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Introduction

On December 10, 2012 President of the Republic of Uzbekistan Islam Karimov sign up a decree “on methods to further refining foreign language learning system”. It is noted that in the outline of the Law of the Republic of Uzbekistan “On education” and the National Program for Training the Personnel in the country, a wide-ranging foreign languages’ training system, intended at forming harmoniously developed, highly educated, modern-thinking young generation, further integration of the country to the world community, has been created.
 During the years of development, over 51.7 thousand teachers of foreign languages graduated from the universities, English, German and French multimedia tutorials and textbooks for 5-9 grades of secondary schools, electronic resources for learning English in primary schools were created, more than 5000 secondary schools, professional colleges and academic lyceums were equipped with laboratories.

    Thus, it has been a vital issue to deeply study foreign languages and try to do our best to teach and acquire foreign languages at a good level. Especially the English language has been playing global role in the world today and the results of most scientific inventions and discoveries are published in this language. As a result, learning this language nowadays does not only mean to learn the language and the culture but also means learning about the scientific discoveries throughout the world and getting information as much as possible. One aspect of the English language is Grammar which is generally considered as one of the most fundamental parts of a language learning and teaching. This is because without grammatical knowledge it is nearly impossible to learn any language perfectly and at a satisfactory level.

Of course, there are some people who think that without studying the grammar, one can acquire the language. This may be a true notion but it is the one side of a coin as this notion is related to those whose everyday work or study is not related to that language but if they are like tourists. However, people who want to learn a language fully grammar is really necessary.
 The topicality and novelty of the qualification paper because up to present such a research has not been carried out on the topic of General peculiarities and teaching goals of English Grammar.
The subject of the research paper is the grammatical peculiarities of the English grammar.

The object of the research paper is the Attributive Clauses in English Grammar and their specific features.

The aim of the research paper is to examine the general structure of the English Grammar and compare them to identify some peculiarities which only exist in the English language. In order to achieve this aim, the following tasks are set up in the qualification paper:

1. To theoretically examine the overall structure of the grammar

2. Attributive Clauses and their overall theories
3. How to utilize and the situations that require Attributive Clauses

The methods used in the qualificationpaper: 

1. Componential analysis is on the basis of the structural grammar and the Clauses;

The theoretical significance of the research paper is connected with the fact that for the first time the author tries to investigate the Attributive Clauses and the context that they are used.
   The practical significance of the qualification paperis that it focuses not only the theory of one aspect of grammar but also on the practical uses. In addition to this, the paper suggests a number of methods and other ways to teach and acquire effectively the grammatical structures and their contextual meanings. The qualification paper consists of an introduction,three chapters and summary and bibliography. 

In the introduction,the information is mainly focused on the general structure of the qualification paper including the necessity of teaching foreign languages and some regulations accepted in this field. At the same time, the introduction mentions about the novelty, topicality, aim, object along with its subject. Besides that there is also data concerning the topic of the qualification paper and how it plays a role in a language and its acquisition. 

The first chapter being a theoretical basis for the second chapter deals with some theoretical data concerning the theory of grammatical structures and Clauses as well as the theories and practical aspects of teaching English grammar.
     The second chapter deals with semantic peculiarities of General overview of Common European Framework of Reference (CEFR) along withgrammatical criteria features of B1 level and their significant to teaching language aspect (grammar)

     Third chapter focuses on theMethodological framework of teaching Attributive clause in present day English and some of the ways to effectively teach with innovative ways.

In conclusion, the results obtained in the dissertation paper are summarized.
The bibliography includes the items of the scientific literature on the theme and various types of books based on the practical and theoretical sides of the theme. In addition, it includes some examples of the assignment systems of European countries and their usage in the current educational system.

CHAPTER I General overview to English Grammar
1.1 General peculiarities and teaching goals of English Grammar
In Linguistics, English grammar is the form of rules showing the features of the English language. In that case, a language is such that its elements must be joint according to assuredforms. This article is devoted morphology, the structurechunks of language; and syntax, the structure of meaningful phrases, clauses and sentences with the utilization of words and morphemes.
The grammar of any language is usuallyadvanced in two dissimilarmethods: mentioning, expressive, usually including a regularstudy of a context and identifying grammatical constructions thereupon; and prescriptive, which efforts to consume the described rules of a given language as a implement to direct the linguistic behaviour of language speakers. Prescriptive grammar further worries itself with numerousarguments in English grammar, often demonstratingvariations in practicelong time.

However, there are regional historicalandsocial differences of English. For example, American English and British English have more than a fewvocabularyvariances; moreover, the linguisticmodifications are not correspondinglynoticeable, and will be revealedmerely when suitable. Further, the many dialects of English have departures from the grammar definedat this time; they are only brieflystated. The words of language, dependent on countless formal and semantic properties, are separated into grammatically appropriatemodules.

In that case, weunderstand that the standard of method is not satisfactory. The structural criterion should be taken into consideration to provide an acceptableexplanation of any part of speech. Bygrmmaticalfeatureswemean:

a) syntactical

b) morphological

By morphological charactristicschangedclassesmentioned. In this part, The morphological categories of noun are the categories of number and case. By morphological categories of adjectives we understand the category of quality (degrees of comparison).

By syntactical properties we explain the part of speech the syntactical functions of it are destined. The syntactical function is the most trustworthyprinciple.
Recognized parts of speech change from theoretical ones semantically, they are words of inadequate nominative significance and non-self-dependent, their lexical denotation is more overall. Recognized parts of speech aid either to nonstopdissimilarrelationships between notional words, they have mediatory meanings in the sentence, or they postulate the importance of the word. Moreover, to the basic practical parts of speech in English the preposition, the particle, the conjunction, the interjection,the modal word.
In most cases, Grammar is dominant to the teaching and learning of languages. It is also one of the most difficult aspects of language to teach in good health. teachers hear the word "grammar" and think of a immovableestablished of word procedures and directions of practice.

Educators who accept this meaningrelate to grammar as a set of procedures and instructions. They communicate grammar by clarifying the methods and rules and then coaching students on them. This results in bored to death, cynical students who can products correct forms on calisthenics and tests, but unswervingly make errors when they try to use the language in context.

Other language teachers, influenced by recent theoretical work on the variance between language acquisition and language learning, tend not to teach grammar at all. Believing that children acquire their first verbal without overt grammar teaching, they assume students to acquire their second language the same way.Likely, They take responsibility that students will engross grammar instructions as they perceive, speak, and use the language in communication activities. This approach does not allow students to use one of the most importanttackles they have as language learners: their energeticthoughtful of what grammar is and how it works in the etymological they before now know.
The communicative capabilityfaultless balances thisprodigality. The model recognizes that overt grammar instruction helps students acquire the language more competently, but it includes grammar instruction and education into the larger situation of teaching students to use the language. Teachers using this perfect teach students the grammar they need to know to achievedistinctannouncementresponsibilities.

Language instructors and language beginners are often unsatisfied by the separate between expressive the rules of grammar and being able to put on those rules repeatedly in listening, speaking, reading, and writing. This separaterepeats a separation between declarative procedural knowledge and knowledge.

· Declarative knowledge is information about something. Declarative knowledge empowers a student to define a rule of grammar and remove it in form drills.

· Procedural knowledge is knowledge of how to do something. Procedural knowledge enables a student to apply a rule of grammar in message.

For example, declarative knowledge is what you have when you speak and understand the instructions for programming the DVD player. Procedural knowledge is what you establish when you database the DVD player.

Procedural knowledge does not explainrepeatedly into declarative knowledge; many native speakers can utilize their language clearly and correctly without being able to state the rules of its grammar. Likewise, declarative knowledge does not translate inevitably into procedural knowledge; students may be able to state a grammar rule, but consistently fail to apply the rule when language or characters.

For curricula that announce grammatical forms in a statedclassification, teachers need to progress activities that tellprocedure to denotation and usage.

· Describe the grammar topic, including practice, meaning, and use, and give examples (structured input)

· Ask students to practice the grammar point in communicative movements (structured output)

· Have students do a forthcoming task that provides openings to use the grammar point (communicative output)

For syllabuses that shadow a arrangement of topics, educatorsrequirement to advancehappenings that relate the interestingdissertation (use) to import and formula.

· Provide voiced or transcribed input (audiotape, reading selection) that addresses the topic (structured input)

· Review the point of grammar, using examples from the material (structured input)

· Ask students to practice the syntax point in communicative trainings that focus on the topic (structured output)

When teachers have the chance to grow part or all of the course prospectus, they can mature a series of contexts based on the real realm tasks that students will need to achieveexpending the language, and then communicatesyntax and vocabulary in relation to those circumstances.

For instance, students who design to lightweight will need to comprehend public address announcements in airports and train stations. Instructors can use audiotaped imitations to provide contribution; teach the grammatical systems that typically occur in such notices; and then have students preparation by questioning and re-joiningqueries about what was broadcast.

The goal of grammar instruction is to enable students to carry out their communication purposes. This goal has three implications:

· Students need overt instruction that fixes grammar points with larger communication contexts.

· Students do not need to master every single aspect of each grammar point, only those that are applicable to the direct communication task.

· Error improvement is not continuously the teacher's first charge.

1.2 Types of Attributive Clauses in English Grammar
In Brief concentration, Attributive usually give the meaning an adjective that originates before a noun (strange man). At the present, some people utilize attributive clause to understandrelative clause (more exactly, attributive relative clause), where such clause comes after a noun and adapts that noun, just like an adjective. A important property of relative clauses (or attributive relative clauses, if we expend that term) is that the relative pronoun plays a syntactic task inside the clause.
Attributive clausesare divided into two types, including the degree of connection and the relation they tolerate to the ancestor:
 Clearly they may be;
1. attributive limiting (restrictive) clauses and attributive descriptive (non-restrictive) clauses. 

2. Attributive limiting clauses are very closely connected with the antecedent and cannot be detached from the sentence, because the materialchecked in the attributive clause records out, controls, or stipulates the person, thing, idea, etc., communicated by the antecedent. Therefore the meaning of the key clause is not comprehensive or is altogether transformed without the subordinate clause. The lack of extensiveness is revealed by some deictic elements (determinants) before the antecedent (mainly articles, demonstrative pronouns, or words with a demonstrative or specifying meaning, such as the same, the first, the greatest).
The attendance of such elements is defensible only if the attributive clause is following. For example:

A library is a placewhere they have books. 

She had develop aware of the factthat she was speaking loudly.

In these sentences the key part taken unconnectedly is not strong because of the article which has a categorizing (the first sentence) or a demonstrative force (the second sentence) and therefore requires some explanation in the form of an attributive clause or some context to make explicit what kind of place the reference library was, what detail was meant.

In some cases the reducing of the attributive clause does not brand the chief clause partial, but its connotation becomes in total different from the significance it has in the complex sentence. For example, associate the sentences:

a) Aren’t you the young man who married Fleur Forsyte? (that particular man, Fleur Forsyte’s husband)

b) Aren’t you the young man? (that particular man known to the speaker and the listener, with no further information for the reader)

Limiting clauses may be joined by a connective with a preposition. These are analogous to prepositional attributes.

This is the man about whom we spoke yesterday.

She inclined more and more to that peace and quietness of which Montague Dartie had deprived her in her youth.

Attributive clauses may be combined to the core clause without a relative word, that is, asyndetically. They are namedcontact clauses.

Types of connection between an attribute and its headword

From the point of view of their construction with the headword and other parts of the sentence, attributes may be divided into nondetached (close) and detached (loose) ones.

Non-detached attributes

Non-detached attributes procedure one intelligencecollection with their head​word and are not detached from it by commas.

Non-detached premodifying attributes may be unexpended, be made up ofone word only, or form handcuffs of homogeneous attributes with undistinguishableorientation, as in: a nice girl, a pretty house; crimson, white, and yellow flowers.

Attributes with equalposition(crimson flowers, white flowers, and yellow flowers - crimson, white, and yellow flowers) are usually inter​changeable (yellow, white, and crimson flowers) and are set off by commas (crimson, white, yellow flowers) or joined by a conjunction as they are in the example given above.

Attributes may method a thread with dissimilarsituation, that is, those of them which are closer to the noun method one whole with subsequent words:

her usual (good temper);

a clever (young man) (compare with crimson, white, yellow flowers);

a large black and white (hunting dog).

In the word-group a large black and white hunting dog the adjective large refers to black and white hunting dog, black and white, refers to hunting dog, and hunting refers to dog. This relation of attributes fixed inside a string of them necessitates a immovable order and no comma is used to detached them. The phrase an old lady’s hat allows of two possible interpretations: (An old lady)’s hat and an old (lady’s hat).

If there are relations other than attributive within the string of premo​difying words, the whole string functions as one attribute. In this case they are usually hyphenated, as in:

most deeply-felt emotions; too-new shoes, a word-for-word translation, a brass-coffee-pot-like thing (a 

thing looking like a brass coffee-pot);

a dirty-collar, unbrushed-coat man (a man with a dirty collar and in an unbrushed coat).

One of the illustrative features of English, especially in hypothetical and newspaper style is a cleartendency to form long threads of phrasal attributes (usually called compositional phrases), which direct in a com​pressed form the content of a clause or sentence and which can be easily turned into one, if necessary method words are auxiliary (prepositions, link verbs, etc.) and the morphological changes are introduced, as in:

Fish-breeding plants. (Plants that breed fish.)

Efficient salt-producing mines. (Mines that produce salt efficiently.)

The uranium-supply industry. (Industry that supplies uranium to...)

The last decade’s scarcity of hands in the country. (In the last decade hands were scarce in the country.)

The long-looked-for hours. (The hours which were looked for long.

Detached attributes

A detached attribute is only uncertainlyrelated with its headword and is often elective from the point of view of structure, although very significant semantically. It practices a isolated sense group in speech and is accordingly detached by commas in writing.

A detached attribute may be placed in preposition, post-position, or often at some distance from the headword.

Carrie looked about her, very much disturbed and quite sure that she did not want to work here.

Unlike non-detached attributes, a detached attribute may modify personal and relative pronouns.

Big and strong, he impressed us greatly.

Very often a detached attribute denotes not only to the headword, but also to another part of the sentence, thus forming a double connection. For example, a detached attributesraising both to the subject of the judgment and to the predicate may have in calculation to its attributive meaning some adverbial shadow of meaning, such as conditional, causal, or concessive.

And for a moment I hesitated, unable to start talking (as I was unable to start talking).

Familiar with these details, Michael paid them little consideration (because he was familiar with these details).

     The problem of cataloguing of attributive clauses is a difficult one, and this cataloging we must begin by point in the right direction the term “attributive clause”. So, attributive clauses describe a noun, or a pronoun, in the major clause:
She is a person, whom he importantentirely.
In this sentence the attributive clause “… whom he trusted wholly” expresses the thing of the major clause “a person”.

The attributive clauses itself are alienated into two subtypes: relative and appositive ones. And the relative attributive clauses in their turn are divided into restrictive and non-restrictive clauses.
Attributive clauses utilize as converters to a word of nominal attractiveness, which is generally called the antecedent. Usually an attributive clause nearlysurveys its antecedent, although some types may occasionally be detached. An Attributive descriptive clause is considered by a looser connection with the main clause. Usually it contains additionalmaterial about the antecedent and may be left out without any thoughtfulvariation in the meaning of the main clause. Mainly, Attributive descriptive clauses are recurrently command off. They are linked by the same connectives as limiting clauses, except the relative pronoun that, and a syndetic association hardly ever follows. Forever,
The additional descriptive character of the attributive clause is resoluted by the fact that the antecedent signifies a final person, place, thing, notion, etc. It is either specified by a limiting attribute, or is expressed by a proper name, or else denotes a unique notion (or one specified by the situation).

At this age, which I adjudicated to be near fifty, he watchedtremendously young.

I kept to London, where I stopped for a week.

I checked my father, who assured to assistance me.

She was thinking how little the opening of this war - which had happening that morning at five-eleven with 

the German army’s parading into Poland - was like the opening of the last.

The balancingposition of the attributive clauses can be exposed by the following change of the first sentence decided above.

At this age(and I judged him to be neat-fifty) he looked extremely young.

In formal English relative pronouns and adverbs proclaiming descriptive clauses may also become known in prepositional phrases opening the subordinate clause, for example: according to whichin spite of which,, instead of which, of which, to whom, whenon which,since, etc.; also within nominal phrases of the type: the largest part of which, each of which, many examples of which, during which time, which fact, etc. The relative pronoun approaches in its function the anaphoric demonstrative pronoun this, and the clause can be paraphrased by a coordinate or parenthetical clause. For example:

Then a breakfast was given in his honor, on which occasion many speeches were pronounced (and on 

this occasion many speeches were pronounced).

The medicine was overdid, which fact caused the abrupt death of the patient (and this fact caused 

the immediate death of the patient).

NOTE:

Compounds of where and a preposition, such as whereto,wherefore, whereby, etc., are now limited to tremendouslyofficial English only and are substituted in less formal style by by whichfo,r which, to which, etc.

1. Restrictive attributive clauses join to decideprecisely which noun is being denoted to
Here are examples of attributive clauses:
(1) Restrictive attributive clause: “She liked the processor that she saw in the computer shop last night.” Here, “that she saw in the computer shop last night” is the restrictive attributive clause and it adjusts the noun “laptop.”
(2) Restrictive attributive clause (for a person as antecedent noun): “The writing competition winner was the young girl who wrote about a thin, beardless Santa Claus.” Here, “who wrote about a high, beardless Santa Claus” is the restrictive attributive clause and it changes the noun “girl.”

Nonrestrictive attributive clauses deliver more material about the antecedent noun, but it’s presumed that the precise noun being referred to is already identified by the reader either by framework or logic. For nonrestrictive attributive clauses, the relative pronoun “which” (never “that”) preceded by a comma is used; when the antecedent noun is a person, the relative pronoun “who” is used. A nonrestrictive attributive clause is optional to the sentence; the sentence will remain grammatically and structurally thorough without it.
Here are examples of nonrestrictive attributive clauses:
(1) Nonrestrictive attributive clause: “Many people from the provinces flock to Manila, which is the capital of the Philippines.” Here, “which is the capital of the Philippines” is the nonrestrictive attributive clause, modifying the antecedent noun “Manila.”
(2) Nonrestrictive attributive clause (for a person as antecedent noun): “Let us all congratulate Mr. Roberto Cruz, who as we all know has topped the medical licensure exam.” Here, “who as we all know has topped the medical licensure exam” is the nonrestrictive attributive clause, modifying the antecedent noun “Mr. Roberto Cruz.” 

The next one is  Contact clauses are always restrictive, for both the chief and the subordinate clause widespread each other. Thus in the sentence The hum I had heard was the combined result of their whispered repetitions the clause Ihad heard makes no sense unless the antecedent hum in the key clause brands the meaning of the predicate had heard (and thus the clause itself) inclusive, though correctly the word hum cannot be well-thought-out as the nonstop object of the predicate. Some more examples of the same kind:

He was a man one continuouslydisremembered.

I know where she reserved that packageshe had.

I used to absorb by heart the things they’d written.

This is the nice of job I’d like.

Finally,as can be seen from the above examples, contact clauses are possible only in cases where the antecedent is semantically satisfactory in the position of a direct object, prepositional object, or of a predicative in the subordinate clause.

He was a man one always forgot - One always forgot such a man. 

I used to learn by heart the things they’d written – They’d written things.

Sentences in which the important and the subordinate clauses have a common part which functions as the subject in the subordinate clause are used today only in dialects and in fiction to give the narration local colour. These are called apokoinu sentences:

Perhaps it was his scarssuggested it (his scars suggested it). 

John’s was the last namewould have occurred to me (the last name would have occurred to me). 

The next morning there was a boy came to see me (a boy came tosee me).

  Sentential attributive clause  

An attributive descriptive clause referring to a whole clause, sentence, series of sentences, or even a whole story is called a continuativeor  Sentential  attributive clause  

It is usuallypresented by the connective which, occasionally by that.

When the attributive continuative clause talks about to a sentence, it may be separated by a semicolon, a dash, or even by a full stop.

She lived in two rooms over a teashop, which was convenient, since she could send down for cakes and 

scones if she had visitors. 

There isnothing interesting in this book.

All present were disgusted by his behaviour.

1.3 The Utilization of Attributive Clause in English
As above mentioned, attributive clause plays an important role in the entrance examination. Therefore, we must pay special attention to it. In this paper, its importance and usages will be introduced in detail. Considering its essential part in the entrance examination, students who will become involved it must know how to use it suitably. Star as composition for example, if the students are able to 

make quite a few sentences with the structure of attributive clause, they will be surely given a good mark.

Mostly, attributive clause is a sentence that is used to change a noun or a pronoun, called antecedents in attributive clause, and this noun or pronoun will take up a certain place in the attributive clause, such as a subject, an object, time of an adverb, place of an adverb or reason of an adv. How to choose between relative pronouns and relative adverbs is the key to solving the problems in the entrance examination. As is mentioned above, there are mainly six relative
 pronouns,which are whom, which, that ,who, whose and as. The five words before as will be take part in this part. When it refers to a person, who or who will be considered, Using who, students will certainly know thatthis person will performance as a subject in the attributive clause. 

For example, 

1:men who eat morethan brad a day have a greater chance of
having obesity than those who do not.

2:,who am a friend of mine, will meet to altogether I can help you.
3:The girl who one and all had believed would success a gold medal unsuccessfulfinally.
4:You are the single boy  who can read him.
5: In the past five years, “My heart will go on ”was a popular

song among young people, who were often heard singing it at parties.

Using whom, they must know that it takes the place of an object in it. 

Here are some examples. 

1:We should not spend our money testing so many people,most of whom are healthy. 

2: Madina, for whom money was now no difficulties, began a new factory with his uncle
 3:The onlookers, most of whomwere schoolchildren, adored the concert. 

4: The painter to whom the reviewerprovided a leading is the teacher; by whom I have beentaught painting for ten years.

5: he was so keen on leaving that when he stood in the hall, ready to leave, I did not even think of saying good-bye to the mammy with whom I had eaten and slept for so two weeks.
Instead, when it refers to something, which and that will be used, they

 can be used as a subject, an object and so on. Besides, the two relative 

pronouns can be cancelled when they are used as an object. There are 

some examples that can illustrate it.

1:The movie which(that)is on yesterday was very boring.

2:there is a book which I like to read
3:they are discussing the question which we couldn’t find the right answer. 
4: newspapers that were written by temur can be advertised in this bookstore.
An attributive clause may also be introduced by connectives - relative pronouns(who, whose, whom, what, which, that, as), or relative adverbs (when, where, whence, wherein). The choice of relative word depends on the categorical meaning of the antecedent.Firstly,
Note:

As the word-forms overlap, care should be taken not to complicate relative pronouns and adverbs with conjunctive pronouns and adverbs, which are used to introduce nominal clauses. The difference between the two functions lies in that the relative words al​ways refer to an antecedent, whereas in the case of conjunctive words there is no such reference. Compare the following three sentences:               

It was a gardenwhere he usually relaxes. (a relative adverb)

It waswhere he usually relaxes. (a conjunctive adverb)

     I know where he usually relaxes. (a conjunctive adverb)

The usages of relative adverbs

There are three relative adverbs, which are why, when and where.

First, when the antecedent is about reason, and it acts as an adverb in the 

attributive clause, we will use “why”. For example,

1:I do not know the reason why you didn’t go to school.

2:  why was Teacher white happy today?

Sorry, I don’t know the reason why he was happy.
Second, when the antecedent is about time, and it plays the role of an adverb,“ 

when” will be used. For example, sentence one: Do you still remember the day

 when youjoined the army? In this sentence, the day is an antecedent, and it acts

 as an adverbin the attributive clause. So, when is chosen. Sentence two: 

Occasions are quite rare when I have the time to spend a day with my kids. In it, Occasions are about time,acting as an adv. Therefore, choosing when is correct. Sentence three: We will putoff the meeting until next week, when we won’t so busy. Next week is an antecedent in this sentence, which acts as an adverb of time. So, when is chosen.
 Sentence four:

I will never forget those years when I lived in the country with the farmers.

As is analyzed above, when is used correctly.

1: when did you see her? It was on the day when his house was on fire that I met him. 

 We talked about the teachers and schools that We had visited.
  two: He talked about members and things that they remembered in the school.

Sentence one: Who is the person that is standing at the gate?
Sentence two: Which of us that knows something about biology does not understand this?
Generally speaking, four significantthoughts of attributive clause are exemplified in detail. As a reader, you can catchpassablematerial about attributive clause. Its special importance taken into consideration, we English kept woman, should absolutely know how to master it well. As the proverb says, training makes perfect. Therefore, only by performing more and studying hard can we make greater improvement than before. finally, imagining that you can become what you want, I will be respected.

CHAPTER II Features of CEFR grammar
2.1 General overview of Common European Framework of Reference (CEFR)
Generally speaking, the Common European Framework of Reference for Languages: Learning ,Teaching, Assessment
condensed in English as CEFR or CEF or CEFRL likened to German abbreviations (GeR or GeRS, the French abbreviation CECR,  the Italian QCER, or the Spanish MCER), is a guideline used to defineaccomplishments of beginners of foreign languages across Europe and, gradually, in other countries. It was constructed by the Council of Europe as the chief part of the project "Language Learning for European Citizenship" between 1989 and 1996. Its main aim is to deliver a way of learning, teaching and assessing which applies to all languages in Europe.
 In November 2001, a European Union Council Resolution suggested using the CEFR to set up systems of endorsement of language ability. The six position levels are attractive widely recognized as the European usual for grading an personality's language proficiency.  

A intergovernmental symposium in 1991 titled "Transparency and Coherence in Language Learning in Europe: Objectives, Evaluation, Certification" held by the Swiss Federal Authorities in the Swiss municipality of Rüschlikon started the need for a common European framework for languages to expand the recognition of language diplomas and serviceinstructors co-operate. A project trailed to progress language-level arrangements for guarantee to be standard across Europe. 

The CEFR is also projected to make it easier for edifyingestablishments and employers to appraise the language trainings of candidates to education admission or employment. As a result of the symposium, the Swiss National Science Foundation set up a project to develop levels of ability, to lead on to the manufacture of a "European Language Portfolio" – certification in language capability which can be used across Europe.


A initialform of the Manual for Linking Language Examinations to the Common European Framework of Reference for Languages (CEFR) was published in 2003. This drawn from the tapform was directed in a number of projects, which encompassedinvolving a single test to the CEFR, regarding suites of exams at different levels, and generallessons by assessmentfoods and research associations. Practitioners and academics shared their experiences at a colloquium in Cambridge in 2007 and the pilot case studies and findings were published in Studies in Language Testing (SiLT)
. The findings from the pilot projects then informed the Manual reconsiderationplan during 2008-2009. Since the 1970s the Council of Europe has encouraged an action-oriented line to the explanation of language use. As elaborated in the CEFR this approach is multifaceted, technical and widespread, but its key features may be abridged as follows:

· Language is one of the fundamentals of human behaviour: we use it continuouslyto perform communicative acts. Those acts may be exterior and public. For example, we have discussions with family, friends and colleagues; embrace formal meetings; make speeches and give lectures; write personal and official letters; promote our political views in inscribedpolicies; extend knowledge in our domain of expertise by publishing articles and books. Communicative entertainments may also be inner and isolated. All methods of reading and some forms of listening are examples of this; so too are the many different ways in which we use language for purposes of thinking things through – for example, to idea the spoken or written confession we have to proceed toward absence from an important business meeting, or to prepare ourselves for a challengingdiscussion by trying to get ahead the queries we shall be asked and working out what our reactions should be. Mainly,
· Communicative acts comprise language activity, which is separated four kinds: reception, production, interaction and mediation. Reception entails understanding language produced by others, whether in speech or in writing, while production entails producing speech or writing. Interaction refers to spoken or written exchanges between two or more individuals, while mediation (often involving translation or interpretation) makes messageconceivable between persons or collections who are incapable to connectunswervingly. Obviously, communication and interventioncontain both welcome and construction.

· In order to absorb in language movement, we employ our communicative language competence, which containsinformation (not necessarily conscious) of the words, sounds, and syntactic commands of the linguistic we are using, composed with the capability to use such knowledge in order to know and yield language. 

· The language movementcompulsory to achieve communicative piecesall the timehappens in a context that forcesdisorders and constraints of many alteredmodules. The CEFR proposes four coreprovinces of language use: personal, public, educational and occupational.

· Because outbound acts are always contextualized, our communicative language capability also comprises sociolinguistic and pragmatic mechanisms. Our sociolinguistic competences – another time to be thought of as a amalgamation of (not necessarily conscious) knowledge and ability – enable us to cope with the social and nationalsizes of communicative behaviour, for example, by keep to to social settlements and cultural norms. Working in harness with our sociolinguistic competences, our pragmatic competences underpin our ability to use language correctly to fulfil particular occupations, for example, greeting, leave-taking, requesting, thanking.

· Finally, communicative acts entail the presentation of tasks, and to the extent that they are not routine or unconscious, those tasks require us to use strategies in order to appreciate and/or produce spoken or written texts.

The CEFR does not say how languages should be taught, but it is important to the action-oriented approach that language learning is a variety of language use,
 which means that according to the CEFR, language learning too entails us to use strategies to draw on linguistic resources in order to perform communicative acts. 
The CEFR divides general capabilities in knowledge (descriptive knowledge), skills, and existential competence with particular communicative competences in linguistic competence, sociolinguistic competence, and pragmatic competence. This division does not precisely match beforehand well-known notions of communicative competence, but correspondences among them can be made.The CEFR has three principal measurements: language activities, the domains in which the language activities occur, and the competences on which we draw when we occupy in them.

Language activities

The CEFR differentiates between four classes of language activities: reception (listening and reading), production (spoken and written), interaction (spoken and written), and mediation (translating and interpreting). 

These levels are:


The Council of Europe was recognized to defend human rights, governmentalfairness and the rule of law. In pursuit of these goals it develops continent-wide agreements to normalize the social and legal performs of member states and promotes alertness of a European individuality that is based on shared values and cuts across changed cultures. These concerns describe why the Council of Europe attaches great importance to the maintenance of linguistic and cultural multiplicity and emboldens language learning as a means of stabilizing linguistic and cultural identity, improving communication and shared understanding, and fightingbigotry and xenophobia
.


Language is central to many of the encounters posed by immigration, particularlyaddition and the upkeep of social cohesion. Migrants’ access to education and training in the host country is mainly important, as is recognized by Article 14.2 of the European Convention on the Legal Status of Migrant Workers

In a similar vein, a Report
of the Committee on Migration, Refugees and Population of the Council of Europe’s Parliamentary Assembly noted in February 2005 that “mastery of the multitude country’s language and gaining training, if conceivable in keeping with labour shop demand, are fundamentals if the difficultiespostured by an under-qualified labour force are to be avoided”. The report also detailed the growing tendency of member states to make the granting of citizenship conditional on the achievement of a quantified level of ability in their national or official language. Undoubtedly, language training and language trying have a central character to play in any passablereply to the encounters of migration and the addition of immigrants into the multitudethe social order.



The Council of Europe’s Common European Framework of Reference for Languages(CEFR)
 aims to deliver a transparent, intelligible and complete basis for the embellishment of language programmes and curriculum guidelines, the design of teaching and erudition materials, and the calculation of language proficiency. It is founded on the conviction that language learning outcomes are likely to benefit internationally if syllabuses and curricula, textbooks and examinations are designed by a common thoughtful. The CEFR does not prerogative to be that understanding, but rather a means of promoting various forms of international collaboration out of which such understanding can arise and gradually be refined. It is thus an apt basis on which to develop a European response to the linguistic challenges of migration. 

There is a further aim why the CEFR is centrally pertinent to policy development in this area. In harmony with the Council of Europe’s key aims, it assigns central importance to the plurilingualism of the individual, which it differentiates from the multilingualism of geographical regions. A plurilingual repertoire encompasses the language diversitymentioned to as ‘mother tongue’ or ‘first language’ and any number of other languages or changeseducated to any level of proficiency. In multilingual areas some individuals may be monolingual and others plurilingual. This side places not languages but those who speak them at the centre of language policies. The emphasis is upon valuing and developing the ability of all individuals to learn and use several languages. The goal is to endorse linguistic understanding and cultural sympathetic as a foundation for democratic nationality.
2.2 Common Reference Levels and self-assessment grid of CEFR
The CEFR’s action-oriented approach to the report of linguisticcustomchains what might be defined as the horizontalaspect of language education and instruction. At any level of proficiency it enables us to consider how the capacities of the language learner, the different aspects of language activity, and the conditions and limitations imposed by situation combine to form communication. But the CEFR also has a verticalaspect: it uses some shares of its descriptive apparatus to define language expertise at six levels arranged in three bands – A1 and A2 (basic user); B1 and B2 (independent user); C1 and C2 (proficient user). We can use these common reference levels as a starting point for the elaboration of language syllabuses and syllabus guidelines, the design of learning materials, and the charge of learning conclusions. We can also use them to plot the improvement of individual language learners over time and as a basis for comparing language courses, textbooks, examinations, and experiences. It is significant to accentuatethat the levels are not normative. The CEFR should rather be thought of as “a concertina-like reference tool that educational authorities can increase or contract, intricate or assessment, according to the wants of their context”.


As we have seen, the action-oriented methodsuggests that when we makeforthcoming acts we use approaches to make suitable and effective usage of our linguistic properties. Accordingly, the common reference levels are definite by three unlike kinds of scale. The first is concerned with language activities, what the learner/user can do in the target language at each level: the CEFR presents  scales of listening, reading, spoken interaction, spoken production and writing, which are concise in the self-assessment grid (Table 2 in the CEFR; see Appendix 1 of this document). The second kind of scale refers to the strategies we practise when we achieve communicative acts, for example, development our words or compensating for gaps in our proficiency. And the third kind of scale focuses on our communicative language competence: the words we know, the degree of grammatical accurateness we can attain, our control of the sounds of the language, and so on. In order to recognize the common reference levels fully it is essential to read these three kinds of scale in interaction with one another, because each aids to define the other two.


The common reference levels were distinct partly by put onsuitable statistical actions to the judgements of practisededucators.
 Those educators were drawn from Swiss lower and upper secondary schools, vocational schools and adult education. In other words, jointly they were anxious with linguisticstudents who extended in age from early youthful to grown. This may benefit to explicate an important feature of the communalsituationpoints when they are regarded as a continuum: they describe a trajectory of learning from beginner (A1) to advanced (C1 and C2) that in most educational systems is completed only by a minority of learners after many years of learning. What is more, from B2 upwards the language activities described by the CEFR progressivelycooperate with momentousenlighteningattainment and the practice of specific academic, professional or occupational skills. Deliberate the following three “can do” descriptors, taken more or less at random from the CEFR’s illustrative scales:

B2 – Reading for information and argument: Can findevidence, notions and feelings from veryparticularfoundations within his/her field.

C1 – Listening as a member of a live audience: Can trail most sermons, thoughts and disputes with relative ease.

C2 –Writing reports and essays: Can crop clear, effortlesslysmooth, complex reports, articles or essays which contemporary a case, or spring critical appreciation of proposals or literary works.

It is impossible to master any of these tasks purely by sitting in a language classroom; we absorb to make them only by charming in extensive real-world communication, and this should assist to prompt us that in the action-oriented approach language wisdom is a variety of language use. 

At this point it may be suitable to summarize the outgoingchoice of the consecutivemutualposition levels, picture on the broad summary provided in Chapter 3 of the CEFR:

· At Level A1 learners “can 

· interact in a simple way, 
· ask and answer simple questions about themselves, where they live, people they know, and things they have, 
· initiate and respond to simple statements in areas of immediate need or on very familiar topics, 

rather than relying purely on a very finite studied, lexically ordered repertoire of situation-specific phrases”.
 In other words, A1 is the first discernable level of ability at which learners can cartel elements of the boardlinguistic into a personal if still very limited talkativerange. 

In listening learners at A1 level can distinguish and understand familiar words and very undeveloped phrases that mostly refer to their particular situation and their immediate materialbackgrounds, always provided that their discussers speak evidently and leisurely. In reading they can know and comprehend names, words and very simple sentences with the same inadequate range of reference. They can engage in very humblespoken interaction, asking and answering very simple questions, but their interlocutors must again speak slowly and be prepared to duplication and rephrase. In spoken production they can use simple phrases and sentences to say where they live and who they know; and they can write a short simple text (e.g., a message on a postcard) and fill in a form with personal details. In spontaneous language use, A1 learners have only limited control of a few simple grammatical structures and sentence patterns that they use to exploit their basic repertoire of secluded words and phrases. They can link words or phrases with very basic connectors. 

· At Level A2 “the majority of descriptors stating social functions are to be found, like 

· use simple everyday polite forms of greeting and address; 
· greet people, ask how they are and react to news; 
· handle very short social exchanges; 
· ask and answer questions about what they do at work and in free time; 
· make and respond to invitations; 
· discuss what to do, where to go and make arrangements to meet; 
· make and accept offers. 
Here too are to be found descriptors on getting out and about: 

· make simple transactions in shops, post offices or banks; 

· get simple information about travel; 

· use public transport: buses, trains, and taxis, ask for basic information, ask and give directions, and buy tickets; 

· ask for and provide everyday goods and services”.

Between A2 and B1 the learner develops a more active contributor in conversation providing that his/her interlocutors offer support and permit for limitations.  

In listening beginners at A2 level can comprehend a increasing number of everyday phrases and an increasing quantity of highest-frequency terminology, especially when it has instant personal significance; they are also talented to catch the main point in short, clear declarations. In reading they can appreciate very short, simple texts and find precise, expectable information in texts that they cannot recognize in detail (e.g., written notices and directions). In spoken interaction they can realize simple and routine tasks that involve the direct exchange of information and they can involve in very short communityrelations. In spoken productionthey can use a series of phrases and sentences to pronounce in unpretentious terms their intimate and other publics, where they live, where they work, and their central leisure comforts. They can write short, simple notes and messages and a very simple personal letter. In spontaneous language use A2 learners can use basic sentence patterns and remembered phrases to argument a limited range of information in unpretentious everyday situations. They have appropriate vocabulary to precise basic communicative needs and can link phrases with simple connectors. They can use some unassumingedifices correctly but they still make undeveloped mistakes.

· Level B1 “reflects the Threshold Level specification for a visitor to a foreign country and is perhaps most categorized by two features. The first feature is the ability to maintain interaction and get across what you want to in a range of contexts, for example: 

· generally follow the main points of prolongedargument around him/her, as long as speech is clearly articulated in standard dialect; 
· give or seek personal views and feelings in an relaxedconversation with friends; 
· prompt the focal point he/she wants to make clearly; 
· activity a wide choice of simple language compliantly to rapid much of what he or she desires to; 
· continue a conversation or chat but may sometimes be difficult to survey when trying to say exactly what he/she would like to; 
· keep going clearly, even though resting for grammatical and lexical plan​ning and repair is very apparent, especially in longer stretches of free production. 

The second mouth is the ability to handle flexibly with difficulties in everyday life, for example 

· cope with less repetitivestatus quo on public transport; 
· see to most situations likely to get to your feet when making transportableprovisions through an agent or when truly traveling; 
· enter spur-of-the-moment into discussions on familiar topics; 
· make a complaint; 
· take some enterprises in an interview/consultation (e.g. to bring up a new subject) but is very needy on interviewer in the interaction; ask someone to clarify or elaborate what they have just said.”

Between B1 and B2 learners are able to exchange increasingly large quantities of information.

In listening B1 learners can understand the main points of clear standard speech dealing with familiar topics that they encounter regularly; they can also follow many radio and TV programmes, provided that delivery is relatively slow and clear. In reading they can under​stand texts that describe situations and events in mainly high-frequency language; they can also appreciate the expression of feelings and wishes in personal letters. In spoken inter​action they can engage with confidence in unprepared exchange provided that topics are familiar and of personal interest or pertinence; they can also cope with most situations likely to arise when relating with native speakers. In spoken production they can connect phrases in a simple way to tell a story or give a report, and they can temporarilyclarify their feelings and devices. They can write simple related text selling with topics that are familiar to them or of personal interest, and they can markspecial letters recounting their experi​ences and impressions. In spontaneous language use B1 learners have enough linguistic to get by and adequatelanguage to behavior routine everyday communications and interconnect about familiar states and topics. They are practicallycorrect in arranging a stock of frequently used practices and shapes, and they can relationship a successions of disconnectedessentials into a connected sequence.

· Level B2 “signifies a new level as far above B1 […] as A2 […] is below it. It is intended to reflect the Vantage Level specification.
 The metaphor is that, having been rolling slowly but steadily across the midway plateau, the learner finds he has at home somewhere, things look different, he/she acquires a new perspective, can look around him/her in a new way. This perception does seem to be borne out to a sizeable extent by the descriptors regulated for this level. They epitomize quite a break with the happy so far. For example at the lower end of the mob there is a focus on current argument: 

· account for and sustain his opinions in discussion by providing relevant explanations, arguments and comments; 
· explicate a viewing platform on a interesting issue giving the returns and shortcomings of countlesspossibilities; 
· paradigm a chain of analytic argument; 
· develop an argument giving reasons in support of or against a particular point of view; 
· describe a difficult and make it clear that his/her equal in a negotiation must make a concession; 
· venture about causes, penalties, hypothetical states; 
· take an active part in informal conversation in familiar settings, commenting, putting point of view clearly, appraising alternative suggestions and making and retorting to hypo​theses. 

Secondly, successively right through the level there are two new attentions. The first is being able to more than clutch your own in social discourse: e.g. 

· converse naturally, fluently and effectively; 

· appreciate in detail what is said to him/her in the typical spoken etymological even in a noise environment; 

· recruit discourse, take his/her turn when right and end talk when he/she needs to, though he/she may not always do this elegantly; 

· usage stock phrases (e.g. ‘That’s a difficult question to answer’) to gain time and save the turn while formulating what to say; 

· cooperate with a degree of fluency and spontaneity that makes regular contact with native speakers quite possible without imposing strain on either party; 

· regulate to the changes of course, style and importance normally found in conversation; 

· sustain affairs with native orators without involuntarily amusing or irritating them or necessitating them to behave other than they would with a native speaker. 

The second new focus is a new degree of language awareness: 

· correct faults if they have led to misunder​standing; 

· make a note of ‘favourite mistakes’ and deliberatelyscreen speech for it/them; 

· generally correct slips and errors if he/she becomes conscious of them; 

· plan what is to be said and the incomes to say it, seeing the effect on the recipient/s”.

In listening B2 learners can recognizeprolongeddialog that encompasses complex lines of disagreement provided that the topic is practically familiar; they can also know most radio and TV programmes in the dialect they are familiar with. In reading they can appreciate articles and intelligences that rapiddefiance and viewpoints, and fashionablestorybookstyle. They can absorb with some facility and extemporaneity in spoken interaction and sharevigorously in debate. Regular interaction with innate speakers is quite likely. In spoken production they can bounce clear, thoroughmetaphors, explain their viewpoint, abridge the opinions of others, and weigh recompenses and disadvantages. They can writepure, detailed text wrapper a wide assortment of subjects; they can develop an disagreement, giving reasons for and against; they can communicate detailed information and highlight the personal meaning of events. In spontaneous language use B2 learners have a sufficient range of language to be able to give clear descriptions and promptviewing platform. They have a good range of terms to deal with most general topics and their own different interests. They have a relatively high degree of grammatical switch and are able to use a limited number of consistent devices to link sounds into clear, coherent sermon. The errors they make do not weaken communication and they are often able to self-correct.
· Level C1 is characterized by “good access to a broad range of language, which allows fluent, spontaneous communication, as illustrated by the following examples: 

· Can direct him/herself confidently and artlessly, almost smoothly. 
· Has a good understanding of a broad lexical repertoire allowing breaks to be cheerfullyoverawed with circuitousness. 
· There is little obvious searching for expressions or avoidance strategies; only a conceptually difficult subject can hinder a natural, smooth flow of language”.

· Level C2 “is not planned to imply native-speaker or near native-speaker competence. What is intended is to illustrate the degree of precision, appropriateness and ease with the language which symbolises the speech of those who have been highly effective learners. Descriptors calibrated here include: 

· transfer finer shades of meaning accurately by using, with even-handed accuracy, a wide range of reform devices; 
· has a good command of idiomatic expressions and colloquialisms with mindfulness of connotative level of meaning; 
2.3 Grammatical criteria features of B1 level
The CEFR distinguishes six levels of ability in terms of meanings, that is the diverse uses to which dialectal can be put and how apprentices learn to use language in dissimilar ways as they principal a second (or subsequent) language. The CEFR does this by as long asdescriptive descriptors in the form of Can Do statements (given in Table 1 above), for example, A2 level learners 'Can comprehendcondemnations and frequently used languagesconnected to areas of most direct application whereas at the next level up, B1, learners 'Can appreciate the main points of clear average input on accustomed matters regularly bump into in work, school, leisure, etc.

These descriptive descriptors do not deliver any language-specific details about the grammar and lexis that are characteristic of each proficiency level as the CEFR's authors planned it to be impartial with reverence to the L2 being developed so as to be commonlylikeminded across European languages, for example agreeing a given level of expertise in L2 German to be equal with a consistent level in L2 French or English. The CEFR is therefore purposely"underspecified" with admiration to key linguistic landscapes that teachers or evaluators look for in a learner's L2 manufacture when they seek to allocate a preciseability level.
 Learners can achieve any of the meanings in the CEFR's expressive descriptors by using a wide variety of grammatical structures and words, and the ability to "do" the task does not signpostexactly how a learner does it or with what grammatical and lexical properties of English (or of another target language).

With respect to grammar the EP Programme intentions to offerposition level metaphors (RLDs) that embrace grammatical and lexical details of English to encompass the CEFR's functional characterisation of the different levels, primarily using the Cambridge Learner Corpus (CLC). This is done via criterial features, defined on page 6 and further epitomized below, which is central to the approach taken within the EP Programme to specify the reference levels for English.

The basic idea behind the criterial structures concept is that there are positive linguistic belongings that are representative and symbolic of L2 proficiency at each level, on the basis of which teachers and examiners make their appliedcalculations (alongside the extent to which a learner fulfills the communicative jobs required by the activity undertaken). In the area of grammar, English Profile aims to establish which grammatical countryside distinguish learners at each level of the CEFR, in other words what structures are used, for example, by students at B1 level but are not fully acquired by learners at A2 level and, similarly, what structures do B1 students not appear to master until they have progressed to B2 level. The explicit documents of these distinguishing properties for grammar and lexis will add the compulsoryplan of linguistic structures to the CEFR's functional descriptors for each of the levels. For grammar this will have considerable practical benefits for the learning, teaching and assessment of English, together with relatedsuppliesprogress and curriculum planning activities
.

In what follows, we provide a description about what learners know in terms of grammar at A2, B1, B2, C1 and C2 levels on the basis of a list of linguistic features we have identified as being "criterial", i.e. indicative of these levels. We should note that criterial features are linguistic properties that are not meant to capture all language features that a learner uses at a certain level but distinguish a level from adjacent higher and lower levels. In the area of grammar, we focus on two types of criterial features 

In addition to being searchable lexically and by error type, the CLC is, to the best of our knowledge, the only learner corpus of English that can also be examined syntactically, i.e. for specific grammatical relations and patterns. This is thinkable because the CLC has been syntactically analysed using RASP (Robust Accurate Statistical Parser), a state-of-the-art involuntary text parsing system developed at the University of Cambridge Computer Lab (Briscoe, Carroll & Watson 2006) and further unconventional within the context of English Profile Programme.
 Combining grammatical information and statistical designs, the RASP system gives part-of-speech tags to individual words, groups words into phrases by creating parse trees and extracts the grammatical relations between these phrases. The application of RASP to the CLC by a team of computational linguists enables detailed and highly accurate syntactic studies of learner English, allowing a recording of learner syntax and error patterns across the CEFR levels.

The findings reported here are mostly from Hawkins & Filipovic (2011) but also from O'Keeffe & Mark (in preparation), defined in pedagogic terms and enriched with CLC learner examples by the Cambridge English Profileteam. These findings reflect the CLC as it presentlyattitudes. Since English Profile is a long-term programme of research, the list of criterial features presented here will be enhanced and corrected as more examination and non-examination learner corpus data become available to the Programme.

Grammatical criterial features

This delivers a comprehensive record of all grammatical criterial features identified thus far and gives four types of information:

a) a summary of grammatical criterial features that differentiate each level, with example utterances from learner English followed by a more comprehensive description at each level

b) instances of more detailed grammatical Reference Level Descriptors 

c) samples of error types that significantly improve between adjacent levels 

d) an specimen of how a grammatical feature develops in learner language across the CEFR levels (O'Keeffe & Mark in preparation) 

Grammatical criterial features that distinguish each level

	Level
	Examples from the CLC at the appropriate level
	Some key features

	A2
	· We came back and went to bed

· I distinguish that you have a new house too

· There are lovely paintings dyed by famous Iranian painters

· What are you going to wear?

· I want to buy a coat

· ... something to eat

· We must stay there at 7 o'clock in the before lunch.
	· Simple sentences

· Sentences with clauses linked by that
· Descriptive phrases announced by a past participle

· Simple direct wh- questions

· Simple sentences using infinitives

· Other infinitives

· Some modals

	B1
	· Maria saw him taking a taxi

· . this famous painter whose pictures I like so much

· Estimate where it is?

· This is what I think

· I ordered him to fold my men.

· The train station is easy to find.

· would rather, had better

· I have invited all his friends, so we should be 28 people.
	· -ing clauses

· Whose relative clauses

· Indirect questions

· Clauses with what as subject/object

· Verb+object+infinitive

· easy + infinitive

· Some complex auxiliaries

· Additional modal uses

	B2
	· Talking about spare time, I think we could go to the Art Museum

· It would be cooperative to work in your assemblage as well.

· What originated after was what really changed my summer!

· I told him I loved his songs.

· ... proved to be wrong, turned out to be..., expected to...
	· -ing clause before the main clause

· It + verb + infinitive phrase

· Wh-clause as subject of main clause

· Reported speech

· Lexically-specific verbs/adjectives  infinitive

	
	· I believe her to be this country's best demonstrative.

· Might I tell you what we [should/will] discuss?
	· Lexically-specific verbs + object + infinitive

· Might for permission

· Fewer grammatical errors with agreement, countability or word formation

	C2
	· They affirm some goods to be the hits of the season
	· Some new lexically-specific verbs + object + infinitive

· Longer utterances with greater accuracy


As far as B1 is concerned, it can first of all be well-known that learners typically remain to write increasingly longer decrees as they go up the levels. The mean length of a B1 utterance is 10.8 words in comparison with 7.9 at A2 level and 14.2 at B2 level. One reason for the cumulative length is that beginners are able to handle more complex sentences. For example, they crop sentences containing -ing clauses, which shadow and match the direct object of a main clause: Maria saw him taking a taxi (B1.2) or which function as adverbs and follow the main clause they adapt: He was sitting there, drinking a coffee and writing something (B1.11). Interestingly, placing the -ing clause before the main clause as in Talking about spare time, I think we could go to the Art Museum, is a feature that characterises B2 users of the language (B2.1).

There are a number of other types of complex sentence that look as if to be criterial at B1 level. While learners may cope well with simple relative clauses using who and which at lower levels, the use of whose as a relative pronoun is typical of this level e.g. I met a very nice boy whose name's John (B1.6). Indirect questions similarly give the impression to be a indicator of B1 language e.g. Guess where it is, I don't know what to do (B1.8-9). Simple clauses launch with what (.what I think, What I saw.) acting as either the entity or business of a main sentence are also effectively used by apprentices at this level, for example, This is what I think, What I saw was so amazing (B1.7).

B1 learners are getting more poised in using the infinitive in more complex structures. While A2 level students cope well with verb + infinitive (e.g. I would like to buy... or I want to sett... A2.5), at B1 level students make use of structures consisting of verb + object + infinitive, with or without to e.g. I would like you to come, I want you to do it, I aided him bake the cake (B1.1). In addition, there are a number of other uses of infinitives linked with specific language items that seem to feature as typical features of a learner having reached B1 (B1.12-14). The level-significant word in each case is bolded fashionable the following examples: Monica seems to be good. I wastheoretical to go to the English class (B1.12). Your friends expect you to devote an astonishing holiday with them. I would like you to spend a weekend at my house. I want you to say hi [to] everybody (B1.13). The train station is easy to find (B1.14).

Different auxiliary and modal uses help to chart a learner's development from one level to another. As far as B1 is afraid, the complex auxiliaries would rather and had better are characteristictypes of a B1 learner (B1.10). So also are certain modal uses such as may for permission (May I borrow ....), must for logical necessity (He is having a great time and must be really happy there) and should for probability (I have invited all his friends, so we should be 28 people) (B1.16-18). The number of error types that meaningfullyrecover from A2 to B1 is fairly modest, and developments focus on the use of quantifiers (e.g. some, a lot of, any, several, other, every etc.).

To sum up, the B1 language user has mastered the basic structures of the language and is beginning to attempt to produce more complex language.

	
	Structure/feature

	Bl.l
	Verb + object + infinitive

[Verbs with object-controlled infinitival complements NP-V-NP-VPin fin]

These are complex clauses comprising a main clause with a Verb followed by a Noun Phrase and a accompaniment clause with an infinitival Verb (to+Verb) with or without to (e.g. 1 helped her (to) bake the cake). The Noun Phrase her is the undeviating object of the highest verb and the sound subject of the infinitival Verb.

	B1.2
	Verb + object + Verb ending in –ing
[Verbs with object-controlled -ing complements NP-V-NP-VPing]

These are clauses start with a Noun Phrase and a Verb followed by another Noun Phrase and a Verb ending in -ing (e.g. 1 caught him stealing). The Noun Phrase him is the direct object of the main Verb and the logical subject of the Verb ending in -ing.

	B1.3
	Noun + descriptive phrase introduced by present participle [Postnominal modification with -ing]
These are phrases entailing of a Noun Phrase followed by a Present Participle ending in -ing (e.g. the boy walking down the road).

	B1.4
	It + Verb + subordinate clause with or without that [It Extraposition with finite clauses]

These are complex clauses enclosing one central clause commencement with It and a Verb Phrase, followed by a subordinate foil clause starting with that and containing a finite Verb (i.e. a verb that is inflected for person or tense) (e.g. It doesn't matter that she is not here). The use of that is optional (e.g. It is a pity (that) they cannot come).

	B1.5
	Verb + Prepositional Phrase + subordinate clause with or without that [Verbs with a PP plus finite complement clause, NP-V-PP-S]

These are complex clauses beginning with a Noun Phrase followed by a main Verb that takes as complements a Prepositional Phrase and a subordinate complement clause starting with that and containing a finite Verb (i.e. a verb that is inflected for person or tense) (e.g. They admitted to the authorities that they had entered illegally). The Prepositional Phrase to me is the indirect object of the main Verb admitted and the secondary clause is the direct thing of the Verb. that at the beginning of the subordinate clause can be overt or can be omitted (e.g. They admitted to the authorities (that) they had entered illegally).

	B1.6
	Relative clauses with whose
[Relative clauses formed on a genitive position]

These are relative clauses beginning with whose (i.e. WH-word in the genitive) and are followed by another Noun Phrase (e.g. whose pictures).

	B1.7
	WH-word + Noun Phrase + Verb clauses used as subject or object [Pseudoclefts type (i) WH-NP-VP]
These are subordinate clauses beginning with a WH-word (e.g. what) followed by a Noun Phrase and a Verb (e.g. what 1 like). The WH-word is the direct object of the Verb in this clause (i.e. what is the object of like). The Pseudocleft type (i) structure typically appears within another sentence as a subject (What 1 like is watching football) or as an object (complement) after the Verb be (This is what 1 like)

	В1.8
	Indirect WH-questions

These are subordinate clauses beginning with a WH-word (e.g. what) followed by a Noun Phrase and a finite Verb, i.e. a verb inflected for person and tense (e.g. he asked what he should do).

	В1.9
	Indirect WH questions with infinitive

These are subordinate clauses beginning with a WH-word (e.g. what) followed by a Noun Phrase and an infinitival Verb (to+Verb) (e.g. he explained how to do it).

	В1.10
	Complex auxiliaries WOULD RATHER and HAD BETTER

These are complex auxiliaries that consist of a Simple Auxiliary and an Adverb (e.g. would rather, had better) and are followed by a Verb (e.g. 1 had better improve my game).

	Bl.ll
	Adverbial subordinate clauses with -ing that follow the clause to which they are attached

These are subordinate clauses with verbs conclusion in -ing (e.g. walking down the road). These subordinate clauses have an adverbial function and can follow the main clause (e.g. he pumped into a lamppost walking down the road).

	B1.12
	seem, supposed (adjective) + infinitive [Subject-to-Subject Raising, NP-V-VPinfin]

These are complex clauses covering a chief clause beginning with a Noun Phrase and followed by the Verb seem (e.g. John seems) or the Verb be and the Adjective supposed (e.g. John is supposed) and a subordinate clause with an infinitival Verb (to+Verb) (e.g. John seems/is supposed to be good). In the Subject-to-Subject Raising constructions, the subject of the focal Verb is also the logical subject of the infinitival Verb and it has moved out of its subject position within the subordinate clause to convert the subject of the main clause (hence 'Subject-to-Subject Raising').

	B1.13
	expect, like, want + object + infinitive [Subject-to-Object Raising, NP-V-NP-VPinfin]

These are complex clauses containing a main clause beginning with a Noun Phrase and the Verbs expect, like or want (e.g. John expects), followed by a Noun Phrase and a subordinate clause with an infinitival Verb (to+Verb) (e.g. John expects her to come to the party). The Noun Phrase her is the direct object of the main Verb and the logical subject of the subsidiary infinitival clause, and it has moved out of its spot as the subject to become the direct object of the core clause (hence 'Subject-to-Object Raising').


Chapter III Methodological framework of teaching Attributive clause in present day English

3.1 The ways of teaching attributive clause to B1 level students

Generally speaking, they are not the simplest English grammatical creation, and most students don’t test them until they are broadminded in their English studies. Relative clauses, nevertheless, shouldn’t be left to the very end of a student’s grammar program. They are beneficial and cooperative for students who still have a lot to learn when it comes to English and these dependent clauses don’t have to be that complicated.Relative clauses are sometimes called adjective clauses and follow the noun which they describe. They are independent clauses which springextrasubstantial about a noun in the core clause, and the follow that noun in the complex sentence they create. Dependent clauses start with a relative pronoun: that, which, where, when, who, and whom (though whom has fallen out of everyday convention and often sounds excessively formal when used). Whose is also used as a relative pronoun but must be shadowed by a noun in the dependent clause. The correct relative pronoun depends on what noun the relative clause pronounces.

The easiest way to communicate relative clauses to your students is to jump with two simple sentences, two independent clauses, which comprise the same noun.

Two become one

· The boy is tired.

· The boy is carrying a heavy backpack.

· The boy is tired.

· who is carrying a heavy backpack

We at the moment have a simple sentence and a relative clause. All that remaindersare to position the relative clause after the noun it defines in the key sentence (independent clause).

·  The boy who is carrying a heavy backpack is tired.

We have the same info in this one sentence as we had in the two innovative simple sentences. The complex sentence, however, is more natural conversation and more stimulating.

· Relative clauses don’t have to describe the subject of a key clause. We can formulate active descriptive clauses for nouns which act in dissimilarsites of a sentence. In the following sentence, the book is in the thinglocation in both simple sentences.

· I saw the book.

· The boy had the book.

In these sentences, “the book” is the noun which appears in both sentences, and since it is a thing we will use the relative pronoun “that” in the relative clause

· I saw the book.

· the boy had that

If we were to syndicate these clauses as is, we would find that the resultant sentence is ungrammatical and makes little sense. (I saw the book the boy had that.) Because the noun in the relative clause is in the object position, we must take one more step before linking the clauses into an accurate complex sentence. We must first move the relative pronoun to the beginning of the clause, and then we can subordinate the clauses to make a composite sentence.

· That the boy had

 We then place the relative clause after the noun in the simple sentence to form the complex sentence.

 In the two examples we have looked at so far, the relative clauses were used to classify the nouns in the sentence. In other words, we could have been chatabout any boy or any book. The information in the relative clause supportsclassify exactly which boy or which book we are talking about. Because of this, these clauses are called restrictive relative clauses. But not all relative clauses are used to classify a generic noun. Sometimes, the information in the main clause alone is enough to identify it, and the relative clause simply stretchessupplementary information about that noun. They are not the simplest English grammatical construction, and most students don’t outbreak them until they are eccentric in their English studies. Relative clauses, however, shouldn’t be left to the very end of a student’s grammar curriculum. They are useful and cooperative for students who still have a lot to absorb when it comes to English and these dependent clauses doesn’t have to be that intricate.Relative clauses are sometimes called adjective clauses and follow the noun which they describe. They are dependent clauses which give additionalmaterial about a noun in the core clause, and the follow that noun in the complex sentence they create. Dependent clauses start with a relative pronoun: that, which, where, when, who, and whom (though whom has fallen out of everyday use and often sounds excessively formal when used). Whose is also used as a relative pronoun but must be followed by a noun in the dependent clause. The correct relative pronoun be governed by on what noun the relative clause describes.

Take the subsequentinstances:

· John Milton wrote the book Paradise Lost.

· He is my favorite author.

Because we have his name in the first sentence, we know who John Milton is. The fact that he is the speaker’s favorite author is additional information. We do not need it to identify John Milton. We can still rewrite the second sentence as a relative clause. We follow the same process as in the examples above, but in this case we have one more thing to talk about: punctuation

· John Milton, who is my favorite author, wrote the book Paradise Lost.

This time, the relative clause is offset by commas because it is extra information; it is not necessary to identify the noun in question. Students often get confused when to use commas and when not to when it comes to relative clauses. Simply put, if the relative clause identifies a generic noun, do not use commas. When the relative clause gives extra information about the noun, offset it with commas. These are known as non-restrictive relative clause.

· I lost that thing that you use to control the television.

Most listeners would have little problem sympathetic that the isolated was lost. Using this structure, ESL students can reference any object even if they do not know specific language word for it.

· What is that thing where you cook meat over an open fire? A grill.

In addition, relative clauses can help your students appreciate the meaning of unaware words they come across. When a nonnative speaker asks what a particular word is/means, she will very likely receive a classification using relative clause.

· Who is an astronaut?

· He is a person who explorations into outer planetary.

· What is sorbet?

· It is a type of ice-cream that is made with fruit and no milk.

Though the language learner may not have known the sense of astronaut or sorbet, they can comprehend the explanation if they know how to use relative clauses.

When your students are familiar with relative clauses and can use them in their every daylight speech, they will have a valuable tool.

They will be able to positively communicate even when they lack the vocabulary to communicate candidly. Though they may be a somewhat complex grammatical structure, relative clauses are key to being unstated and understanding others for students.

At what point do you teach relative clauses to your students?

These are grammatically correct sentences, but they aren’t very interesting or very realistic for fluent speech. The best strategy, then, is to combine them to make one more interesting and complex sentence. “The boy” is a noun which appears in both sentences, so we can use a relative clause to combine these two simple sentences into one complex sentence. First, help your students form the dependent clause. Start by swapping the noun in one of the sentences with the proper relative pronoun. In this case, the boy is the focus of the sentence and is a person, so we will change it with who to form the relative clause

The relative pronouns that, which, who and whose:

· The woman who is upright over there is my sister.

· The lion is an animal that lives in Africa.

· The director whose film we just examined is from the United States.


 

Relative Clauses, Subject and Object Pronouns and the Relative Adverbs (RC1.3)
Here we demonstrate how relative pronouns can be either the subject or object of a clause:

· The woman who is standing over there is my sister.

· The woman who I met yesterday works at the local bank.

And the relative adverbs:

· I don’t understand why he didn’t take the job.

· This is the city where I was born.

· I can’t remember when we were supposed to meet.

Relative Clauses with who and whom (RC1.4)
We introduce the usage of whom as the object pronoun for people, and the differences in register:

· The woman whom I invited to my party vs. The woman who I invited to my party.


 

Prepositions in Relative Clauses (RC1.5)
We introduce the relative adverb substitution rule so that students understand the difference in form and usage of sentences, such:

· The city in which I lived. vs. The city which I lived in. vs. The city in which I lived.

Defining and Non-defining Relative Clauses (RC1.6)
Here we look at how intonation variations for what are also known as Restrictive, and Non-restrictive Relative Clauses, and their difference in meaning:

· My brother who lives in Brazil is a farmer.

· My brother, who lives in Brazil, is a farmer.

Shortening Relative Clauses (RC1.7)
Here we demonstrate the reduction of relative clauses in particular situations:

· The man (who is) standing at the bus stop looks tired.

· The woman (who was) sent to jail committed theft.


 

Quantifiers with Relative Clauses (RC1.8)
In the final lesson of our series, we scrutinize how quantifiers can be used with relative clauses, such as:

· I examined many movie industry last year, two of which were concentrating by Spielberg.

· I have many good contacts, most of whom breathing in my city.

1.Put this chart on the board or create a worksheet[image: image7.png]Noun General Category Detailed description of noun; How it

f Noun iffers from other nouns in the gr¢
Hiphop music uses rhyme, not melody,
to make a song.
The monarch butterfly migrates thousands of

kilometers in winter.




2.Discuss and ask students to make a similar large chart using 3-5 nouns from their culture that foreigners might not know about.

After the chart is finished like the one above:

3. Ask students to add the verb 'is' after each noun in the first column.

4. Ask students to add the phrase, 'a kind of' after the word 'is'.

5. Ask students to add a comma after the word under the second box

6. Ask students if they know a word that can attach the words underneath the third box to the words under the second box. Then ask them to put that 'that' or 'which' see usage note at the bottom of this page).

Activity:

If you have a class with students from the same nation, ask each schoolgirl to standby the Noun under the first box with the word, 'this' i.e., This is a kind of American music that uses rhyme words, not songs, to make a song. The other students listen and try to guess what that noun is. Guessing should be easy if the chatterer's relative clause was sufficiently detailed. Have each student revenue turns to get maximum repetition. If students are from different countries, have them write things that are unique to their culture and tell the others.

Variation: If students are shy to speak in front of the whole class, line them up in two rows, standing facing each other. Have them choose one of their relative clause sentences and say it to the person across from them. Keep the line moving so that students are constantly meeting new partners and practicing and repeating their sentences with the relative clauses.

Repeat the chart and the above activity with 'where' and ’when’:   

[image: image8.jpg]Name of Place Place Whatis special about the place?

Bali an island in you can hear gamelon music.
ijs Indonesia \here
Cancun a resort in students go for spring break.

Mexico




If you have time, you can add relative clauses with 'whom' for students to practice.

Some notes about the usage of 'that' and 'which' (students will surely ask you this question). When a relative is used to describe something like I did in the above examples, both which and that can be used.
 But if the relative clause just gives extra material about the noun, only which should be used. i.e., in the middle of a sentence. Lemongrass, which is used frequently in Thai cooking, is not easy to discovery in America .It would not be decent to say, Lemongrass, that  is used in Thai cooking, is not easy to find in America.

3.2 Interactive exercises of attributive clauses for teaching B1 level students

Relative clauses are significant and we utilize them continually in the English language. We just cunsume them naturally, never make mistakes and use abridged relative clauses all the time without even understanding it. The problem comes when teaching qualified clauses to students because while vital, it’s  something that most students aren’t confident in, and it’s also substantial on the grammar and metalanguage (language used to talk about language-“reduced relative clause”. Relative clauses are an extremely useful structure for students to learn early in their English studies. They may not make for the most simple grammar lesson, but they are substantiallyreal-world for students who are still learning. ESL students will find two situations in which relative clauses aid them link. Firstly, your ESL students may find that they do not know a particular piece of vocabulary for a word they are trying to say. In this case, the relative clause can provide the meaning even when pupils don’t know the word and thus help the hearer to comprehend the speaker’s meaning.

There are some exercises to improve the knowledge of Attributive clause.
  Complete the sentences with the information in brackets.

a. (Isaw some children) children I saw very nice.

b.   (I’m eating food) The food_________________ are not very delicious.

c. (you’re writing a letter) What’s the name of the  ________________________?

d. (I wrote a postcard to her) She didn’t get the _____________ I ______________.

e. (you gave me a book) I’ve found _________________________________.

f. (we invited him to the lunch ) they _________________________ didn’t come.
Join the sentences to write a longer one.

a. A gentlemancalled. He didn’t tell his name. The man who called didn’t tell his name.

b. A lady opened the window.  She was eating an ice cream  The woman 

______________________________________________________ an ice cream
c. johnlives next to us.  heis gentleman.  John_______________________________________________________________
d. A man stopped our trush.  He wasn’t very honest.  The man  

_________________________________________________________________

e. A girl broke the door.  She went away.  The girl ___________________

__________________________________________________________________

  Write who/that/which in the blanks.

a. I met a girl who can speak ten languages.

b. What’s the name of the boy _____________ standing in front of us?

c. What’s the name of the lake _____________ back of us?

d. everyone_____________ went to the birthday partyliked it very much.

e. Do you remember anyone  _____________ wants to eat chocolate?

f. Where is the frame _____________ was on the shelf?

g. She usualy gives me questions _____________ are undeniable to answer.

h. I have a friend _____________ is very good at repairing cars.

i. A coffee-maker is a machine _____________ makes coffee.

j. I don’t like person _____________ never stop talking.

k. Have you seen thepocket _____________ was on the chest?

l. Why does he usually does not bring clothes _____________ are too small for him?

Join the sentences using who or which.

a. hefound the hotel. It seemed to be the cheapest. We foundthe hotel which seemed to be the cheapest.
b. Alice  spoke to the man. He was standing next to her. 

__________________________________________________________________c.  I read the books. They came in the evening post. 

__________________________________________________________________

d. He likes the other friends. They live together the same flate. 

__________________________________________________________________

e. he’s that actor. he was on the radio at night. 

__________________________________________________________________

f. last week there was a party. It happened in the countryside every summer. 

__________________________________________________________________

g. I bought the cat. It ate bread. 

__________________________________________________________________

Join these sentences using who, which or that, as in the example.

a. She chose the books. She wanted to buy them. She chose the books that she wanted to buy.

b. We drank juice. Madina made them. 

__________________________________________________________________

c. I’m cleaning my house. I have to finish it at five o’clock. 

__________________________________________________________________

d. She’s young lady. I meet  her when I go to the market. 

__________________________________________________________________

e. she’s an singer. A lot of people love her. 

__________________________________________________________________

f. It’s a magazine. I read it sometimes. 

__________________________________________________________________

g. She was wearing a red dress. She wears it for parties. 

__________________________________________________________________

Put in who or that only if necessary.
a. The game   -----   we watched was boring.

b. Did I tell you about the friendswho livewith us?

c. The donkey that won the race belongs to an Indian woman.

d. I eat cream ___________ young lady sell to the market.

e. The magazine ___________  I’m reading is about pop
f. The man ___________ came to meet us was selling jewelries.

g. We’ll go to a night club ___________  has fish
h. The factory ___________will close next week had been there for 70 years.

i. Have you read about the student __________ began her own work and is now a millionaire?

j. Jane says that theflat ___________  Temur has bought has a beautiful bedroom
Add the missing relative, but make a contact-clause where possible.

a. I recognize a girl ____________ eats banana. 

b. The woman ____________ you want has just left.

c. It’s a kind of list ____________ you can write. 

d. The gentlema____________ was here yesterday we met
e. He eats only apples ____________ his dady bought.   

f. The newspaper ____________ you lent me was new.

g. His wife is a woman ____________ dislike a joke. 

h. The sofa____________ was broken is now repaired.

i. He’s one of the friends ____________ I really dislike
j. The old lady ____________ stays next door has just died.

k. You can read books____________ she bought
Conclusion

Generally speaking, grammar is one of the importanttypes of any language and it is nearly unbearable to know any kind of language and then teach them to others.   As a result, grammatical aspect of any language is one of the features that are paid great attention to. In general there are two variations of the English language: that is the British and the American one. Of course when one speaks in American accent, the British can understand. However, if looked through carefully some of the aspects of the grammar especially, there are visible differences in grammatical structures and the ways words are formed and used in different contexts.  
      The many dialects of English have deviations from the grammar labeled here; they are only superficially mentioned. This article defines a generalized present-day Standard English, the form of speech found in types of public discourse including broadcasting, education, entertainment, government, and news reporting. Standard English includes both formal and informal speech.

The words of language, depending on various formal and semantic features, are divided into grammatically relevant classes. The traditional grammatical classes of words are called “parts of speech.” 

The problem of parts of speech caused much difficulty both in general linguistics and in the analysis of separate languages. Though it has been studied for more than 200 years, the criteria for defining parts of speech have not been worked out yet. Traditionally grammar gave a semantic definition of parts of speech, taking into account only meaning.
   One of the more difficult aspects of language is to teach well. Many people, including language teachers, hear the word "grammar" and think of a fixed set of word forms and rules of usage. They associate "good" grammar with the prestige forms of the language, such as those used in writing and in formal oral presentations, and "bad" or "no" grammar with the language used in everyday conversation or used by speakers of no prestige forms.

 Language teachers who adopt this definition focus on grammar as a set of forms and rules. They teach grammar by explaining the forms and rules and then drilling students on them. This results in bored, disaffected students who can produce correct forms on exercises and tests, but consistently make errors when they try to use the language in context.

         Other language teachers, influenced by recent theoretical work on the difference between language learning and language acquisition, tend not to teach grammar at all. Believing that children acquire their first language without overt grammar instruction, they expect students to learn their second language the same way. They assume that students will absorb grammar rules as they hear, read, and use the language in communication activities. This approach does not allow students to use one of the major tools they have as learners: their active understanding of what grammar is and how it works in the language they already know.

     At the same time, attributive clauses like Who, Whom, Which, That, Whose are most frequently used to form complex sentences and to define any kind of item and people or places in sentences. As a result, the sentences and the notions that are being delivered will be much clearer to understand. For instances, there are such attributives which express additional meaning to the sentences while others are considered as one of the parts of that sentences. The ones which add additional information can be taken out of the sentences while others which give identifying meaning cannot be taken because if done so the sentences’ meanings will not be clear.

     At the same time, nowadays, there are a number of testing systems and levels which prove that someone has particular degree from a language life CEFR which include levels like A1,A2, B1, B2, C1, C2 and applicants are tested according to these and can get a certificate according to these testing systems. For these levels also grammar plays special role and they all have attributive clauses and the level of candidates can be identified according to the grammatical knowledge that they have with the help of these degrees.

 The Council of Europe was recognised to preserve human rights, governmentalequality and the rule of law. In chase of these goalmouths it matures continent-wide contracts to normalize the social and legal performs of member states and promotes mindfulness of a European individuality that is based on communalstandards and cuts across dissimilar cultures. These anxietiesclarify why the Council of Europe ascribescountless importance to the maintenance of linguistic and cultural diversity and encourages language learning as a means of preservative linguistic and cultural identity, improving communication and mutual understanding, and combating intolerance and xenophobia.


Language is central to many of the challenges posed by migration, especially integration and the maintenance of social cohesion. Migrants’ access to education and training in the host country is particularly important, as is documented by Article 14.2 of the European Convention on the Legal Status of Migrant Workers

In a similar vein, a Report of the Committee on Migration, Refugees and Population of the Council of Europe’s Parliamentary Assembly noted in February 2005 that “mastery of the host country’s language and gaining training, if possible in keeping with labour market request, are prerequisites if the problems posed by an under-qualified labour force are to be avoided”. The report also complete the budding tendency of member states to make the granting of citizenship conditional on the attainment of a stated level of ability in their national or official language. Clearly, language learning and language testing have a central role to play in any adequate response to the challenges of migration and the addition of immigrants into the crowd society.

   For this purpose, the CEFR has been created to avoid some existing and might exist problems in the future because if one particular and standardized structure of language testing was not created, there would be a lot of problems while studying or working in other countries because one country would test its own citizens according to the test system that it created and that test result would not suit to the other one. The establishment of one unique language testing system from all aspects of a language like reading, listening, speaking and writing helped the nations to avoid some potential obstacles related to language.
In addition, these unique testing systems have included some forms of grammar testing aspects of a language. For example, different grammar structures are included to identify how well a candidate is aware of the grammar and how she/he can deal with grammar in different contexts. After that, they decide a level for grammar and prove that any candidate know in this degree. And the results mostly become true and fair because even if some candidates do not know the theory fully they can manage to find the correct version which shows that they can practically use the knowledge rather than the theory.
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