspecific reading of a camera. But there is, at-the very least, an open question here for propositionalism about search verbs. Another lack of parallel with w/n verbs involves, Walter needs a bigger boat quickly', in which the adverb would make little sense in the absence of have!get. If find is available in the same way with search verbs, there ought to be modifiers we can attach to quite unproblematically, which would make little sense in the absence of find. In fact, while there are manner adverbs which make sense for seek but are strange with find (ruthlessly, hopefully, inefficiently) the converse category is not well-populated. Perhaps instantaneously is a case, if findings are or can be instantaneous and seeking cannot be. Walter could then be seeking with the intention that he find a mermaid instantaneously. But Walter is seeking a mermaid instantaneously does not report this, it is just puzzling. A partial parallel with could be obtained if the modifier conflicts with the tense, rather than the tenseless meaning, of the search verb. Though Walter will seek a camera by noon seems only to have the reading that his search will start by noon,
(14) Walter is seeking a camera by noon.
Might be thought to have the fmd-by-noon deadline reading. But I think that is marginal. 
We Quine might well take an utterance of to mean that Walter's search is governed by the intention to find a camera by noon, but we often charitably interpret utterances that are strictly anomalous, either syntactically or semantically, if we think we know what the speaker is trying to say. Interpreting as suggested seems to me to be a case in point.
4. Evaluative verbs.
Evaluative verbs are perhaps the hardest for which to find concealed clausal complements. But the harder it is to find such an account, its defenders might say, the more careful we must be in ensuring that the verb is genuinely intensional. The most problematic evaluative verbs are typified by worship, but since it is already debatable whether or not evaluative verbs create raising-resistance, the idea that worship permits co-reference-based substitution can hardly fail to tempt advocates of a concealed clause account. So I end this discussion with a defense of substitution-failure in the complement position of worship. Compare worship with fears, which less controversially creates substitution-resistance. Why does it seem that, even if Lex Luthor fears Superman, it does not follow that he fears Clark? The linguistic behavioral evidence that can be cited in defense of substitution-resistance in that-clauses is not available. For example, if we query Luthor, we only get information about his prepositional attitudes. But the non-linguistic behavioral considerations that suggest substitution-resistance in a ​clauses also apply to it's. Suppose we agree that the that clauses of the prepositional attitude ascription's we make to explain Luthor's behavior must be substitution-resistant if the explanations are to be intelligible. 
Then we will have to say the same thing about the non-propositional, or objectual, ascription's we make with itv's. 
For example: If Luthor believes that Clark Kent is in the vicinity and Luthor fears Superman, then no particular expectations about how Luthor will act are fostered. But if fears is extensional, it follows that Luthor fears Clark. Combined with the belief that Clark is in the vicinity, this would lead us to expect that Luthor will take steps to avoid Clark. But unless something else is built into the circumstances to produce such steps, this expectation will remain unrealized in the kind of case just described. The wide range of predictive and explanatory failure of this sort is the primary argument for substitution-resistance in non-propositional ascriptions in addition to prepositional ones. It might be replied to this that fearing Clark should not lead us to expect avoidance behavior, even ceteris paribus: one must also believe that one fears Clark. But such a stipulation seems unmotivated. Moreover, Luthor's belief that he fears Superman is produced by his first-person access to his own psychological states, and the simplest account of why he would come to believe that he fears Superman and not that he fears Clark is that fearing Superman and fearing Clark are distinct states. Other accounts are possible, but it will not be easy to find one that justifies substitution in itv ascriptions and stops short of justifying it in explicitly clausal, that is, propositional, ones. And we are here only concerned with the conditional that if there is substitution-failure in the latter, there is in the former as well. These considerations about the intensionality of fear have close parallels for worship.
One aspect of the meaning of worship is associated with religious practice - the rites and rituals characteristic of different forms of worship. Another aspect is more psychological, and is prominent in the verb's secular use, as when we say that someone worships Maria Callas. If we stress the psychological aspect, there is little difference between worship and fear, but even in the sense of religious practice the parallel holds. Suppose Allah is Jehovah, and that M is a Muslim who worships Allah and who believes that synagogues are the best places to worship Jehovah. If worship is extensional, then M worships Jehovah too. In that case, ceteris paribus, we would expect to find M sometimes worshiping in synagogues. But M never even tries to enter a synagogue, though he thinks he could if he wanted. Here we have the same kind of predictive and explanatory failure as in the case of fears. And the idea that the predictive and explanatory failure occurs because M does not believe he worships Jehovah is no better motivated in this case than it was for fears. So we should draw the same conclusion: worship resists co-reference-based substitution. We therefore await a plausible proposal about what clausal complements it might take.
Intensional Transitive Verbs (ITV's)
A verb is transitive if it usually occurs with a direct object, and in such occurrences it is said to occur transitively. Thus 'ate' occurs transitively in 'I ate the meat but left the vegetables', but not in CI ate then left'. A verb is intensional if the verb phrase (VP) it forms with its complement is anomalous in at least one of three ways: (i) interchanging expressions in the complement referring to the same entity can change the truth-value of the sentence embedding the VP; (ii) the VP admits of a special "unspecific" reading if it contains a quantifier, or a certain type of quantifier; and (iii) the normal existential commitments of names and existential quantifiers in the complement are suspended even when the embedding sentence is negation-free.

Intensional phenomena are puzzling, and worth studying, because (a) it seems that the only way to account for language speakers' capacities to produce and understand sentences of their native languages which they have never encountered before is to posit compositional structure in language and an interpretive capacity in speakers that exploits it. But (b) the simplest ideas about what such structure is like cannot accommodate intensionality. So we want to know what the smallest complication is which allows for the intensional. Investigation of intensional verbs has focussed mainly on propositional attitude verbs, which take clauses rather than direct objects as their complements. However, as we will see below, intensional transitive verbs (henceforth ITV's) do not merely duplicate the problems raised by propositional attitude verbs, but make special difficulties of their own.
Some groups of ITV's and their behavior
According to Rayevskaya search verbs and desire verbs manifest all three of the behaviors listed as "marks" or effects of intensionality in the prologue. First, Lois Lane may be looking for Superman. But it does not seem to follow that she is looking for Clark, even though Superman is Clark, and so we have an example of substitution-failure, one in which interchange of two names for the same person leads to a change in truth-value for the embedding sentence.
Second, both types of verb create specific-unspecific ambiguities in their containing VP's when the syntactic object of the verb consists in a determiner followed by a nominal. For example, 'Oedipus is looking for a member of his family' could be true because Oedipus is looking specifically for Jocasta, who is a member of his family, though he doesn't realize it. On such an occasion, what is true can be more carefully stated as 'there is a member of his family such that Oedipus is looking for that person'. The alternative, unspecific or notional reading is forced by adding 'but no particular one': 'Oedipus is looking for a member of his family, but no particular one'. Here Oedipus is implied just to have a general intention to find some member or other of his family. Contrast the extensional 'embrace': Oedipus cannot embrace a member of his family, but no particular one. Third, it is obvious that it is possible both to want, and to search for, that which does not exist, for instance, a fountain of eternal youth. But it isn't possible to say, stumble across such a thing, unless it exists.
Depiction verbs, such as 'draw', 'sculpt', and 'imagine', resist substitution in their syntactic objects, at least if the clausal 'imagine' does: if imagining that Superman rescues you is not the same thing as imagining that Clark Kent rescues you, it is hard to see why imagining Superman would be the same thing as imagining Clark. A specific/unspecific ambiguity is also possible, as is well-attested by the wall label for Guercino's The Aldrovandi Dog in the Norton Simon Museum, which states 'this must be the portrait of a specific dog', thereby implicating that 'Guercino drew a dog' could be taken to mean that he drew a dog, but no particular dog – he just made one up. And we can clearly draw or imagine that which does not exist.
However, whether or not a notional reading of a depiction VP is possible depends on which quantificational determiner occurs in the noun phrase complement. If we say 'Guercino drew every dog', 'Guercino drew most dogs', or 'Guercino drew the dog', we seem to advert to some antecedent domain with respect to which 'drew every/most/the dog(s)' are to be evaluated. So specific readings are required. This resistance to unspecific construal is typical of those quantificational determiners which do not occur naturally in existential contexts such as 'there is': contrast 'there is a dog in the garden' with 'there is every dog in the garden', 'there are most dogs in the garden', or 'there is the dog in the garden'. An account of what is wrong with 'there is every dog in garden' might well contain the materials for explaining the lack of unspecific readings of depiction VP's with determiners like 'every', 'most' and 'the'.

It should be emphasized that depiction verbs are special in this respect, for there is no problem getting unspecific readings with 'every', 'most' and 'the' using desire verbs or search verbs. Guercino might be looking for every dog on Aldrovandi's estate, though there are no particular dogs he is looking for; the reader might be driving around an unfamiliar airport rental car lot, looking for the exit, and in this case there is no exit such that it is being sought.
Mixed behavior is also manifested by evaluative verbs, for example 'respect', 'admire', 'disdain', 'worship', including emotion verbs such as 'lust (after)' and 'fear'. Lex Luthor might fear Superman, but not Clark, and Lois might disdain Clark, but not Superman. However, unspecific readings of VP's with quantified complements are harder to hear, at least when the quantifier is existential. 'Lois admires an extraterrestrial' can be heard in two ways: there is the 'admires a particular extraterrestrial' reading, and there is a generic reading, which means that among the kinds of thing she admires are extraterrestrials. Generic readings of evaluative VP's attribute dispositions, and are not the same as unspecific or notional readings, since generic interpretations are common with extensional transitives: 'British universities underpay their faculty'. There does not seem to be a sensible non-generic construal of 'Lois admires an extraterrestrial, but no particular one'.
The verb 'need' is an interesting case. A sports team might need a better coach, though no specific better coach, and might need a better coach even if there are none to be had. So two out of three marks of intensionality are present.. The property singer and the property dancer are different properties, so expressions for them cannot be exchanged in the complement of 'need'. Similar restricted substitutivity is observed with transaction verbs such as 'wager', 'owe', 'buy', 'sell', 'reserve', and perhaps the transaction resultative 'own'. One may reserve a car with a car rental company, though there is rarely a specific car one has reserved at the time of the transaction.

Indeed, it is even arguable that some marks of intensionality are present with verbs that allow interchange of accidentally co-extensive expressions. A case in point is verbs of absence, such as 'omit' and 'lack'. If it so happens that all and only the physicists on the faculty are the faculty's Nobel prize winners, then a faculty committee that lacks a physicist lacks a Nobel prize winner. However, not too much weight can be put on this case, since it may be that at some level, 'lack' should be analyzed in terms of not having, in which case it would not really be an intensional verb at all; though so far as the author knows, no convincing analysis of this type has been formulated.
2.3. Transitive verbs and its properties 
Verbs with one object (monotransitive verbs):
[T1] The object is a noun phrase:
She cut the cake (with a knife). 
He boiled the water (in the pan). 
The verb may be a phrasal verb, i.e. verb+adverbial particle +object. When      the object of these verbs is a noun, it may be placed either before or after the adverbial particle. If it is a pronoun, it may only be placed before the particle: 

	They blew


     up the bridge. 

      the bridge up.
He blew it up.  
Passive: The bridge (It) was blown up.
The verb may have an adverbial particle to complete or intensify its meaning 

(out, up, etc.):
He cleaned the room (out). He cleaned (out) the room.
 Eat (up) your dinner. 

 Eat your dinner (up).
The room was cleaned (out). 
The verb may be a prepositional verb, ie verb +preposition +object: 

Ex: Lanny got up and paid for his tea.  

He came across an interesting letter to his grandfather. (='discovered'). 
Celia and Lanny came by these facts only yesterday (='acquired'). 
Passive: Celia had been told a lot things.

The verb may be a phrasal-prepositional verb, ie verb +adverbial particle +preposition +object:
Celia and Lanny should do away with these prejudices ('abolish, get rid of). Passive:
These prejudices should be done away with. 

[T2] These verbs are used with a bare infinitive (without to): 

Can I help clean the windows? 
Don't you dare speak to me like that! 
          This behaviour is rare for main verbs, although it is the usual case the modal
auxiliaries. Help and dare also belong to [T3].
[T3] The object is a to-infinitive:
       We agreed to stay over night.
       They decided to go home at one.
       You deserve to win this time.
        I expect to be back by noon.
        Lanny has promised to write every week. 
[T4] The verb is followed by an -ing form:
       Ex: Soon he would be hearing their simple Afrikaans again.  

Other [T4] verbs include:
acknowledge
dislike
resent
avoid                   
fancy            resist
consider              
finish            risk
deny                      
miss              cannot stand
detest                   
postpone      suggest
The verb may have an adverbial particle before the -ing form to complete or intensify its meaning:
       Ex: Soon he would be hearing their simple Afrikaans again. 
[T5a] The verb has a that-clause (where that may be omitted): 

They agree (that) she is efficient.
We discovered (that) we had lost our keys. Passive with introductory it:
It was agreed that she is efficient.
Other [T5a] verbs include:
accept       doubt
indicate
admit        feel              
remark
claim         forget          
understand
[T5b] The that- clause can be replaced by so (in a positive clause) or not (in a negative clause):
I believe (suppose) so.
I hope (think) not.
[T5c] The verb has a that-clause with putative should or a subjunctive verb. That is rarely omitted with should or with subjunctive:
“I request that she (should) go alone.”-said  Lanny. 
He suggested that John (should) leave at once.
Other [T5c] verbs include:
ask
insist        recommend
command           order        require
demand              propose    urge

[T6a] The verb has a finite clause introduced by a wh-word: how, why, where, who, whether (or sometimes if) etc:

                       He asked           If
        they were coming.
whether
Other [T6a] verbs include:
[image: image1]
decide         doubt
guess
discuss        forget          wonder
and, with the verb typically in the negative:
know         notice
say                                                   
[T6b] The verb has a non-finite clause introduced by a wh-word: 

Ex: He can’t intimidate me, Lanny thought. 
She forgot where to look. 
Verb +object +verb: [V]
These transitive verbs have an object which is followed by another verb. 
[V2] Verb +object +infinitive without to.
Ex: Will you help me write the invitations?
Please let her stay!
You made me change my mind. 
Note that the to-infinitive is used in the passive:
I was made to change my mind. 

In this pattern, let is not used in the passive. 

[V3] Verb +object +to-infinitive:
He allowed the neighbors to use his car.
Celia and Lanny asked us not to be late for the train.
What caused them to revise their decision? <formal>
What got them to change their minds? <informal>
They advised us to stay another week. Passive
We were asked not to be late for the train.
Other [V3] verbs include:
force
order           teach
help            permit          tell
intend         require        urge
Note: what, like, etc as in He wants us to help are better classed under [T3], [V4] Verb +object +ing form:
And please don't keep us waiting! 
I don't like him being rude to you. 
We saw her crossing the lawn. [V8] Verb +object +ed-form:
I must get my shoes mended.
He had the house rebuilt.
Verbs with two objects (ditransitive verbs): [D]
[ Dl (to)] the verb has an indirect +a direct object. This construction can be replaced by a direct object +to +noun phrase:
He gave Lanny the money. 

He gave the money to Lanny.
Passive
Lanny was given the money. 

The money was given (to) Lanny.
Other [ Dl(to)] verbs include:
bring         hand         owe
grant         offer          promise
read           show         teach
send           take           write
[ Dl (for)] The verb has an indirect object +a direct object. This construction can be replaced by a direct object +for + noun phrase.
He bought his a gold watch. 

He bought a gold watch for his wife.
Other [Dl (for)] verbs include:
cook
leave           peel
find              make           save
get               order           spare
[ Dl a] The verb has two objects which cannot be replaced by prepositional constructions with to or for. Each object can appear alone in [Tl]: 

Lanny asked me some awkward questions. 

Lanny struck him a heavy blow. 
[ Dl b ] With these verbs, only the second object can appear alone. There is no corresponding passive:

The coat cost ( Lanny) 30 pounds. 
[ D5 a ] The verb has an object + a that clause, where that is often omitted:
He told her (that) he would be back early. Passive: She has told that he would be back early.
Other [ D5a] verbs include:
assure
inform           remind
convince        persuade        warn
[D5b] So can be put in the place of the that- clause as substitute:
I told you so (that he would come). 

[D6a] The verb has an object + a finite wh- clause. 

He asked us who she was. 

They didn't tell us where he had gone. 

Passive: We were asked who she was. 

[D6b] The wh- word is followed by a to- infinitive: 

I told her how to do it. 

I showed him where to park. 
Verbs with object and object complement (complex- transitive verbs): [X]
[X 1] The complement is a noun phrase:                                            
The parents named the baby Susan.                 
 They voted him Sportsman of the Year. 

Passive:
He was voted Sportsman of the Year. 
After verbs such as name and vote, the complement has no article whether office is unique. Other [XI] verbs are:
appoint
christen            make       call                    elect
[X(to be)] To be may be inserted before a noun phrase complement:

They considered him (to be) the best player in Cape Town. 

He found her (to be) a very efficient secretary. 

He was considered (to be) the best player in Cape Town. 
Other [X(to be)] verbs include:
appoint
pronounce              think
imagine        suppose                  vote
[X7] The complement is an adjective:
He painted the door blue.  She served the coffee black. 

2.4. Grammatical valency of transitive verbs in the sentence
Words are used also in grammatical contexts. The minimal grammatical context in which the words are used when brought together to form word-groups is usually described as the pattern of the word-group. The aptness of a word to appear in specific grammatical (or rather syntactic) structures is termed grammatical valency.
The grammatical valency of words may be different. To begin with, the range of grammatical valency is delimited by the part of speech the word belongs to. As can be seen from the above examples, an English adjective can be followed by a noun, by the infinitive of a verb, by a prepositional group, etc., but no English adjective can be followed by, say, the finite form of a verb. It follows that the grammatical valency of each individual word is essentially circumscribed by the grammatical structure of the language.

This is not to imply that grammatical valency of words belonging to the same part of speech is necessarily identical. Grammatical valency is also delimited by the inner structure of the language. This can be best illustrated by comparing the grammatical valency of any two words belonging to the same part of speech, e.g. of the two synonymous verbs suggest and propose. Both verbs can be followed by the noun (to propose or suggest a plan, a resolution). It is only propose, however, that can be followed by the infinitive of a verb (to propose to do something).
Suggest I [propose, put forward for consideration]; I shall do as you suggest – 1, [ I ]; suggest to somebody doing something (to him taking an interpreter, to me asking for a guide, to them inviting a tutor, etc.) 2. [bring to mind, call up the thought of by association]; suggest to somebody something (to a poet a song, to him the plan of a play, to me the idea of travelling, etc.) 
III 1. [ I ]; suggest something ( a plan, a method, a course of action, a visit to the theatre, etc.); suggest something in some manner (openly, tactfully, clearly, etc.) .
2. [ I ]; suggest something; the name ( the music, his nose, etc.) suggests something .
IV 1. [ I ]; suggest somebody for something (for president, for his job, for our leader, etc.
2. [ 2 ]; suggest something to somebody (music to the composer, some idea to the writer, these thoughts to me, etc.) 
V [be put forward]; be suggested; it is suggested that ... 
VIII [ I ]; suggest doing something (going to the theatre, swimming, my following him, his coming with us, etc.) 

XXI 1. [ I ]; usually followed by 'should' in the subordinate clause; suggest /that/ somebody should do something, that something should be done (that the meeting should be postponed, that the building should be restored, etc.) 
2. [ II ]; suggest that; suggest that I am wrong (that he is lying, that she was not there at the time, etc.).

Specific linguistic restrictions in the range of grammatical valency of individual words are also observed by comparing the grammatical valency of correlated words in different languages. The English verb influence, for example, can be combined only with a noun (to influence a person, a decision, choice, etc.). Influence   III [have an effect on, have power over]; influence somebody, something (one's comrades, a child, the reader, the climate, the crops, the tides, etc.); influence somebody, something somehow (badly, remotely, powerfully,, etc.) - 
IV [ Ш ]; influence somebody in his decisions; influence somebody for the better. 
V [ III ]; be influenced; be influenced by something, somebody (by somebody's decisions, by one's interests, by a sense of responsibility, by this writer, etc.) - don't be influenced by bad examples - young people are quickly influenced by new ideas.
From this point of view word-groups may be regarded as minimal syntactic (or syntagmatic) structures that operate as distinguishing clues for different meanings of a polysemantic word.

Thus, the lexical and the grammatical valency of words are the primary linguistic factors in uniting words into word-groups viewed as self-contained lexical units.
Description of accepted models
I V +O, V +D. In this model, when the verb for realization of given meaning is used of without any subsequent word (V +O), or with subsequent adverb or one of prepositional groups: 'the lesson began; the city fell; I have no time to wait; try and do it'. In regular use of verb in the given meaning with subsequent adverb or in prepositional groups two case are differed:
a) D - is necessary for the realization of given verb meaning;
b) D - optionally, but is used with the given verb in the given meaning regularly: 'the boy ran' (cp. the boy ran fast).
IIV +prep +N: laugh at somebody, something; rely on somebody, something. Two cases are differed here: a) prep +N - is necessary for the realization of the given verb meaning: take to something (cp. take something);b) prep +N - optionally, but is used with the given verb for the realization of the given meaning regularly: 'the lesson began at six o'clock (cp. the lesson began). In the given model widening at the expense of one component prep +N: 'come from London to Moscow; turn to somebody for help.
Ex: The landing of Van Rebeck. 
III V +N, V +N +D. The given model is combined in case when the verb is realized the given meaning in using with subsequent noun, for example: 'serve drinks (food, etc.) (cp. serve in the army); return something (a book, a pen, money, etc.) (cp. return from abroad (early in the morning)).
The combinations 'N of N' 'as children of the East End are accepted for N; or is related to the attributive combinations like A +N: a black dress =N; or is related to the combination of noun with numeral: 'cover ten miles, advance two miles; oneself 'is equated to 'N' as well, if there is a parallel use with 'somebody': 'amuse somebody' and 'amuse oneself.

Ex: And here I am, Lanny thought, fighting the same battle in the twentieth century. 
In the given model such cases are pointed, when the verb for the realization of the given meaning is used with subsequent noun and adverb. Here like in the model 'I', two cases are differed:
a) D - is necessary for the realization of the given meaning of the verb: 'take somebody home (cp. take something, take to somebody):
b) D - optionally,  but is used with the given verb for the realization of the given meaning regularly: invite somebody politely (cp. invite somebody).
In one of every suggested models the necessity of use is taken into consideration of all components for the realization of the given meaning of the verb, first, the regularity of realization of the given meaning just in the given model - with the other.
IV V +N +prep +N: 'charge somebody with something, provide something with something, fear oneself from something, change ons's name from X to Y.
In the given model the last component may be broaden at the expense of another prep +N.
V  link +V(infinitive):   get arrested,  be  damaged,  be  interested to know, be concerned about somebody, something. The last component of the model may be broaden at the expense of subsequent infinitive or prepositional group.
Two cases are differed in the given model: a) the case, when the given model is necessary for the realization of the given meaning of the verb: 'be concerned about something (cp. concern somebody, something).
The cases like 'it is believed' is not related to this; b) primary or regular use of verb cases in the form passive: 'be damaged by something (by fire, by sea-water, by the frost, etc.) cp. damage something (a hat, a car, etc.). 
VI V +N +prep +V(ing): 'accuse somebody of doing something, join with somebody in doing something.
In this model V +prep +N +prep +V(ing) cases are related to this VIIV +V: 'want to go, promise to do something'.
Ex: His arms were beginning to feel the strain of carrying two heavy bags. 
The last component of the model may be broaden at the expense of infinitive group. 
VIIIV +V(ing): 'start running, forbid (somebody's) going there'
In the given model, besides pointed types of broadening of the last component, may be the variant of the model, including possessive form of the noun or possessive pronoun.
IX V +prep +V(ing): 'rely on his doing something, object to doing something, object to somebody's doing something'. 

X V +A: grow old, get angry, get cross with somebody.
The last component of the model may be broaden at the expense of prepositional group. 

XIV +N +A: 'make dinner ready, strike somebody dumb*.
Cases with 'it' as a 'N' is related to this, for example, 'find it important, consider it difficult'.
XII V +N +V:  'expect somebody to do something, ask somebody to do
something.
Ex: Beads of sweet glistened on Lanny’s forehead as he reached the top of the hill. 


In the given model ‘V=’ is an infinitive, for example, 'to be, to do' and an infinitive group 'to do something'.
XIII V +N +V(ing): 'feel the earth trembling, get somebody guessing, get somebody doing something'.
As in the model 'XII', 'V(ing)' may be broaden with subsequent noun.
XIV V =V(en): 'become confused, get embarrassed'.
XV V +N V(en): 'get something typed, get one's date checked'.
XVI link +N  +V(en): 'get something damaged, get something barred'.
XVTI  V +N +N:   'make  somebody king,  appoint somebody chairman, get
somebody a doctor, envy somebody, something'.

Pronoun 'if as the first 'N' allows to drive here such cases like 'hold it one's duty, consider it a mistake'.

XVIII V +oneself: 'enjoy oneself, cry oneself hoarse, shake oneself free, cry oneself to sleep'.

The given model is characterized with unprobable change 'oneself to 'N' animated for the realization of the given meaning of the verb, for example, 'amuse oneself and 'amuse somebody' (cp. 'cry oneself hoarse' and unprobable 'cry somebody').

The last component of the model may be broaden at the expense of adjective or prepositional group.

XIX V+like+Ving;
Ex: He look like death; feel like doing something. 
XX V+as+N;
They serve as something; They work as a doctor.
XXI V +S: 'show somebody that it was impossible; doubt if it is true; object to what they said'.

Instead of complex sentences it is not stable, that is three types of complex sentences may be used; 'He came, I think, late; I think, he did it; He did it, I think. Broadening at the expense of 'V +N +S, V +prep +S' is allowed.

XXII It +V +S: 
'it seems as if..., it appears that..., it must be omitted that'.


The given 22 verbal models are not alike on its use. Overwhelming most verbs are realized all its main meanings in the models ‘I, II, III, IV’. In such models as 'V, XVII' less number of verbs are used considerably. ‘XIX, XXII’ models are existed that not large group of verbs are realized some of their meanings.
CHAPTER III. Aspects of teaching grammatical features of the Verb
3.1. Verbal combination of words in modern English
The necessity of studying words is not isolated, but with the combination characteristic is recognized by all teachers of foreign languages as in our country, as in abroad.
The teachers of English know that studying of separate given words and particularly polysemy words do not provide the ability of using it in speech correctly. As, for example, simple enumeration of Uzbek equivalents of English verbs call - атамиқ, йўқлаб бормоқ, кириб ўтмоқ and etc. don't point to in what combinations which of the meanings is realized (in combination 4o call on somebody', for example, the verb 'call' has the meaning йўқлаб бормоқ), and don't give the opportunity use this verb correctly in one typical ways (cp. call on somebody, call at somebody's house кимникигадир кириб ўтмоқ).
The absence of corresponding text-books on combinations make difficulty the teachers work considerably and decreases the efficiency of teaching.
Till combining words were the most full affected only in large lexicographical work, as, for example, in Large English-Russian Dictionary edited by prof. I.R.Galperin and in dictionaries, printed abroad and semi-negotiable for wide teachers-practice users.
Special place in teaching practices verbal combinations are occupied, as in verbs, more than in any other parts of speech, diversity of combination forms and mutual dependence of verbs and combination structures are observed. That's why studying of verbal combinations is in the center of attention in linguists-theorists and English teachers.
In 30-s one of the leader Methodists G.Palmer worked out and put in his text-book, intended for English learners as Foreign, model systems of verbal combinations. G.Palmer singled out 27 verbal models and considered them important to assign to vocabulary article corresponding model number on a level with its generalized verbal marking. As, for example, in the article, initiated to the verb 'ask', we find 'ask somebody to do something. Then unfolded using illustration and verb meaning to ask is given in this model: 'Ask him to come in (do it, write to me, etc.).
In 1948 first edition of widely popular dictionary A.Hornby and others was printed, where modeling principles were developed. And, at last, in 1958, A.S.Hornby, A Guide to Patterns and Usage in English, London, was translated into Russuian, in which working out of verbal combinations takes up.
Despite considerable theoretical divergence among the authors, using models, with the basis of all text-books and reference books, as and in the basis of given work, knowing foreign languages and in particular knowing oral speeches is impossible without knowing main structures of combinations, inherent in learning language.
Now accepted systems of verbal models differ from systems, worked out by G.Palmer and A. Hornby, mostly that models are singled out in the level class of word-parts of speech. Models are presented in generalized view of combination structure, in which verbs of Modern English are used. The main aim is practically knowing of correct and idiomatic English speech skill, in the basis of worked out by authors 2 following criterias are appointed.
1. Depended verb meanings by combination structures. Compare: apply +N (pronoun): apply something, for example, apply a method ( a rule, a law, etc.) ниманидир қўлламоқ, apply +preposition +N: apply for something, for example, apply for permission (for a vacancy, for admission, etc.); make +N: make something, for example, make hats (tables, machines, etc.) нимадир ясамоқ, ишлаб чиқармоқ; make +N +V(infinitive): make somebody do something - кимнидир нимадир қилишга мажбур этмоқ.
2. Regularity of using verbs in the given meaning of combinations, available the given stucture. That, the verb apply in the meaning қўлламоқ, ишлатмоқ; is used in the model apply +N: apply rules (regulations, etc.), as in the meaning қуймоқ: apply glasscups (leeches etc.). The difference is not observed here not in the model structure but in the verb combination apply with different noun groups. But the meaning қулламоқ, ишлатмоқ is used regularly not in the model apply +N, but in the models apply +N +preposition +N and that's why it is given at the              last model: apply rules to something.
The verb 'act' in the meaning ижро этмоқ is used as in the model act +O (that is without subsequent word), as in the model act +preposition +N: act before the camera (before a large audience, etc.), but the given meaning is used regularly in this last model, and the given meaning is described in this structure.
3.2. Problems of teaching grammar
It is clear that the term “grammar” has meant various things at various times and sometimes several things at one time. This plurality of meaning is characteristic of the present time and is the source of confusions in the discussion of grammar as part of the education of children. There have been taking place violent disputes on the subject of teaching grammar at school.


The ability to talk about the grammar of a language, to recite its rules, is also very different from ability to speak and understand a language or to read and write it. Those who can use a language are often unable to recite its rules, and those who can recite its rules can be unable to use it. 

Grammar organizes the vocabulary and as a result we have sense units. There is a system of stereotypes, which organizes words into sentences. But what skill does grammar develop?

First of all it gives the ability to make up sentences correctly, to reproduce the text adequately. (The development of practical skills and habits)

The knowledge of the specific grammar structure helps pupils point out the differences between the mother tongue and the target language.

The knowledge of grammar develops abilities to abstract systematize plural facts.


The name of my work is “Teaching Grammar”. And the main aim is to clearly recognize how to teach grammar right.

To judge by the way some people speak, there is no place for grammar in the language course nowadays; yet it is, in reality, as important as it ever was exercise of correct grammar, if he is to attain any skill of effective use of the language, but he need not know consciously formulated rules to account to him for that he does unconsciously correctly.

In order to understand a language and to express oneself correctly one must assimilate the grammar mechanism of the language studied. Indeed, one may know all the words in a sentence and yet fail to understand it, if one does not see the relation between the words in the given sentence. And vice versa, a sentence may contain one, two, and more unknown words but if one has a good knowledge of the structure of the language one can easily guess the meaning of these words or at least find them in a dictionary.

No speaking is possible without the knowledge of grammar, without the forming of a grammar mechanism.

If learner has acquired such a mechanism, he can produce correct sentences in a foreign language. Paul Roberts writes: “Grammar is something that produces the sentences of a language. By something we mean a speaker of English. If you speak English natively, you have built into you rules of English grammar. In a sense, you are an English grammar. You possess, as an essential part of your being, a very complicated apparatus which enables you to produce infinitely many sentences, all English ones, including many that you have never specifically learned. Furthermore by applying you rule you can easily tell whether a sentence that you hear a grammatical English sentence or not.” 

A command of English as is envisaged by the school syllabus cannot be ensured without the study of grammar. Pupils need grammar to be able to aud, speak, read, and write in the target language.

To develop one’s speech means to acquire essential patterns of speech and grammar patterns in particular. Children must use these items automatically during speech-practice. The automatic use of grammar items in our speech (oral and written) supposes mastering some particular skills – the skills of using grammar items to express one’s own thoughts, in other words to make up your sentences.

We must get so-called reproductive or active grammar skills.

A skill is treated as an automatic part of awareness. Automatization of the action is the main feature of a skill.

The nature of Automatization is characterized by that psychological structure of the action which adopts to the conditions of performing the action owing frequent experience. The action becomes more frequent, correct and accurate and the number of the operations is shortened while forming the skill the character of awareness of the action is changing, i.e. fullness of understanding is paid to the conditions and quality of performing to the control over it and regulation. 

To form some skills is necessary to know that the process of the forming skills has some steps:

· Only some definite elements of the action are automatic.

· The automatization occurs under more difficult conditions, when the child can’t concentrate his attention on one element of the action.

· The whole structure of the action is improved and the automatization of its separate components is completed.

What features do the productive grammar skills have?

During our speech the reproductive grammar skills are formed together with lexis and intonation, they must express the speaker’s intentions.

The actions in the structural setting of the lexis must be learnt.

The characteristic feature of the reproductive grammar skills is their flexibility. It doesn’t depend on the level of Automatization, i.e. on perfection of skill here mean the original action: both the structure of sentence, and forms of the words are reproduced by the speaker using different lexical material. If the child reproduces sentences and different words, which have been learnt by him as “a ready-made thing” he can say that there is no grammar skill. Learning the ready-made forms, word combinations and sentences occurs in the same way as learning lexis.

The grammar skill is based on the general conclusion. The grammar action can and must occur only in the definite lexical limits, on the definite lexical material. If the pupil can make up his sentence frequently, accurately and correctly from the grammatical point of view, he has got the grammar skill.

Teaching grammar at school using the theoretical knowledge brought some critical and led to confusion. All the grammatical rules were considered to be evil and there were some steps to avoid using them at school.

But when we learn grammatical items in models we use substitution and such a type of training gets rid of grammar or “neutralizes” it. By the way, teaching the skills to make up sentences by analogy is a step on the way of forming grammar skills. It isn’t the lexical approach to grammar and it isn’t neutralization of grammar, but using basic sentences in order to use exercises by analogy and to reduce number of grammar rules when forming the reproductive grammar skills.

To form the reproductive grammar skills we must follow such steps:

· Selection the model of sentence.

· Selection the form of the word and formation of word forms.

· Selection the auxiliary words-preposition, articles, and etc. and their combination with principle words.

The main difficulty of the reproductive (active) grammar skills is to correspond the purposes of the statement, communicative approach (a question an answer and so on), words, meanings, expressed by the grammatical patterns. In that case we use basic sentences, in order to answer the definite situation. The main factor of the forming of the reproductive grammar skill is that pupils need to learn the lexis of the language. They need to learn the meanings of the words and how they are used. We must be sure that our pupils are aware of the vocabulary they need at their level and they can use the words in order to form their own sentence. Each sentence contains a grammar structure. The mastering the grammar skill lets pupils save time and strength, energy, which can give opportunity to create. Learning a number of sentences containing the same grammatical structure and a lot of words containing the same grammatical form isn’t rational. But the generalization of the grammar item can relieve the work of the mental activity and let the teacher speed up the work and the children realize creative activities.

The process of creation is connected with the mastering of some speech stereotypes the grammatical substrate is hidden in basic sentences. Grammar is presented as itself. Such a presentation of grammar has its advantage: the grammar patterns of the basic sentences are connected with each other. But this approach gives pupils the opportunity to realize the grammar item better. The teaching must be based on grammar explanations and grammar rules. Grammar rules are to be understood as a special way of expressing communicative activity. The reproductive grammar skills suppose to master the grammar actions which are necessary for expressing thoughts in oral and written forms.

The automatic perception of the text supposes the reader to identify the grammar form according to the formal features of words, word combinations, sentences which must be combined with the definite meaning. One must learn the rules in order to identify different grammatical forms. Pupils should get to know their features, the ways of expressing them in the language. We teach children to read and by means of grammar. It reveals the relation between words in the sentence. Grammar is of great important when one teaches reading and auding.

The forming of the perceptive grammar and reproductive skills is quite different. The steps of the work is mastering the reproductive skills differ from the steps in mastering the perceptive skills. To master the reproductive grammar skills one should study the basic sentences or models. To master the perceptive grammar skills one should identify and analyze the grammar item. Though training is of great importance to realize the grammar item.

Before speaking about the selection of grammar material it is necessary to consider the concept “grammar”, i.e., what it meant by “grammar”.

By grammar one can mean adequate comprehension and correct usage of words in the act of communication, that is, intuitive knowledge of the grammar of the language. It is a set of reflexes enabling a person to communicate with his associates. Such knowledge is acquired by a child in the mother tongue before he goes to schools.

This “grammar” functions without the individual’s awareness of technical nomenclature; in other words, he has no idea of the system of the language, and to use all the word-endings for singular and plural, for tense, and all the other grammar rules without special grammar lessons only due to the abundance of auding and speaking. His young mind grasps the facts and “makes simple grammar rules” for arranging the words to express carious thoughts and feelings. This is true because sometimes little children make mistakes by using a common rule for words to which that rule cannot be applied. For example, a little English child might be heard to say Two mans comed instead of Two men come, because the child is using the plural “s” rule for man to which the rule does not apply, and the past tense ed rule for come which does not obey the ordinary rule for the past tense formation. A little Russian child can say ножов instead of ножей using the case-ending “ов” for ножи to which it does not apply. Such mistakes are corrected as the child grows older and learns more of his language.


By “grammar” we also mean the system of the language, the discovery and description of the nature of language itself. It is not a natural grammar, but a constructed one. There are several constructed grammars: traditional, structural, and transformational grammars. Traditional grammar studies the forms of words (morphology) and how they are put together in sentences (syntax); structural grammar studies structures of various levels of the language (morpheme level) and syntactic level; transformational grammar studies basic structures and transformation rules.

What we need is simplest and shortest grammar that meets the requirements of the school syllabus in foreign languages. This grammar must be simple enough to be grasped and held by any pupil. We cannot say that this problem has been solved.

Since graduates are expected to acquire language proficiency in aural comprehension, speaking and reading grammar material should be selected for the purpose. There exist principles of selecting grammar material both for teaching speaking knowledge (active minimum) and for teaching reading knowledge (passive minimum), the main one is the principle of frequency, i.e., how frequently this or that grammar item occurs. For example, the Present Simple (Indefinite) is frequently used both in conversation and in various texts. Therefore it should be included in the grammar minimum.

For selecting grammar material for reading the principle of polysemia, for instance, is of great importance.

Pupils should be taught to distinguish such grammar items which serve to express different meanings.

For example,          -s (es)   (
The selection of grammar material involves choosing the appropriate kind of linguistic description, i.e., the grammar which constitutes the best base for developing speech habits. Thus the school syllabus reflect a traditional approach to determining grammar material for foreign language teaching, pupils are given sentences patterns or structures, and through these structures they assimilate the English language, acquire grammar mechanisms of speech

The content of grammar teaching is disputable among teachers and methodologists, and there are various approaches to the problem, pupils should, whatever the content of the course, assimilate the ways of fitting words together to form sentences and be able to easily recognize grammar forms and structures while hearing and reading, to reproduce phrases and sentences stored up in their memory and say or write sentences of their own, using grammar items appropriate to the situation.

3.3. Teaching sentence with transitive verbs to the elementary students
English is an analytical language, in which grammatical meaning in largely expressed through the use of additional words and by changes in word order. Russian is a synthetic language, in which the majority of grammatical forms are created through changes in the structure of words, by means of a developed system of prefixes, suffixes and ending.
 

No one knows exactly how people learn languages although a great deal of research has been done into the subject.

Many methods have been proposed for the teaching of foreign language. And they have met with varying degrees of success and failure.

We should know that the method by which children are taught must have some effect on their motivation. If they find it deadly boring they will probably become de-motivated, whereas if they have confidence in the method they will find it motivating. Child learners differ from adult learners in many ways. Children are curious, their attention is of a shorter duration, they are quite differently motivated in, and their interests are less specialized. They need frequent of activity; they need activities which are exciting and stimulating their curiosity; they need to be involved in something active.

We shall examine such methods as “The Grammar – Translation Method”, ”The Direct Method”, “The Audio-lingual Method”. And we pay attention to the teaching grammar of the foreign language. We shall comment those methods, which have had a long history.

This method was widely used in teaching the classics, namely Latin, and it was transferred to the teaching of modern languages when they were introduced into schools.

In the grammar-translation mode, the books begin with definitions of the parts of speech, declensions, conjugations, rules to be memorized, examples illustrating the rules, and exceptions. Often each unit has a paragraph to be translated into the target language and one to be translated into native one. These paragraphs illustrate the grammar rules studied in the unit. The student is expected to apply the rules on his own. This involves a complicated mental manipulation of the conjugations and declensions in the order memorized, down to the form that might fit the translation. As a result, students are unable to use the language, and they sometimes develop an inferiority complex about languages in general. Exceptionally bright and diligent students do learn languages by this method, or in spite of it, but they would learn with any method. (R. Lado)

We list the major characteristics of Grammar Translation.

· Classes are taught in the mother tongue, with little active use of the target language.

· Much vocabulary is taught in the form of lists of isolated words.

· Long elaborate explanations of the intricacies of grammar are given.

· Grammar provides the rules for putting words together, and instruction often focuses on the form and inflection of word.

· Reading of difficult classical texts is begun early.

· Little attention is paid to the content of texts, which are treated as exercises in grammatical analysis.

· Often the only drills are exercises in translating disconnected sentences from the target language into the mother tongue.

· Little or no attention is given to pronunciation.


The grammar-translation method is largely discredited today. With greater interest in modern languages for communication the inadequacy of grammar-translation methods became evident.

The Direct Method appeared as a reaction against the grammar-translation method.

There was a movement in Europe that emphasized language learning by direct contact with the foreign language in meaningful situations. This movement resulted in various individual methods with various names, such as new method, natural method, and even oral method, but they can all be referred to as direct methods or the direct method. In addition to emphasizing direct contact with the foreign language, the direct method usually deemphasized or eliminated translation and the memorization of conjugations, declensions, and rules, and in some cases it introduced phonetics and phonetic transcription.

The direct method assumed that learning a foreign language is the same as learning the mother tongue, that is, that exposing the student directly to the foreign language impresses it perfectly upon his mind. This is true only up to a point, since the psychology of learning a second language differs from that of learning the first. The child is forced to learn the first language because he has no other effective way to express his wants. In learning a second language this compulsion is largely missing, since the student knows that he can communicate through his native language when necessary.

The basic premise of Direct Method was that second language learning should be more like first language learning: lots of active oral interaction, spontaneous use of the language, no translation between first and second languages, and little or no analysis of grammatical rules. We can summarize the principles of the Direct 

Method:  
· Classroom instruction was conducted exclusively in the target language.

· Only everyday vocabulary and sentences were taught.

· Oral communication skills were built up in a carefully graded progression organized around question-and-answer exchanges between teachers and student in small, intensive classes.

· Grammar was taught inductively, i.e. the learner may discover the rules of grammar for himself after he has become acquainted with many examples.

· New teaching points were introduced orally.

· Concrete vocabulary was taught through demonstration, objects, and pictures; abstract vocabulary was taught by association of ideas.

· Both speech and listening comprehension were taught.

· Correct pronunciation and grammar were emphasized.

The Audiolingual Method (It is also called Mimicry-memorization method) was the method developed in the Intensive Language Program. It was successful because of high motivation, intensive practice, small classes, and good models, in addition to linguistically sophisticated descriptions of the foreign language and its grammar.

Grammar is taught essentially as follows: Some basic sentences are memorized by imitation. Their meaning is given in normal expressions in the native language, and the students are not expected to translate word for word. When the basic sentences have been overlearned (completely memorized so that the student can rattle them off without effort), the student reads fairly extensive descriptive grammar statements in his native language, with examples in the target language and native language equivalents. He then listens to further conversational sentences for practice in listening. Finally, practices the dialogues using the basic sentences and combinations of their parts. When he can, he varies the dialogues within the material hr has already learned. The characteristics of ALM may be summed up in the following list:

· New material is presented in dialog form.

· There is dependence on mimicry, memorization of set phrases and overlearning.

· Structures are sequenced by means of contrastive analysis and taught one at a time.

· Structural patterns are taught using repetitive drills.

· There is a little or no grammatical explanation: grammar is taught by inductive analogy rather than deductive explanation.

· Vocabulary is strictly limited and learned in context.

· There is much use of tapes, language labs, and visual aids.

· Great importance is attached to pronunciation.

· very little use of the mother tongue by teachers is permitted.

· Successful responses are immediately reinforced.

·  There is a great effort to get students to produce error-free utterances.

· There is a tendency to manipulate language and disregard content.

We shall briefly review the treatment of grammatical explanations by some of the major methods. This is not meant to be an exhaustive study of all available methods; rather it is an attempt to show the variety of ways in which different methods deal with grammar explanations and may help teachers in evaluating available materials.

Grammar translation is associated with formal rule statement. Learning proceeds, deductively, and the rule is generally stated by the teacher, in a textbook, or both. Traditional abstract grammatical terminology is used. Drills include translation into native language.

The direct method is characterized by meaningful practice and exclusion of the mother tongue. This method has had many interpretations, some of which include an analysis of structure, but generally without the use of abstract grammatical terminology.

The audio-lingual method stresses an inductive presentation with extensive pattern practice. Writing is discouraged in the early stages of learning a structure. Here again, there has been considerable variation in the realization of this approach. In some cases, no grammatical explanation of any kind is offered. In other, the teacher might focus on a particular structure by isolating an example on the board, or through contrast. When grammatical explanation is offered it is usually done at the end of the lesson as a summary of behavior (Politzer, 1965), or in later versions of this method the rule might be stated in the middle of the lesson and followed by additional drills.

Each method is realized in techniques. By a technique we mean an individual way in doing something, in gaining a certain goal in teaching learning process. The method and techniques the teacher should use in teaching children of the primary school is the direct method, and various techniques which can develop pupils` listening comprehension and speaking. Pupils are given various exercises, connected with the situational use of words and sentence patterns.

This means that in sentence patterns teaching points are determined so that pupils can concentrate their attention on some elements of the pattern to be able to use  them as orienting points when speaking or writing the target language. For example, I can see a book. I can see many books. 

   Rule for the teacher:

The teacher should realize difficulties the sentence pattern presents for his pupils. Comparative analysis of the grammar item in English and in Russian or within the English language may be helpful. He should think of the shortest and simplest way for presentation of the new grammar item. The teacher should remember the more he speaks about the language the less time is left to practice. The more the teacher explains the less his pupils understand what he is trying to explain, this leads to the teacher giving more information than is necessary, which does not help the pupils in the usage of this particular grammar item, only hinders them.

It means that pupils learn those grammar items which they need for immediate use either in oral or written language. For example, from the first steps of language learning pupils need the Possessive Case for objects which belong to different people, namely, Mike’s textbook, Ann’s mother, the girl’s doll, the boys’ room, etc. The teacher masters grammar through performing various exercises in using a given grammar item.

Grammar items are introduced and drilled in structures or sentence patterns. 

It has been proved and accepted by the majority of teachers and methodologists that whenever the aim to teach pupils the command of the language, and speaking in particular, the structural approach meets the requirements.

Pupils are taught to understand English when spoken to and to speak it from the very beginning. This is possible provided they have learned sentence patterns and words as a pattern and they know how to adjust them to them to the situations they are given.
In our country the structural approach to the teaching of grammar attracted the attention of many teachers. As a result structural approach to grammar teaching has been adopted by our schools since it allows the pupil to make up sentences by analogy, to use the same pattern for various situations. Pupils learn sentence patterns and how to use them in oral and written language.

Rule for the teacher:
The teacher should furnish pupils with words to change the lexical (semantic) meaning of the sentence pattern so that pupils will be able to use it in different situations. He should assimilate the grammar mechanism involved in sentence pattern and not the sentence itself.

Pupils learn a grammar item used in situations. For example, the Possessive Case may be effectively introduced in classroom situations. The teacher takes or simply touches various things and says This is Nina’s pen; That is Sasha’s exercise-book, and so on.

Rule for the teacher:

The teacher should select the situations for the particular grammar item he is going to present. He should look through the textbook and other teaching materials and find those situations which can ensure comprehension and the usage of the item.

Grammar items pupils need for conversation are taught by the oral approach, i.e., pupils aud them, perform various oral exercises, finally see them printed, and write sentences using them.

For example, pupils need the Present Progressive for conversation. They listen to sentences with the verbs in the Present Progressive spoken by the teacher or the speaker (when a tape recorder is used) and relate them to the situations suggested. Then pupils use the verbs in the Present Progressive in various  oral sentences in which the Present Progressive is used. Grammar items necessary for reading are taught through reading.


Rule for the teachers: 

If the grammar item the teacher is going to present belongs to those pupils need for conversation, he should select the oral approach method for teaching.

If pupils need the grammar item for reading, the teacher should start with reading and writing sentences in which the grammar item occurs.

While preparing for the lesson at which a new grammar item should be introduced, the teacher must realize the difficulties pupils will meet in assimilating this new element of the English grammar. They may be of three kinds: difficulties in form, meaning, and usage. The teacher thinks of the ways to overcome these difficulties: how to convey the meaning of the grammar item either through situations or with the help of the mother tongue; what rule should be used; what exercises should be done; their types and number. Then he thinks of the sequence in which pupils should work to overcome these difficulties, i.e., , from observation and comprehension through conscious imitation to usage in conversation (communicative exercises). Then the teacher considers the form in which he presents the grammar item – orally, in writing, or in reading. And, finally, the teacher plans pupils’ activity while they are learning this grammar item (point): their individual work, mass work, work in unison, and work in pairs, always bearing in mind that for assimilation pupils need examples of the sentence pattern in which this grammar item occurs.



Transitive and Intransitive Verbs: Exercises

Transitive vs. Intransitive Exercise: Determine if the verbs in the following sentences are transitive or intransitive. If transitive, indicate the object of the verb.

1. The birdcage swung from a golden chain.

2. Margaret angrily crumpled her letter in her fist.

3. Someone answered that question.

4. He shuddered with fright during the scary part of the movie.

5. The rats chewed their way into the old house.

6. Acorns drop from the trees every fall.

7. Charlie combed his hair nervously before the dance.

8. We bought paper napkins for the picnic.

9. Zelda smiled at the thought of a parade in the snow.

10. Fish and potatoes sizzled in the pan.

4.0. CONCLUSION
The question of structural semantics of the sentence with transitive verbs in English language was   mentioned in   many works. But this problem was studied in that or other foreshortened. The purpose of the given work is to systematize the data about contextual-semantics of grammatical classification of words and   their main parts of speech.
Transitive verbs: An action verb is transitive if it directs action toward someone or something named in the same sentence. The word that receives the action of a transitive verb is called the object of the verb.

- The camera took clear pictures. (object: pictures)

- Irene baked cookies for the bake sale. (object: cookies)

Intransitive verbs: An action verb is intransitive if it does not direct action toward someone or something named in the same sentence. Intransitive verbs do not have objects. 

- The hurricane blew over the mainland.

- Sandy smiled happily.

Which is it?: To determine if a verb in a given sentence is transitive or intransitive, ask Whom? or What? after the verb. If there is an answer in the sentence, the verb is transitive. If no answer can be found, the verb is intransitive. Some verbs may be transitive in one sentence and intransitive in another, but there are some verbs which are always one or the other. A good dictionary will tell you if a verb can be either or if it is always one or the other (the usual abbreviation is v.i. for intransitive verb and v.t. for transitive verb).

- Robert polished his shoes.

o Polished what? → his shoes → transitive

- I called my sister yesterday.

o Called whom?  my sister transitive → →

- Linda waited for the bus.

o Waited what? Waited whom? → no answer → intransitive

- I wrote that letter.

o Wrote what? → letter → transitive

Words are used also in grammatical contexts. The minimal grammatical context in which the words are used when brought together to form word-groups is usually described as the pattern of the word-group. The aptness of a word to appear in specific grammatical (or rather syntactic) structures is termed grammatical valency.
The grammatical valency of words may be different. To begin with, the range of grammatical valency is delimited by the part of speech the word belongs to. As can be seen from the above examples, an English adjective can be followed by a noun, by the infinitive of a verb, by a prepositional group, etc., but no English adjective can be followed by, say, the finite form of a verb. It follows that the grammatical valency of each individual word is essentially circumscribed by the grammatical structure of the language.
This is not to imply that grammatical valency of words belonging to the same part of speech is necessarily identical. Grammatical valency is also delimited by the inner structure of the language. This can be best illustrated by comparing the grammatical valency of any two words belonging to the same part of speech, e.g. of the two synonymous verbs suggest and propose. Both verbs can be followed by the noun (to propose or suggest a plan, a resolution). It is only propose, however, that can be followed by the infinitive of a verb (to propose to do something).
A verb is transitive if it usually occurs with a direct object, and in such occurrences it is said to occur transitively. Thus 'ate' occurs transitively in 'I ate the meat but left the vegetables', but not in CI ate then left'. A verb is intensional if the verb phrase (VP) it forms with its complement is anomalous in at least one of three ways: (1) interchanging expressions in the complement referring to the same entity can change the truth-value of the sentence embedding the VP; (2) the VP admits of a special "unspecific" reading if it contains a quantifier, or a certain type of quantifier; and (3) the normal existential commitments of names and existential quantifiers in the complement are suspended even when the embedding sentence is negation-free.
In conclusion I can say that intensional phenomena are puzzling, and worth studying, because it seems that the only way to account for language speakers' capacities to produce and understand sentences of their native languages which they have never encountered before is to posit compositional structure in language and an interpretive capacity in speakers that exploits it. But the simplest ideas about what such structure is like cannot accommodate intensionality. So we want to know what the smallest complication is which allows for the intensional. Investigation of intensional verbs has focussed mainly on propositional attitude verbs, which take clauses rather than direct objects as their complements. However, as we will see below, intensional transitive verbs do not merely duplicate the problems raised by propositional attitude verbs, but make special difficulties of their own.
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