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Introduction

XXI century in Uzbekistan started as a century of culture, economy, scientific and technical innovations. Innovation factor is one of the peculiarities of modern educational system. Starting from the first years of independence, legal bases of preparing youth as harmonious persons were elaborated. On May 8, 2013 Cabinet of Ministers issued Resolution “On approving state educational standard on foreign languages of continuous educational system”.
 In compliance with the implementation of complex of activities on enhancement and development of new teaching methods in higher educational establishments, a number of researches have been carried out. 

     The Qualification Paper under review is dedicated to the study of different approaches to teaching English stative verbs to lyceum students which presents a certain interest both for theoretical investigation and for practical usage. We have the full basis to approve that many linguists have brought the invaluable contribution to studying various properties of the sentence structures with dynamic verbs (more in detail see L.S.Barkhudarov, M.Y.Blokh, A.I.Smirnitsky, Ch.Fillmore, W.Chafe, M.Iriskulov, Ch.Hockett’s works and etc.), that has created necessary theoretical preconditions for analysis of the structural models of the sentence with dynamic verbs.

The topicality of the investigation is expressed on the one hand by the profound interest in learning the structural patterns of the different approaches to teaching English stative verbs to lyceum students which are widely used to perform linguistic richness of the English language, on the other hand by giving a detailed analysis of the different approaches to teaching with different groups of verbs.

        The aim of this research is based on detailed study of the different approaches to teaching English stative verbs to lyceum students, differences between their models, analysis of the dynamic verbs and stative verbs according to their semantics.

The object of given investigation is structures with stative verbs in Present day English.

The subject is the features of the different approaches to teaching English stative verbs to lyceum students.

   According to this general aim the following particular tasks are put forward:

1.To give deep view of various types of the structural patterns of the sentences with stative verbs;

2.To reveal types of the structural patterns of the sentences with stative verbs;

3.To describe the structural patterns of the sentences with stative verbs;

4.To reveal status of the structural patterns of the sentences with stative verbs;

5.to show the methods of teaching stative verbs to lyceum learners of English;

6. To define the main ways of teaching English grammar

 The methods of investigation used in this research are as follows: different approaches to teaching English stative verbs to lyceum students including morphological, structural, distributional way of analysis of the English language unit.

Methodological bases of research is Decrees of the President of the Republic  of Uzbekistan about development of languages, educations and sciences, the national program on a professional training and also basic researches in the field of theory of linguistics, in particular theoretical grammar of English and general linguistic.

The novelty of work is determined by the profound analysis of different approaches to teaching English stative verbs to lyceum students, concrete results of investigation which is to distribute into various burning problems and specificity of the linguistic status of the structural patterns of the sentences with stative verbs indication of the lexical and grammatical category of a basis the detailed analysis.
Theoretical value is that it can serve bases for studying the different approaches to teaching English stative verbs to lyceum students. It will allow understanding deeply importance of studying of stative verbs because this kind of the verb is most of productive verbs with the help of their semantics. It will be replenished with the big speed of language and usage development.

Practical value of this work is that the theoretical positions of this paper can be used in delivering lectures and seminars on theoretical grammar, lexicology, typology and methods of teaching English.


The material includes :

1.Different scientific literature like monographs, dissertations, articles on the problems discussed;

2.Different types of dictionaries: both translational and explanatory;

3.The literary books of English, Russian and Uzbek authors published in the last ten years.

          The structure of the given qualification  paper consists of introduction, three chapters, summary which is followed by the list of literature used in the course of research, conclusion at the end of each of chapter and bibliography.
CHAPTER I. The investigation of methods of teaching English to lyceum learners

1.1 The problems of teaching vocabulary

Vocabulary has not always been considered as an important part in second language teaching and much more attention has been paid to teaching grammatical and phonological structures. We would like to sum up some linguistic approaches that were appearing during the 20th century. 

According to the Cambridge Advanced Learner’s Dictionary, a noun “vocabulary” has two definitions: 

-  all the words known and used by a particular person 

-  all the words which exist in a particular language or subject 

 We divide the knowledge of vocabulary known by a particular person into two groups: 

•  receptive / passive vocabulary – it is defined as the set of all words that are understood at reading or listening but not used in the spoken or written expressions  

•  productive / active vocabulary – it is the set of all words that are not only understood, but also used meaningfully when creating new sentences.

Teaching vocabulary is clearly more than just presenting new words
. Because a large vocabulary is extremely important for understanding and communication. A major aim of teaching vocabulary is to help students to gain a large vocabulary of useful words
. David Cross stated two ways of presenting vocabulary. 

 First is teacher can show the meaning in some way; 

 Second is teacher can use language that the students already know in order to make clear the meaning of the new lexical items. 

Sherre. L. Nist and Carole Mohr
 continued Cross’s ideas and they presented four evidences for importance of teaching vocabulary. They are: 

 1. Vocabulary should be thought, because it is basic part of reading comprehension. If learner does not know enough words, he/she is going to have trouble understanding what she read. An occasional word may not stop him/her, but if there are too many that learner does not know, comprehension will suffer. 

      2. Vocabulary is the major part of almost every standardized test, including, reading achievement tests, college entrance exams, and armed forces and vocational placement tests. Test developers now that vocabulary is the key measure of both one’s learning and one’s ability to learn. It is for this reason that they include a separate vocabulary section as well as reading comprehension section. 

3. Studies have shown that students with strong are more successful in school. And one widely known study found that a good vocabulary, more than any other factor, was common to people enjoying successful careers in life. Words are in fact the tools not just for better reading, but of better writing, speaking, listening and thinking as well. The more words the learner knows the more effective his/her communication can be, and the more influence he/she can have on the people around him/her. 

 4. Words are the tools of our trade; words we use in reading, listening, writing and speaking. Furthermore, experts say that workers of tomorrow will be called on to  change jobs and learn new skills at an ever-increasing pace. The keys to survival and success will be the abilities to communicate skillfully and learn quickly. A solid vocabulary is basic for both of these skills.   

These evidences are showing that the vocabulary is connected with all skills. That’s why it is important to have a certain vocabulary program with specific methods, rules. 

 The National Reading Panel concluded their research with that there is no single research-based method for teaching vocabulary. 

In contrast to the National Reading Panel's conclusion Linda Diamond and Linda Gutlohn
 suggested to follow four components of an effective vocabulary program which were given by Michael Graves:

1. Wide or extensive independent reading to expand word know ledge .

2. Instruction in specific words to enhance comprehension of texts    containing these words .  

1. Instruction in independent word-learning strategies .

2. Word consciousness and word-play activities to motivate and enhance learning .

In spite of these facts, suggestions, the most important factors in teaching are learners (stays at first) and conditions.

Krashen also believes that certain conditions must apply for effective learning to occur.First, the learners must be interested in understanding the message . From the point of view of vocabulary learning , learners' interest creates a need to understand the unknown words in the text
.

Second, the message should contain some words that are unknown to learners. These words should be understandable from the context in which they occur.

Third, the learners should not feel worried or threatened by their contact with the foreign language.

“Vocabulary is the knowledge of words and word meanings”. Many linguists and methodologists gave different explanations and definitions of vocabulary. Steven Stahl
  defines, “Vocabulary knowledge is knowledge; the knowledge of a word only implies a definition, but also implies how that word fits into the world”. 

Jeremy Harmer
, as the addition and as an improvement to Stahl, said that language structures are skeleton of language but vocabulary that provides vital organs and the flesh. He said, “An ability to manipulate grammatical structure does not have any potential for expressing meaning unless words are used. In real life it is even possible that where vocabulary is used correctly it can cancel out structural inaccuracy”.

Long and Richards
 compared vocabulary with grammar and stated in their book that vocabulary is important component of all uses of language as a grammar.

However, David Cross
 noted “A good store of words is crucial for understanding and communication”.

Nist and Mohr
 agreed with Cross's statement and said that building vocabulary is important and in today's world a good vocabulary counts more than ever. “The more words you have at your command, the more effective your communication can be and the more influence lave on the people around you” .

Diamond and Gutlohn
 continued these statements by emphasizing that vocabulary is something that expands and deepens over the course of a lifetime. Instruction in vocabulary implies far more than looking up words in a dictionary and using the words in a sentence.

Vocabulary is acquired incidentally through indirect expose to words and intentionally through explicit instruction in specific words and word-learning strategies.

As a continuation Harmer noted,” Need to teach language structure is obvious . Grammar knowledge allows to make up sentences. At the same time, we should have meanings that we wish to express and store of words that we can select from when we wish to express these meanings”.

If in the context of learning English as a foreign language, a learner is focused to be autonomous, independent and make conscious effort to learn vocabulary outside the classroom simply because the exposure to the target language is limited in class. So teachers cannot rely on their students' "picking up" lexical items. This makes explicit vocabulary teaching necessary. However, vocabulary is notoriously difficult if not impossible to teach because of the complexcity of its linguistic semantic and phycocognitive aspects.

Nist and Mohr
 gave evidences for reason of vocabulary's importance. There are four evidences. First, vocabulary is basic part of reading comprehension. Second, vocabulary is a major part of almost every standardized test and exams, Third, studies have indicated that students with strong vocabularies are more successful in schools .Forth, words are the tools of our trade.

Many scientists and linguists L.Diamond and L.Gutlohn, M. Graves, D. August, Krashen, Stahl and so on suggested strategies , conditions , components for effective vocabulary learning .  

Stahl
 stated that in order to know a word, learner must know it's contextual meaning as well as dictionary meaning .Learners need to see words in different contexts in order to learn them thoroughly. Honeyfield, Wallace, Johnson, Watanable, Thelen and others consider that learning words through the context is one of the most effective ways of vocabulary learning.

There are some techniques for enhancing students' awareness of the importance of context clues.

One form of guessing from the context is using mnemonic strategies (keyword technique ) Nation described the using ways of this technique and Delaney , Paivio and Desrocher gave conclusion about keyword technique after they had analyzed studies.

Another aspect which makes guessing the words easier is the knowledge of prefixes, roots, suffixes and their meanings . Nation, Stauffer, Brown and Thompson analyzed affixes and roots, their origins and noted the results.

In order to succeed in learning or teaching vocabulary ability to guess from the context, knowledge of affixes may be not enough. Everything depends on selected materials which is taught and is learnt.

One of the problems of vocabulary leaching is how to select what words to teach. A general principle in the past has been to teach more concrete words at lower levels and gradually become more abstract. 

Reading materials also should be appropriate to students' levels and must be interesting for them. During teaching vocabulary through short stories the major point is using dictionaries. Bilingual dictionaries provide with concrete information, but monolingual dictionaries provide not only with information about word , it's meaning, but also it's meaning in different contexts , prepositions that follow that word and so on .

David Cross 1992 pointed that there are many ways of making clear the meaning of a word , teaching a word. They are teaching by Ostensive means: realia, pictures , body ;Verbal definitions Word sets Synonyms Antonyms Cognates and so on...

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

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

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

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

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

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

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

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

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

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

· Only some definite elements of the action are automatic.

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

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

What features do the productive grammar skills have?

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

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

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

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

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

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

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

· Selection the model of sentence.

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

1.3 The features of teaching language skills

To know a language  means to master its structure and words. Thus, vocabulary one of the aspects of the language to be taught in school. The problem is what words and  idioms pupils should retain. It is evident that the number of  words should be limited because pupils have only 2-4 periods a week; the size of the group is not small enough to provide each pupil with practice in speaking; schools are not yet fully equipped with special laboratories  for individual language learning. The number of words pupils should acquire in school depends wholly on the syllabus requirements. The later are determined by the condition and method used. For example, experiments have proved that the use of programmed instruction for vocabulary learning allows us to increase the number of the words to be learned since pupils are able to assimilate them while  working independently with the programme. 

We know the following fact that

I -  words  used   in  reading,  

II  -  words  used  in   auding,

III -  words  used  in  speaking,

IV -  words  used  in  writing.

The  main  aim  of  teaching  vocabulary  is  assimilation  of  the  meaning,  form  of  the  words  and  its  usage  in  oral  and  written  speech – that  is  formation  of  lexical  habits. People can have many aptitudes, but without a large and precise English vocabulary to express them, they cannot take full advantage of these abilities. Unlike aptitudes, vocabulary is not a natural ability; it can be improved if one is willing to make the effort to do so. [7,90]

Building vocabulary is a powerful way to enhance your life and career. Learning how to build a better vocabulary can be a pleasurable and profitable investment of both your time and effort. At least fifteen minutes a day of concentrated study on a regular basis can bring about a rapid improvement in your vocabulary skills, which in turn can increase your ability to communicate by writing, conversing, or making speeches. Acquiring a large vocabulary can benefit you in school, at work, and socially. It will enable you to understand others' ideas better and to have the satisfaction of getting your thoughts and ideas across more effectively. Of course, you already know thousands of words, and you will continue to learn more whether you work at it or not. The fact is that many of the words you know were probably learned simply by coming across them often enough in your reading, in conversation, and even while watching television. But increasing the pace of your learning requires a consistent, dedicated approach. If you learned only one new word a day for the next three years, you would have over a thousand new words in your vocabulary. However, if you decided right now to learn ten new words a day, in one year you would have added over three thousand to what you already know, and probably have established a lifetime habit of learning and self-improvement.

Perhaps the most important factor in a successful vocabulary-building program is motivation. It will be very difficult for you to study words month after month without a strong feeling that it is worth doing, that a larger vocabulary will help you in school and on the job, and that it can well lead to a more exciting and fulfilling life.

For the first according to the topic of our research paper we identify four basic steps to a better vocabulary: 

1. Be Aware of Words
2. Read 
3. Use a Dictionary 
4. Study and Review Regularly
While there are not any magic shortcuts to learning words, the larger your vocabulary becomes, the easier it will be to connect a new word with words you already know, and thus remember its meaning. [7,101] 

1. Be Aware of Words
Many people are surprised when they are told they have small vocabularies. “But I read all the time!” they protest. This shows that reading alone may not be enough to make you learn new words. When we read a novel, for instance, there is usually a strong urge to get on with the story and skip over unfamiliar or perhaps vaguely known words. But while it is obvious when a word is totally unknown to you, you have to be especially aware of words that seem familiar to you but whose precise meanings you may not really know. Instead of avoiding these words, you will need to take a closer look at them. First, try to guess at a word's meaning from its context—that is, the sense of the passage in which it appears; second, if you have a dictionary on hand, look up the word's meaning immediately. This may slow down your reading somewhat, but your improved understanding of each new word will eventually speed your learning of other words, making reading easier. Make a daily practice of noting words of interest to you for further study whenever you are reading, listening to the radio, talking to friends, or watching television.

2. Read 
When you have become more aware of words, reading is the next important step to increasing your knowledge of words, because that is how you will find most of the words you should be learning. It is also the best way to check on words you have already learned. When you come across a word you have recently studied, and you understand it, that proves you have learned its meaning. What should you read? Whatever interests you—whatever makes you want to read. If you like sports, read the sports page of the newspapers; read magazines like Sports Illustrated; read books about your favorite athletes. If you are interested in interior decorating, read a magazine like House Beautiful—read it, don't just look at the photographs. Often people with very low vocabularies don't enjoy reading at all. It's more of a chore for them than a pleasure because they don't understand many of the words. If this is the way you feel about reading, try reading easier things. Newspapers are usually easier than magazines; a magazine like Reader's Digest is easier to read than The Atlantic Monthly. There is no point in trying to read something you simply are not able to understand or are not interested in. The important idea is to find things to read you can enjoy, and to read as often and as much as possible with the idea of learning new words always in mind. [7,112]

3. Use a Dictionary 
Most people know how to use a dictionary to look up a word's meaning. Here are some pointers on how to do this as a part of a vocabulary-building program:

• Have your own dictionary
Keep it where you usually do your reading at home. You are more likely to use it if you do not have to get it from another room. At work, there may be a good dictionary available for your use. At home, most people do not have a big, unabridged dictionary; however, one of the smaller collegiate dictionaries would be fine to start with.

• Circle the words you look up
After you have done this for a while, your eye will naturally move to the words you have circled whenever you flip through the dictionary. This will give you a quick form of review.

• Read the entire entry for the word you look up
Remember, words can have more than one meaning, and the meaning you need for the word you are looking up may not be the first one given in your dictionary. Even if it is, the other meanings of the word will help you understand the different ways the word is used.

Also, the word's history, usually given near the beginning of the entry, can often give a fascinating picture of the way the word has developed its current meaning. This will add to the pleasure of learning the word as well as help you remember it.

4. Study and Review Regularly
Once you have begun looking up words and you know which ones to study, vocabulary building is simply a matter of reviewing the words regularly until you fix them in your memory. This is best done by setting aside a specific amount of time each day for vocabulary study. During that time you can look up new words you have noted during the day and review old words you are in the process of learning. Set a goal for the number of words you would like to learn and by what date, and arrange your schedule accordingly. Fifteen minutes a day will bring better results than half an hour once a week or so. However, if half an hour a week is all the time you have to spare, start with that. You may find more time later on, and you will be moving in the right direction. Teaching a word does not cause its automatic learning by the students. That is one of the first things teachers realize when they start teaching. It would be wonderful if finishing a unit of the course book meant that the students master all the words in it. Unfortunately, a lot of work (recycling, vocabulary notebooks keeping, memory techniques ...) has to be done before students thoroughly know a word. The activities which follow have been tested on students and provide a practical suggestion for a systematic approach to vocabulary learning. 
	How
	Example

	Working alone


	-Super memo. Ss use the cards to learn the verbs systematically, at fixed time intervals, using boxes. Taking into account the forgetting curve, Ss have to plan their learning and relearning in such a way that the forgetting is minimized. They can use small boxes, or a box with different slots in it. You put all the verbs you have to learn in slot number

1. When each verb is learnt it goes to slot number two and so on until the last slot. All forgotten verbs are returned to the start. 

	Working in groups


	Playing cards. Two packs. One pack is English face up, a pile on the table. The other is given out to all the players ( they read the L1 ). In turn, they take one card from the pack and keep it, if they have the matching one. Then they discharge the matching pair. If they don’t have the matching one, they leave it on the table for someone else to match. They can pick a card either from the table or from the pack.

	Working in pairs


	- One pack of cards. Ss spread the cards on the table, English face down. In turn they keep one and translate. They check by reading and saying the verb. They keep the card if it is correct. If they don’t know any of them they say “pass”.Winner is the one with the most cards. 

- Use your transparent folder. Ss keep all these cards in transparent folders ( sort of slide folders A4 format ). They place one – empty, without cards - on the desk. Aim of the game is to go from top to bottom and vice versa, or from left to right or vice versa by placing verbs and saying them (if they place the L1 they have to say the English. 

	Working with the whole class

	- Bingo. Ss choose 9 cards, put them down in a sort of bingo grid, English face up. T with a list calls them out. T can call either L1 or L2 

- Bingo with definitions. Ss choose 9 cards, put them down in a sort of bingo grid, English face up. T gives definitions. 


Chapter  II. Survey  of  the  linguistic  literature  on  the  general  and  special  problems  of  the  verb  semantics.

2.1. Structural  classification  of  verbs  in  Modern  English

Grammatically,  the  verb  is  the  most  complex  part  of  speech. This  is  due  to  the  central  role  it  performs  in  the  expression  of  the  predicative  function  of  the  sentence, i.e.  the  functions  establishing  the  connection  between  the  situation  named  in  the  utterance  and  reality.

The  complexity  of  the  verbs  inherent  not  only  in  the intricate  structure  of  its  grammatical,  categories,  but  also  in  its  various  subclass  divisions.

The  complicated  character  of  the  grammatical    and  lexico-grammatical structure   of  the  verb  has  given  rise  to  much  dispute and  controversy  and  also  terminological  disagreements  among  the  scholars. The  general  categorical  meaning  of  the  verb  is  process.

A  verb  is  word  (e.g: run  out  of), which  expresses  the  existence  of  a  state  (love,  seem)  or  the  doing  of  an  action.(take,  play). 

The  grammar  is  a  set  of  structural  generalizations.

What  one  needs  to  know  about  verbs  is  whether  they  have  one,  two,  three  or  even  more  arguments: intransitve  laugh  has  one  argument,  transitive  see  has  two  arguments,  and  ditransitive  give  has  three  arguments. If  one  is  concerned  with  a  particular  language,  one  also  needs  to  know  how  these  arguments  are  realized. Turning  from  English  to  Turkish,  to  Georgian  or  to  one  of  the  indigenous,  languages  of  America  one  finds  quite  different  argument  linking  types,  i.e.  ways  in  which  the  arguments  of  a  verb  are  realized. This  paper  tries  to  summerize  some  recent  work  on  both  argument  realizations.


The  first  question  is  how  certain  we  are  that  every  language  has  verbs. The  majority  of  linguists  is  convinced  that  the  existence  of  two  well-distinguished  lexical  categories,  namely  verbs  and  nouns,  belongs  to  the  most  certain  universals  of  human  language. Some  linguists,  however,  dispute  such  a  universal  claim. They  present  two  kinds  of  counter – evidence:

Some  languages  do  not  exhibit  clear  differences  between  morphological  means  that  apply  to  nouns.


Other  languages  exhibit  large  sets  of  lexical  roots  that function as  verbs  when  combined  with  an  aspect  or  tense  marker,  but  function  as  nouns  when combined  with  a  definite  article. See  also  survey  of such  reservations  in  Sasse.  Closer  inspection  of  these counter-examples  however  shows  that  these  languages  do  not  represent  exceptions  to  the  above-mentioned  universal. Their  grammar  shows  clear  asymmetries  between  verbs  and  nouns  in  the  morphological  behaviour  the  incorporation  of  nouns  into  verbs  and  the  forming  of  new  nominal  items  derived  from  verbs.


Verbs  are  characterized  by  specific  forms  of  word-building, as  well  as  by  the  formal  features  expressing  the  corresponding  grammatical  categories. The  verb  stems  may  be  simple,  sound-replacive,  stress-replacive  expanded,  composite,  and  phrasal.


The  original  simple  verb  stems  are  not  numerous,  such  verbs  as  go,  take  write. But  conversation  as  means  of  derivation,  especially  conversion  of  the  “noun-verb”  type, greatly  enlarges  the  simple  stem  set  of  verbs, since it  is  one  of  the  most  productive  ways  of  forming  verb  lexemes  in  English  a  cloud-to  cloud,  a  house-to  house,  a  park-to  park, etc.


The  composite  (compound)  verb  stem  correspond  to  the  composite  non-verb  stems  from  which  they  are  etymologically  derived. Here  belong  the  compounds  of  the  conversion  type  and  of  the  reduction  type.


The  phrasal  verb  stems  occupy  an  intermediary  position  between  analytical  forms  of  the  verb  and  syntactic  word  combinations. Among  such  stems  two  specific  constructions  should  be  mentioned.The  first  is  a  combination  of  the  head  verb  have,  give,  take  and  occasionally  some  others  with  a  noun;  the  combination  has  its  equivalent  an  ordinary  verb;  to  have  a  smoke-to  smoke;  to  give  a  smile-to  smile,  etc.


The  second  is  a  combination  of  the  head-verb  with  a  verbal  postposition  that  has  a  specification  value;  stand  up,  go  on,  give  in,  be  off,  etc.


The  grammatical  categories  which  find  formal  expression  in  the  outward  structure  of  the  verb  and  which  will  be  analyzed  further  are  first  the  category  of  finitude  dividing  the  verb  into  finite  and  non-finite  forms;  second,  the  categories  of  person  number,  tense,  aspect,  voice  and  mood,  whose  complete  set  is  revealed  in  every  word-form  of  the  notional  finite  verb.


Each  of  the  identified  categories  constitutes  a  whole  system  of  its  own  presenting  its  manifold  problems  to  the  scholar. However,  the  comparative  analysis  of  the  categorical  properties  of  all  the  forms  of  the  verb,  including  the   properties  of  verbids,  show  the  unquestionable  unite  of  the  class,  in  spite  of  some  inter-class  features  of  verbids.


Among  the  various  forms  of  the  verb  the  infinitive  occupies  a  unique  position.  Its  status  is  that  of  the  principal  representative  of  the  verb-lexeme  as  a  whole. This  head  form  status  of  the  infinitive  is  determined  by  the  two  factors.


The  first  factor  consists  in  the  verbal-nominative  nature  of  the  infinive,  i.e. in  its  function  of  giving  the  most  general  dynamic  name  to  the  process  which  is  denoted  by  all  the  other  forms  of  the  verb-lexeme  in  a  more  specific  way,  conditioned  by  their  respective  semantico-grammatical  specializations. The  second  factor  determining  the  representative  status  of  the  infinitive  consists  in  the  infinitive  serving  as  the  actual  derivative  base  for  all  the  other  regular  forms  of  the  verb.


 The  general  categorical  meaning  of  the  verb  is  process  presented  dynamically,  i.e.  developing  in  time. Grammatically  the  verb  is  the  most  complex  part  of  speech. This  is  due  to  the  central  role  it  performs  in  the  expression  of  the  predicative  functions  of  the  sentence, i.e.  the  functions establishing  the  connection  between  the  situation  named  in  the  utterance  and  reality.  The  complexity  of  the  verb  is  inhered not  only  in  the  intricate  structure  of  its  grammatical  categories,  but  also  in  its  various  subclass  divisions, as  well  as  in  its  falling  into  two  sets  of  forms  profoundly  different  from  each  other: the  finite  ste  and  the  non-finite  ste. The  complicated  character  of  the  grammatical  and  lexico-grammatical  structure  of  the  verb  given  rise  to  much  dispute  and  controversy.  However,  the  application  of  the  principles  of  systemic  linguistic  analysis  to  the  study  of  this  interesting  sphere  of  language  helps  overcome  many  essential  difficulties  in  its  theoretical  description,  and  also  a  number  of  terminological  disagreements  among  scholars.


The  complicated  structure  and  character  of  the  verb  has  given  rise  to  much  dispute  and  controversy. The  morphological  field  of  the  English  verb  heterogeneous. It  includes  a  number  of  groups  or  classes   of  verbs,  which  differ  from  each  other  in  their  morphological  and  syntactic  properties.


All  English  verbs  have  finite  and  non-finite  forms.


The  finite  verb  invariably  performs  the  function  of  the  verb-predicate. Finite  verbs  are  subdivided  into  regular  and  irregular  depending  on  the  way  the  participle  II  are  formed.


Among  the  various  forms  of  the verb  the  infinitive  occupies  a  unique  position. Its  status  is  that  of  the  principal  representative  of  the  verb-lexeme  as  a  whole. This  is  determined  by  the  two  factors:

A) Its  giving  the  most  general  dynamic  name  to  the  process;

B) Its  serving  as  the  actual  derivative  base  for  all  the  other  regular  forms  of  the  verb.

The  infinitive  is  intermediate  between  the  verb  and  the  adjective  and  adverb. The  Present  Participle  is  non-finite  form  of  the  verb  which  combines  the  properties  of  the  verb  and  those  of  the  adjective  and  adverb,  serving  as  qualifying  processual  name. In  its  outer  form  the  present  participle  is  wholly  homonymous  with  the  gerund  and  distinguishes  the  same  grammatical  categories.


Like  all  the  verbals  it  has  no  categorial  time  distinctions,  and  the  attribute  “present”  in  its  conventional  name  is  not  immediately  explanatory;  it  is  used  from  force  of  tradition.

Past  Participle  is  the  non-finite  form  of  the  verb  which  combines  the  properties  of  the  verb  with  those  of  the  adjective,  serving  as  the  qualifying  processual  name. It  is  a  single  form,  having  no  paradigm  of  its  own. It  conveys  implicity  the  categorial  meaning  of  the  perfect  and  the  passive. The  main  functions  in  the  sentence  are  those  of  the  attribute  and  the  predicative.


Non-finite  verbs  perform  different  functions  according  to  their  intermediary  nature  (subject,  object,  adverbial  modifier,  attribute). They  may  be  used  as  any  member  of  the  sentence  but  the  predicate. Inside  the  sentence  verbals  make  up  complexes  with  other  members  of  the  sentence.


The  gerund  is  the  non-finite  form  of  the  verb,  which  like  the infinitive  combines  the  properties  of  the  verb  with  those  of  the  noun.  Similar  to  the  infinitive  gerund  serves  as  me  verbal  name  of  a  process,  but  its  substantive  quality  is  more  strongly  pronounced  than  that  of  the  Infinitive.


A  question  might  a  rise  why  the  infinitive  and  not  the  gerund  is  taken  as  the  head  form  of  the  verbal  paradigm?


The  gerund  cannot  perform  the  function  of  the  paradigmatic  head-form  for  a  number  of  reasons. In  the  first  place  it  is  more  detached  from  the  finite  verb  than  the  infinitive  semantically. Then  it  is  a  suffixal  form, which  makes  it  less  generalized. Finally  it  is  less  definite  being  subject  to  easy  neutraization  in  of  the  infinitive  in  the  paradigmatic  headform  function.

The  formal  sign  of  the  gerund  is  wholly  homonymous  with  that  of  the  present  participle: it  is  the  suffix-ing  added  to  the  grammatically  leading  element. Like  the  infinitive  the  gerund  is  a  categorically  changeable   form. It  distinguishes  the  aspective  category  or  retrospective  coordination  (perfect  in  opposition),  and  the  category  of  voice  (passive  in  opposition). Consequently  the  categorial  paradigm  og  the  gerund  includes  4  forms:  the  simple,  the  perfect  active,  the  simple  passive  the  perfect  passive.

Some  linguists  speak  also  of  a  third group,  auxiliary  verbs,  completely devoid  of   lexical  meaning,  as  for  instence,  has  in  has  written.  As  shown, they  are  words  in  form  only.  As  to  their  meaning  and  function  they  are grammatical  morphemes,  parts  of  analytical  words.  Hence  the  name grammatical  word-morphemes.  The  class  of  verbs  falls  into  a  number  of subclass  distinguished  by  different  semantic  lexico-grammatical  features
.

        The  majority  of  English  verbs  are  notional. i.e  possessing  full  lexical meaning.

        Connected  with  it  is  their  isolatability, i,e.  the  ability  to  make  a  sentence  alone  (Come! Read).  Then  combinability  is  variable  semi-notional verbs  have  vary  general,  feded  lexical  meanings, as  in  be,  have, become, seem, can, may, must etc.,

        Where  the  meaning  of  action  is  almost  obliterated. Semi-notional  verbs are  hardly  isolatable.  Their  combinability  is  usually  bilaterated  as  they  serve to  connect  words  in  speech.  They  are  comparatively  few  in  number, but  of very  frequent  occurrence,  and  include  two  peculiar  groups: link-verbs  and modal  verbs.

         On  the  basis  of  the  subject- process  relation  all  the  notional  verbs  be divided  into  actional  and   statal.

         Actional  verbs  express  the  action  performed  by  the  subject.  To  this class  belong  such  verbs  as  do,  act,  make,  go,  read,  learn, dicover, etc.

          Statal  verbs  denote  the  caste  of  their  subject.  To  this  subclass  belong such  verbs  as  be,  live, survive,  worry,  suffer,  see,  know, etc.  They  usually occur  in  the  simple  form  in  all  tenses.  They  are  not  generally  used  in progressive  forms.  But  if  there  are  used  so  there  any  change  of  meaning.   E. g.:  Oh,  it  hurts!  Oh,  it’s  hurting!  Semi-notional  verbid  introducer  verbs are  distributed  among  the  verbal  sets  of  discriminatory  relational  semantics (seem,  happen,  turn out,  etc),  of  subject  action  relational  semantics ( buy,  fail, manage, etc).  The  predicator  verbs  should  be  strictly  distinguished  from  their grammatical  homonyms  in  the  subclasses  of  notional   verbs.  As  a  matter of fact,  there  is  fundamental   grammatical  constituents  in  such  sentences  as,  say,  “They  began  to  fight”  and  “They  began  the  fight”.  Where  the  verb  in the  first  sentence  is  the  semi-notionally  predicator,   the  verb  in  the  second sentence  is  a  notional  transitive  verb  normally  related  to  its  direct  object. The  phrasal  predicator  begin  (the  first  sentence)  is  self-dependent  in  the lexico-grammatical  sense,  it   forms  the  predicate  of  the  sentence  by  itself  and  as  such  can  be  used  in  the  passive  voice,  the whole  construction of  the sentence  in  this  case  being  presented  as  the  regular  passive.

           On  the  upper  level  of  division   two  unequal  sets  are  identified:  the  set  of  verbs  of  full  nominal  value ( nominal  verbs),  and  the  rest  set  of  verbs of  partial.  Semi- notional  and  functional  verbs  nominative  value ( semi-notional  and  functional  verbs).  The  first sel- is  derivationally  open,  it  includes  the  bunk  of  the  verbal  lexicon.  The  second  set  is  derivationally closed,  it  includes  limited  subsets  of  verbs  characterized  by  individual relational  properties.

           The  Construction  Grammar  approach  sheds  a  particularly  clear  and  unsightful  light  on  this  interaction.  Let  us  present  here  some of  its  aspects, relevant  to  the  verb  semantic  class  system
. The  first  point  concerns  the nature  of  the  verb   semantics, the  nature of  the  semantics  of  the  construction and  the  characterization  of  the  interactions  between  these  two  elements.  The second  point  concerns  the  meaning  relations  between  constructions.  These elements  are  of  much  importance   for  lexicolization  and  the   construction  of propositions
.

          Verbs  usually  have  a  central  use,  characterized  by  a  special  specific syntactic  form,  but  they  may  also  be  used  with  a  large  variety  of  other  syntactic  forms.  In  this  case,  the  meaning  of  the  proposition  may  be  quite remote  from  the  initial  meaning  of  the  verb. Let  us  consider  a  few illustrative  cases.  In:

       Edith  baked  Mary  a  cake.

The  initial  sense of  bake   becomes  somewhat  marginal,  in  far or  of  a  more global  meaning:

         These  is  not  here a  special  sense of  bake  which is  used,  but  bake describes a  kind  of  “ manner”  of  giving   Mary  a  cake.

         There  is  of  course  some  semantic  background  for  the  distinction  of verbs.  Prototypically,  verbs  ( such  as  sleep,  stay,  hit,  give)  denote  temporally changing  entities ( events  or  states)  in  which  one  or  more  objects  are participating. However,  the  classification  into  verbs  is  not  purely  semantic- driven. Given  the  rich  conceptual  variation  into  punctual  verbs  extended  events,  on-going  activities  vs.

          Achievments,  permanent   vs.  temporably  restricted  states,  masses  vs.  individual  objects.

         Concrete  vs.  abstract  activities / objects  one  must  wonder  why  there  are just  two  major  lexical  classes  rather than,  say, eight  or  ten.  Moreover,  a closer  inspection  of  the  vocabulary  of  a  language  shows  that  some  items seem  to  be  wrongly  classified: while  verbs  such  as  resemble,  exit,  be  above or  be  tall  do  not  denote  events.

          Some  authors  treat  link-verbs  as altogether  bereft  of  all  lexical  meaning.  If   it  were  so,  there  would  be  no  difference  between  He  is  old,  He  seems  old,  He  becomes  old,  since  is,  seems,  becomes,  convey  the  same grammatical  meaning.

          The  combinability  of  link-verbs  is  different  from  that  of  notional  verbs. 

a) It  is  for  the  most  part  bilateral  since  a  link  verb  usually  connects  two  words. In  this  respect  it  somewhat  resembles  the  combinability  of prepositions  and  conjunctions.

E. g. I  want  him  to  be  honest.

b)  Link-verb  form  combinations   with  words  and  word-groups  which  are but  seldom  attached  to  notional  verbs.

  Very  often  grammarians  speak  only   if  finite  link-verbs  used  as  parts  of predicates  forgetting  about  the  corresponding  verbids  which  occur  in  other functions  and  prove  that   link-verbs  are  not  just  a  syntactical  class of verbs. 

John  being  late  we  had  to  put  off  the  trip.

His  dream of  becoming  a  pilot.

 In  English  an  evergreater number  of  notional  verbs  are  used  with  linking  function,  so  that  they  may  be  called  notional  links
.

E.g.  The  sun  rose  red.

         He  lay  asleep.

Modal  verbs  are  characterized:

1) By  their  pecular  modal  meanings.      

The  meaning  of “action, process”   common  to   all  verbs  is  scarcely  felt,  being  suppressed  by  the  meaning  of “ ability,  necessity,  permission” to perform  an  action  denoted  by   some  other  verb.

    2)  By  their  pecular  combinability.  It  is  bilateral  like  that  of  link-verbs,  but unlike  link-verbs  which  can  be  attach  words  of  different  classes, modal  verbs can  be  followed  by  infinitives  only.

        You  must  stay  here.  He  ought  to  have  come.  I  have  to  be  moving.

         3)  By  their  syntactical  function.  Having  no  verbids,  they  are  used  only  as predicates.

        Semantic  factors  continue  in  playing  a  contextual  role  when  the particular  meanings  of  items  are  in  focus.

        Within  the  class of  verbs,  various  kinds  of  semantic  sub  classification come  into  mind:  verbs  with  animate  or  inanimate  arguments,  verbs  of movement,  position  or  placement,  verbs  of  manipulation,  experience, perception,  communication,  and  so  on.  Nearly  none  of  these  possible semantic  factors  is  decisive  for  the  furthur grammatical  subclassification of verbs,  except  animacy  in  some  languages.

        The  most  robust  subclassification  of  verbs,  except  animacy  in  some languages  concerns  the  number of  arguments: intransitive  verbs  have  one, transitive  verbs  have  two,  and  ditransitive  verbs  have  three  nominal arguments.  Besides  that,  verbs  are  subclassified  of  whether  they  take  a clausal  complement,  which  under  some  conditions  can  also  be  reduced   to  an  infinitive  or  a  similar  non-finite  verb  form ( he  hopes  to  win  vs.  he  hopes  that  he  will  win)
. Further  more,  at  least   some  languages  have  a subclass  of  verbs  that  take  a  locational  argument, e.g.,  a  prepositional  phrase ( he  sits  on  the  bank,  he  puts  the  canson  the  bank).  Sometimes  one  also finds  a  class  of  verbs  that  take  prepositional  objects  in  which  the  preposition  is  lexically  fixed “ think  at  someone”, “ hope  for  something”, “ believe  in  something”.

        If  two  nominal  arguments  occur  with  a  verb,  the  meaning  of  the  verb sometimes  requires  one  argument  to  be  animate  and  the  other  to  be inanimate   ( read,  sew,  enter),  however,  more  than  often  this  is  not  the  case. The  second  argument  of  see,  for  instance,  can  be  animate  or  inanimate; in the  letter  case,  the  two  arguments  can  inprinciple  be  exchanged,  thereby shifting  the  intended  reading  ( the  man  saw  the  lion,  and,  the  lion  saw  the man,  men  different  things).  It  is  even  possible  that  a  verb  has  three arguments  that  are  similar  in  their  own  nature, consider  send  or  introduce that  where  any  ordering  of  three  nominal  arguments  is  possible ( the neighbour  sent / introduced  the  woman  to  a  specialist ; a  specialist  sent / introduced  the  neighbour  to  the  woman, etc).

        Verb  semantic  classes  are  then  constructed  from  verbs,  modulo exceptions,  which  undergo  a  certain  number  of  alternations.  From  this classification,  a  set  of  verb  semantic  classes  is  organized. We  have,  for example  the  classes  of  verbs of  putting,  which  include  Put  verbs,  Funnel verbs,  verbs  of  putting  in  a  specified  direction. Pour  verbs,  Coil  verbs, etc. 

          Other  sets  of  classes  include  verbs  of  removing,  verbs  of  Carrying  and Sending,  Verbs  of  contact  by  impact,  Image  creation  verbs,  Verbs  of creation  and  transformation,  Verbs  with predicative  complements, Verbs  of  perceptions, Verbs  of  desire,  Verbs  of  communication, Verbs  of  social interaction, etc.  As  can  be  noticed,  these  classes  only  partially  overlap  with the  classification  adopted  in  wordnet.  This  is  not  surprising  since  the classification  criteria  are  very  different
. 

         There  are  other  aspects  which  may  be  weaken  the   practical   use  of  this  approach,  inspite  of  its  obvious  high  linguistic  interest,  from  both  theoretical  and  practical   viewpoints.  The  first  point  is  that  the  semantic  definition  of  some  classes  is  somewhat  fuzzy  and   does  not  really  summarize  the  semantics  of  the  verbs  it contains. An  alternative  would  be  to  characterize  a  class  by  a  set  of   features  shared  to  various  extents  by  the  verbs  it  is  composed  of.  Next, w. r. t..the  semantic  characterization  of the   class,  there  are  some  verbs  which  seem  to be  really  outside  the  class. Also,  as  illustrated below,  a set  of  classes  ( such  as  movement  verbs)  does  not  include  all the  “ natural”  classes  one  may  expect  ( but  “completeness”  or exhaustiveness  has  never  been  claimed  to be   one  of  the  objectives  of  this  research). This  may  explain  the  unexpected  presence of  some  verbs  in  a  class. Finally, distinctions  between  classes  are  sometimes  hard  to  make,  and  this  is  reinforced  by  the  fact  of  classes  may  unexpectedly  have  several  verbs  in  common.  Let  us  illustrate  these  observations  with  respect  to  two  very  representative  sets  of  classes  of  transfer  of  possession, e.g.  deprivation  are  in the  set  of  classes  of  Remove  verbs.

       Verbs  of  Motion  include  9 classes: 
· Inherently  directed  motion  ( arrive,  go…)

· Leave  verbs,

· Manner  of  motion:

      Roll  verbs ( bounce,  float,  move,…) 

      Run  verbs  ( bounce,  float,  jump,…)

· Manner  of  motion  using  a  vehicle:

Vehicle  name  verbs ( bike, …),

Verbs  not  associated  with  vehicle  names ( fly,…),

· Waltz  verbs  ( boogie,  polka,…),

· Chase  verbs  ( follow,  purse,…),

· Accompany  verbs.

Note  that  the  labels  “Roll”  a “Run”  do  not  totally  cover  the  semantics  of  the  verbs  in  the  corresponding  class. Also,  the  difference  between  the  two  classes  is  not  very  clear.  Waltz  and  Chase  verbs  are  interesting  examples  of  very specific  classes  which  can  be  constructed  from  alternations.  However,  few  domains  are  represented,  and  major  ones  are  missing  or  under- represented  ( e.g. type  of  movement,  medium of  movement,  manner  of  motion,  etc.).

       Verbs  of  transfer of  possession  include  9  classes:

· Give  verbs  ( feed,  give,  lease,…),

· Contribute  verbs ( distribute,  donate,  submit, …),

· Providing:

     Fulfilling  verbs ( credit,  provide,…),

     Equip  verbs  ( arm,  invest,…),

· Obtaining:  

Get  ( book,  buy,  call,  cash,  order,…)

Obtain  ( accept,  seize,…),

· Future  having  verbs  ( advance,  assign,…)

· Exchange  verbs,

· Berry  verbs ( nest,  clam,…).

In  this  example,  the difficulty  of  defining  the  semantics  of  a  class  is  evident,  eg.:  fulfilling,  future having: This  terms  do  not  exactly  characterize  the  class.  Note  also  the  Get  class  is  very  diverse  verbs.  Domain  discriptions  as  well as  moral  judgements  on  the  transfer  are  not  accounted  for  in  this  classification.

Functional  verbs  serve  as  markers  of  prediction  in  the  proper  sense,  since  they  show  the  connection  between  the  nominative  content  of  the  sentence  and  reality  in a strictly  specialized  way.  These  “ predicator”  include  auxiliary  verbs, semi-notional  verbid introducer  verbs,  and  link  verbs
. 

          Auxiliary  verbs  constitute  grammatical  elements  of  the  categorical  forms  of  the  verbs.  These  are  the  verbs  be,  have,  do,  shall,  will, should,  would,  may,  might.

          Modal  verbs  are  used  with  the  infinitive  as  predicative markers  expressing  relational  meaning  of  the  subject  attitude  type, i.e. ability,  obligation,  permission,  advisability, etc.  By  way  of  extention  of  meaning,  they  also  express  relational  probability,  serving  as  probability  predicators.  These  two  types  of  functional  semantics  can  be  tested  by  means  of  correlating  pure  modal  verbs  with  the  corresponding  two  sets  of  stative  collocations  of  equivalent  function:  on the  one  hand,  the  grouping  be  obliged,  be  permitted, etc.; on  the  other  hand,  the  groups  be  likely,  be  probable,  etc.

          Tom  may  stay  for  the  teleview  if  he  will. – Tom is  permitted  to  stay.

          The  modal  verbs  can,  may,  must,  shall,  will,  ought,  need,  dare  are  defective  in  forms,  and  are  supletively  supplemented  by  stative  groups  similar  to  those   shown  above.  The  supplementation  is effected  both  for  the  lacking  finite  forms  and  the  lacing  non-finite  forms.

          The  verbs  boys  can,  must,  may, shall,  will,ought belong  to the  class  of  modal  verbs.  Modal  verbs  are  characterized  by  specific  meaning,  particular functions  in  the  sentence  and  a  member  of  morphological  peculiarities.  Accordingly  they  form  a special  class  of  verbs.

          The  specific  meaning  of  these  verbs  is  as  follows  they  denote  neither  actions  nor  states  but   combined  with  the  infinitive  of  notional  verb  ( in  a compound  verbal  predicative)  show  that  the  action  ( or  state)  expressed  by  the  infinitive is  considered  as  possible, desirable,  necessary.

          The  infinitive  which  follows  a  modal  verb  is  used  without  the  participle  to  which  stresses  the  close  connection  of  the  modal  verb  with  the  infinitive.

          These  expressing  only  the  attitude  of  the  speaker  ( or  writer)  to  the  action  denoted  by  the  infinitive  modal  verbs  have  a  semi  auxiliary  function  in  the  compond   verbal  predicate.

                I  must  have  a  little  rest.   

               You  can  do  it.
       From  the  functional  point  of  view  the  class  of  verbs  may  be  subdivided  into  the  set  of  full  nominative  value  and  partial.  Notional  verbs  are  of  full  nominative  value. The  set  of  partial  nominative  value  represent  semi-notional  and  functional  verbs. The  first  set  is  derivationally  open  it  includes  the bulk  of  the  verbal  lexicon. The  second  set  is  derivationally  closed,  it  includes  limited  subsets  of  verbs  characterized  by  individual  relational  properties.

      Semi- notional  and  functional  verbs  include  auxiliary,  modal  verb,  link-verbs. Semi-notional  verbs  ( seem, happen, turn,  out,  begin,  continue,  stop, fall,  try,  etc.)
.  Modal  verbs  or  modals  are  concerned  with  our  relationship  with  someone  else.  Modal  have  2  major  functions  which  can  be  defined  as  primary  and  secondary.

      In  their  primary  function  modal  verbs  closely  reflect  the  the  meaning:

a) of  ability  ( can/ could). I can  lift  25  kg.

b) of  permission  ( may/ might). You  may  leave  now.

c) of  predication  ( will/  would)- ( shall- shold).  It  will  rain  soon.

d) of  escapable  obligation  or  duty  ( should/ ought  to). You  should  (  ought  to)  do  as  you  are  told.

e) of  inescapable  obligation. You  must  be  quite.

f) of  absence  of  obligation.  You  needn’t  wait.

In the  secondary  function  nine  of  modal  auxiliary  can  be  used  to  express  the  degree of  certainly/ uncertainly  a speaker  feels  about  a  possibility.  They  can  be  arranged  on  a  scale  from  the  greatest  uncertainty ( might)  to  the  greatest certainty  ( must).


Owing  to  their  morphological  peculiarities  modal  verbs  characterized  as  defective  verbs  because  the  lack  of  some  forms.  They  have  no  verbal,  accordingly  the  have  no  analytical  forms.  They  form  negative  and  interrogative  constructions  without  the  auxiliary  verb  to do: 


“You  can’t  see  him  there”


“Can  you  drive”

Owing to  their  meaning  and  function  in  the  sentences  modal  verbs  can  not  have  voice  or  aspect.  Neither  are  they  used  in  the  imperative  mood.


One  of  the  peculiarities  of  modal  verb  is  that  they have  weak  and  strong  forms  in  their  conjugation.

2.2.Semantic  classification  of  verbs  in  Modern  English

Semantically  verbs  divide  into  notional  and  semi-notional.

Some  linguists  speak also  of  a  third  group,  auxiliary  verbs,  completely  devoid  of  lexical  meaning,  as  for  instance,  has  in  has  written. As  shown,  they  are  words  in  form  only.  As  to  their  meaning  and  function  they  are  grammatical  morphemes,  parts  of  analytical  words. Hence  the  name  grammatical  word-morphemes.

The  class  of  verbs  falls  into  a  number  of  subclasses  distinguished  by different  semantic  lexico-grammatical  features.

The  majority of  English  verbs  are  notional., i.e.  possessing  full lexical  meaning. 

Connected  with  it  is  their  isolatability, i.e.  the  ability  to  make  a  sentence  alone  (Come!  Read!).  Then  combinability  is  variable. Semi-notional  verbs  have  vary  general,  faded  meanings, as  in  be,  have,  become,  seem,  can, may,  must,  etc., where  the  meaning  of  action  is  almost  obliterated. Semi- notional  verbs  are  hardly  isolatable. Their  combinability  is  usually  bilateral  as  they  serve  to  connect words  in  speech. They  are comparatively  few  in number,  but  of  very  frequent  occurrence, and  include  two  peculiar  groups: link-verbs and  modal  verbs.

On  the  basis  of  the  subject-process  relation  all  the  notional  verbs  be  divided  into  actional  and  statal.

Actional  verbs  express  the  action  performed  by  the  subject. To  this  class  belong  such  verbs  as  do,  act,  make,  go,  read,  learn,  discover,  etc.

Statal  verbs  denote  the  caste  of  their  subject. To  this  subclasses  belong such  verbs  as  be  live,  survive,  worry,  suffer,  see,  know, etc.They  usually  occur  in  the  simple  form  in all  tenses.  They  are  not  generally  used  in  progressive  forms. But  if  there  are  used  so  there  any  change  of  meaning: E.g.:  Oh, it  hurts! – Oh,  it’s hurting! Semi-notional  verbid  introducer  verbs  are  distributed  among  the  verbal  sets  of  discriminatory  relational  semantics  (seem, happen, turn  out, etc.)., of  subject-action  relational  semantics  (try,  fail,  manage, etc.),  of  phrasal  semantics  (begin, stop,  continue,  etc.). The  predicator  verbs  should  be  stricked  distinguished  from  their  grammatical  homonyms  in  the  subclasses  of  notional  verbs. As  a  matter  of  fact,  there  is  fundamental  grammatical  difference  between  the  verbal  constituents  is  such  sentences  as  say,” The  began  to fight”  and  “They  began  the  fight”. Where  the  verb  in the  sentence  is  a  semi-notional  predicator,  the  verb  in  the  second  setence  is  a  notional  transitive  verb  normally  related  to  its  direct  object. The  phrasal   predicator  begin  (the  first  sentence)  is grammatically  inseparable  from  the  infinitive  of  the  notional  verb  fight,  the  two  lexememes  making  one  verbal-part  unit  in  the  sentence. The  transitive  verb  begin  (the  second  sentence),  on  the  contrary,  is  self-dependent  in  the  lexico-grammatical  sense,  it  forms  the  predicate  of  the  sentence  by  itself  and  as  such  can  be  used  in  the  passive  voice,  the  whole  construction  of  the  sentence  in  this  case  being  presented  as  the  regular  passive. On  the  upper  level  of  division  two  unequal  sets  are  identified:  the  ste  of  verbs  of  full  nominative  value  (notional  verbs),  and  the  set  of  verbs  of  partial. Semi-notional  and  functional  verbs  nominative  value  (semi-notional  and  functional  verbs). The  first  set  is  derivationally  open,  it  includes  the  bunk  of  the  verbal  lexicon. The  second  set  is  derivationally  closed,  it  includes  limited  subsets  of  verbs  characterized  by  individual  relational  properties.

The  Construction  Grammar  approach  sheds  a  particularly  clear  and  insightful  light  on  this  interaction,  let  us  present  here  some  of  its  aspects,  relevant  to  the  verb  semantic  class  system.
The  first  point  concerns  the  nature  of  the  verb  semantics,  the  nature  of  the  semantics  of  a  construction  and  the  characterization  of  the  interactions  between  these  two  elements. The  second  point  concerns  the  meaning  relations  in  constructions. These  elements  are  of  much  importance  for  lexicalization  and  the  construction  of  propositions.

Verbs  usually  have  a  central  use, characterized  by  a  specific  syntactic  form  but  they  may  also  be  used  with  a  large  variety  of  other  syntactic  forms. In  case  the  meaning  of  the  initial  meaning  of  the  verb. Let  us  consider  a  few  illustrate  cases. In: Edith  baked. Mary  a  cake,  the  initial  sense  of  bake  becomes  somewhat  marginal  in  favour  of  a   more  global  meaning.  There  is  not  here  a  special  sense  of  bake  which  is  used,  but  bake  describes  a  kind  of  “manner”  of  giving  Mary  a  cake.

Consider  now  the  case  of  slide, suggeste  by  B. Levin. From  the  two  following sentences: Edith  slid  Susan / the  door  the  present  Edith  slid  the present  to  Susan/ to  the  door,  one  may  conclude    that  there  are  two  senses  for  slide  (probably  very  close). The  first  sense  would  constrain  the  goal  to  be  animate  while  the  second  would  have  no  constrain. Now,  if  we  insist,  in  the  ditransitive  construction,  that  the  goal  must  be  animate,  then  we  can  postulate  just  one  sense  for  slide,  which  is  infinitively  more  conceptually  appropriate. We  then  need  to  posit  constraints  in  the  alternations  on  the  nature  of  the  arguments  which  would  then  allow  only  those  verbs  which  meet  the  constraints  to  undergo  that  alternation. As  noticed  very  early  by  Lakoff,  a  verb  alone  (and  its  associated  lexical  semantics)  cannot  be  used  to  dtermine  whether  a  construction  is  acceptable,  it  is  necessary  to  take  into  accoumt  the  semantics  of  the  arguments.

 There  is  of  course  some  semantic   back-ground  for  the  distinction  of  verbs.

Prototypically,  verb  (such  as  sleep,  stay,  hit,  give)  denote  temporally  changing  entities  (events  or  states)  in  which  one  more  objects  are  perticipating.

However,  the  qualification  into  verbs  is  not  purely  semantic-driven. Given  the  rich  conceptual  variation  into  punctual  vs. extended  events,  on-going  activities  vs.

Achievements,  permanent  vs.  temporally  restricted  states, masses  vs. individual  objects. Concrete  vs. abstract  activities / objects  one  must  wonder  why  there  are  just  two  major  lexical  classes  rather  than,  say,  eight  or  ten. Mreover,  a  closer  inspection  of  the  vocabulary  of  a  language  shows  that  some  items  seen  to  be  wrongly  classified:  while  verbs  such  as  resemble,  exist,  be  above  or  be  tall  do  not  denote  events. 

Depending  on  the  construction  and  on  the  verb,  the  may  either  play  an  important  part  in  the  elaboration  of  the  semantics  of  the  proposition  or  may  simply  express  the  means,  the  manner  the  circumstances  or  the  result  of  the  action  while  the  construction  describes  the  central  meaning. In  fact, the  meaning  of  verbs  and  of  constructions  often  interact  in  very  subtle  ways.

On  might  conclude  then  that  there  is  no  longer  a  clear  separation  between  lexical  rules  and  syntactic  rules. The  difficulty  is  then  to  identify  and  describe  the  syntactically  relevant  aspects  of  verb.

Some  authors  treat  link-verb  as   altogether  bereft  of  all  lexical  meaning. If  it  were  so,  there  would  be  no  difference  between. He  is  old,  he  seems   old,  he  becomes  old,  since  is,  seems,  becomes  convey  the  same  grammatical  meanings.

The  combinability of  link-verbs  is  different  from  that  of  notional  verbs.

a) It  is  for  the  most  bilateral  since  a  link  verb  usually  connects  two  words.  In  this  respect  it  somewhat  resembles  the  combinability  of  prepositions  and  conjunctions. E.g: I  want  him  to  be  honest.

b) Link-verb  form  combinations  with  words  and  word-groups  which  are  but  seldom  attached  to  notional  verbs. 

Very  often  grammarians  speak  only  of  finite  link  verbs used  as  parts  of  predicates  forgetting  about  the  corresponding  verbids  which  occur  in  other  functions  and  prove  that  link-verbs  are  not  just  a  syntactical  class  of  verbs.

John  being  late  we  had  to  put  off  the  trip. His  dream  of  becoming  a  pilot.

In  English  ever  greater  number  of  notional  verbs  are  used  with  a  linking  function,  so  that  they  may  be  called  notional  links.

E.g. The  sun  rose  red. He  lay  asleep.

Modal  verbs  are  characterized:

1) By  their  peculiar  modal  meanings.  The  meanings  of  “action,  process”  common  to  all  verb  is  scarcely  felt,  being  suppressed  by  the  meaning  of  “ability,  necessity  permission  to  perform  an  action  denoted  by  some  other  verb.

2) By  their  peculiar  combinability. It  is  bilateral  like  that  of  link-verbs,  but  unlike  link-verbs  can  be  followed  by  infinitives  only.

You  must  stay  here. He  ought  to  have  come. I  have  to  be  moving. 

3) By  their  syntactical  function.  Having  no  verbids,  they  are  used  only  as  predicates.

Semantic  factors  continue  in  playing  a  contextual  role  when  the  particular  meanings  of  items  in  focus. 

Within  the  class  of  verbs,  various  kinds  of  semantics  sub  classification  come  into  mind:  verbs  with  animate  or  inanimate  arguments,  verbs  of  movement,  position  or  placement  verbs  of  manupulation,  experience,  perception,  communication  and  so  on. Nearly  none  of  these  possible  semantic  factors  is  decisive  for  the  further  grammatical  subclassification  of  verbs,  except  animacy  in  some  languages.

The  most  robust  subclassification  of  verbs  concerns  the  number  of  arguments:  intransitive  verbs  have  one,  transitive  verbs  have  two,  and  dutransitive  verbs  have  three  nominal  arguments. (Verbs  are  with  zero  valency  are  extremely  rare-one  possible  semantic  class  of  this  kind  are  whether  verbs,  such  as  ‘it  rains’ however,  note  that  English  uses  here  an  expetive  pronoun,   which  masks  the  verb  to  be  transitive). Besides  that,  verbs  are  subclassified  of  whether  they  take  a  clausal  complement  (verbs  of  mental  attitudes),  which  under  some  conditions  can  also  be  reduced  to  an  infinitive  or  a  similar  non-finite  verb  form  (he  hopes  to  win  vs  he  hopes  that  he  will  win). Furthermore,  at  least  some  languages  have  a  subclass  of  verbs  that  take  a  locational  argument, e.g.,  a  prepositional  phrase  (he  sits  on  the  bank,  he  puts  the  cans  on  the  bank). Sometimes  one  also  finds  a  class  of  verbs  that   take  prepositional  objects  in  which  the  preposition  is  lexically  fixed. (without  contributing  a  particular  meaning);  ‘think  at  someone’ , ‘believe  in  smth’,  ‘hope  for  smth’.

If  two  nominal  arguments   occur  with  a  verb,  the  meaning  of  the  verb  sometimes  requires  one  arguments  to  be  animate  and  the  other  to  be  inanimate  (read,  sew, enter),  however,  more than  often  this  is  not  the  case.
The  second  argument  of  see,  for  instance,  can  be  inanimate  or  animate;  in  the  latter  case,  the  two  arguments  can  in  principle  be  exchanged, thereby  shifting  the  intended  reading (the  man  saw  the  lion  and  the  lion  saw  the  man  mean  different  things). It  is  even  possible  that  a  verb  has  three  arguments  that  are  similar  in  their  nature,  consider  send  or  introduce  where  any  ordering  of  the  three  nominal  arguments  is  possible  (the  neighbour  sent/  introduced  the  woman  to  a  specialist  sent/  introduced  the  neighbour  to  the  woman;  etc.)

Verb  semantic  classes are  then  constructed  from  verbs,  modulo  exceptions,  which  undergo  a  certain  number  of  alternations. From  this  classification,  a  set  of  verb  semantic  classes  is  organized. We  have  for  example, the  classes  of  verbs  of  putting,  which  include  Put  verbs,  Funnel  Verbs,  Verbs  of  putting  in  a  specified  direction. Pour  verbs, Coil  verbs, etc. Other  sets  of  classes  include  verbs  of  removing. Verbs  of  Carrying  and  Sending,  Verbs  of  Throwing,  Hold  and  Keep  verbs. Verbs  of  contact  by  impact,  Image  creation  verbs. Verbs  of  creation  and  transformation,  Verbs  with  predicative  complements, Verbs  of  perception, Verbs  of  Desire. Verbs  of  communication, Verbs  of  social  interaction, etc. As  can  be  noticed,  classification  adopted  in  World  Net. This  is  not  surprising  since  the  classification  criteria  are  very  different.

There  are  other  aspects  which  may  weaken  the  practical  use  of  this  approach,  in  spite  of  its  obvious  high  linguistic  interest,  from  both  theoretical  and  practical  viewpoints. The  first  point  is  that  the  semantic  definition  of  some  classes  is  some-fuzzy  and  does  not  really  summerize  the  semantics  of  the  verbs  it  contains. An  alternative  would  be  to  characterize  a  class  by  a  set  of  features  shared  to  various  extents  by  the  verbs  it  is  composed  of. Next  w.r.t.  the  semantic  characterization  of  the  class,  there  are  some  verbs  which  seem  to  be  really  outside  the  class. This  may  explain  the  unexpected  presence  of  some  verbs  in  a  class. Finally  distinctions  between  classes  are  sometimes  hard  to  make,  and  this  is  reinforced  by  the  fact  that  classes  may  unexpectly  have  several  verbs  in  common. Let  us  illustrate  these  observations  with  respect  to  two  very  representative  sets  of  classes:  verbs  of  motion  and  verbs  of  transfer  of  possesion  (notice  that  a  few  other  classes  of  transfer  of  possesion, e.g. deprivation,  are  in  the  set  of  classes  of  Remove  verbs).

Verbs  of  Motion  include  9  classes:

1. Inherently  directed  motion  (arrive,  go, …),

2. Leave  verbs,

3. Manner  of  motion:Roll verbs (bounce,  float, move,..), Run  verbs (bounce,  float,  jump,…),

4. Manner  of  motion  using  a  vehicle: Vehicle  name  verbs (bike,..),  Verbs  not  associated  with  vehicle  names  (fly,…)

5. Waltz  verbs  (boogie,  polka,…)

6. Chase  verbs  (follow,  pursue,…),

7. Accompany  verbs.

Note  that  the  labels  ‘Roll’  and  ‘Run’  do  not  totally  cover  the  semantics  of  the  verbs  in  the  corresponding   class. Also,  the  difference  between  the  two  classes  is  not  very  clear,  Waltz  and  chase  verbs  are  interesting  examples  of  very  specific  classes  which  can  be  constructed  from  alternations. However,  few  domains  are  represented,  and  major  ones  are  missing  or  under-represented  (e.g.  type  of  movement,  medium  of  movement,  manner  of  motion,  etc.)

Verbs  of  transfer  of  possesion  include  9  classes: 

1. Give  verbs   (feed, give,  lease,…),

2. Contribute  verbs  (distribute,  donate,  submit…),

3.  Providing; A)  Fulfilling  verbs  (credit,  provide,…),B) Equip  verbs  (arm,  invest,…),

4. Obtaining: A) Get  (book,  buy,call,  cash,  order,  phone,…), B) Obtain  (accept,  accumulate,  seize,…), 

5. Future  having verbs  (advance,  assign,…)

6. Exchange  verbs, 

7. Berry  verbs  (nest,  clam,…).

In  this  example,  the  difficulty  of  defining  the  semantics  of  a  class  is  evident,  e.g:  fulfilling,  future  havinng:  these  terms  do not  exactly  characterize  the  class. Note  also  the  Get  class  is  very  large  and  contains  very  diverse  verbs. Domain  descriptions (family,  education,   law, etc.)  as  well  as  moral  judgements  on  the  transfer  (legal,  illegal,  robbery)  are  not  accounted  for  in  this  classification.

2.3. Functional  classification  of  verbs  in  Modern  English


Functional  verbs  serve  as  markers  of  predication  in  the  proper  sense,  since  they  show  the  connection  between  the  nominative  content  of  the  sentence  and  reality  in  a  strictly  specialized  way. These  ‘predicator’  include  auxiliary  verbs,  model  verbs,  semi-notional  verbid  introducer  verbs,  and  link-verbs.


Auxiliary  verbs  constitute  grammatical  elements  of  the  categorial  forms  of  the  verbs. These  are  the  verbs  be,  have,  do,  shall,  will,  should,  would, may,  might.


Modal  verbs  are  used  with  the  infinitive  as  predicative  markers  expressing  relational  meanings  of  the  subject  attitude  type.i.e.  ability,  obligation,  permission  advisability,  etc. By  way  of  extension  of  meaning,  they  also  express  relational  probability,  serving  as  probability  predicators. These  two  types  of  functional  semantics  can  be  tested  by  means  of  correlating  pure  modal  verb  collocational  with  the  corresponding  two  sets  of  stative  collocations  of  equivalent  functions:  on  the  one  hand,  the  groups  be  obliged,  be  permitted, etc;  on  the  other  hand,  the  groups  be  likely,  be  probable,  etc.


Tom  may  stay  for  the  teleview  if  he  will. –Tom  is  permitted  to  stay.


The  modal  verbs  can,  may,  must,  shall,  will,  ought,  need,  dare  are  defective  in  forms,   and  are  suppletively  supplemented  by  stative  groups  similar  to  those  shown  above. The  supplementation  is  effected  both  for  the  lacking  finite  forms  and  the  lacing  non-finite  forms.


The  boy  can  prepare  the  play-ground  themselves. – The  boys  willl  be  to  prepare  the  play-ground  themselves. 


The  verbs  can,  must,  may,  shall,  will,  ought  belong  to  the  class  of  modal  verbs. Modal  verbs  are  characterized  by  specific  meaning,  particular  functions  in  the  sentence  and  a  member  of  morphological  peculiarities. Accordingly  they  form  a  special  class  of  verbs. 


The  specific  meaning  of  these  verbs  is  as  follows:  they  denote  neither  actions  or  states  but  combined  with  the  infinitive  of  a  notional  verb (in  a  compound  verbal  predicate)  show  that  the  action  (or  state)  expressed  by  the  infinitive  is  considered  as  possible  desirable,  necessary.


The  infinitive  which  follows  a  modal  verb  is  used  without  the  particule  to  which  stresses  the  close  connection  of  the  modal  verb  with  the  infinitive.


These  expressing  only  the  attitude  of  the  speaker  (or  writer)  to  the  action  denoted  by  the  infinitive  semi  auxiliary  function  in  the  compound  verbal  predicate.


I  must  have  a  little  rest.

You  can  do  it.

From  the  functional  point  of  view  the  class  of  verbs  may  be  subdivided  into  the  set  of  full  nominative  value  and  partial.  Notional  verbs  are  verbs  of  full  nominative  value  represent  semi-notional  and  functional  verbs. The  first  set  is  derivationally  open  it  includes  the  bulk  of  the  verbal  lexicon. The  second  set  is  derivationally  closed,  it  includes  limited  subsets  of  verbs  characterized  by  individual relational  properties.

Link –verbs  introduce  the  nominal  part  of  the  predicative  (the  predicative),  which  is  commonly  expressed  by  a  noun,  an  adjective  or  a  phrase  of  a  similar  semantico-grammatical  character. It  should  be  noted  that  link-verb,  although  they  are  named  so,  are  not  devoid  of  meaningful  content. Their  function  is  connecting  (linking)  the  subject  and  the  predicative  of  the  sentence.

The  linking  function  in  the  purest  form  is  effected  by  the  verb  be  (pure  link-verb).  All  the  link-verbs  other  than  the  pure  links  the  pure  specification  express  some  specification  express  some  specification  (specifying  link-verbs).

Two  main  groups:

A) perrceptional  link  verbs:  seem,  appear,  look,  feel,  taste.

B) Factual  link-verbs:  become,  get,  grow,  remain,  keep.

Verbals  make  up  a  special  grammatical  category.

Modal  verbs  express  the  attitude:  ability,  obligation,  permission,  advisability, probability. Modal  verbs  are  defective  in  forms. They  do  not  differentiate  the  category  of  person,  number,  voice,  aspect, perfect,  no  future  tense  no  verbals. They  have  lost  many  of  their  categorial  meanings.

Modal  verbs  or  modals  are  concerned  with  our  relationship  with  someone  else. Modal  have  2  major  functions  which  can  be  defined  as  primary  and  secondary.

In  their  primary  function  modal  verbs  closely  reflect  the  meanings.

Modal  verbs  have  also  another  peculiarity,  they  may  be  faced  into  one  word  with  the  negative  particle  not:

I  shan’t  (shouldn’t)

He  can’t  (couldn’t).
CHAPTER III. Modern ways of teaching English grammar to lyceums
3.1 The importance and actuality of teaching English grammar to lyceum learners

The grammatical systems of Uzbek and English are fundamentally different. English is an analytical language, in which grammatical meaning in largely expressed through the use of additional words and by changes in word order. Russian is a synthetic language, in which the majority of grammatical forms are created through changes in the structure of words, by means of a developed system of prefixes, suffixes and ending. 

In modern methodology many methods have been improved for the teaching of foreign language. And they can be used with varying degrees of success and failure.

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

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

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

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

We list the major characteristics of Grammar Translation.

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

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

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

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

· Reading of difficult classical texts is begun early.

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

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

· Little or no attention is given to pronunciation.

(Brown H., Douglas ‘Principles of language teaching’, N.Y., 1987)

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

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

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

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

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

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

· Only everyday vocabulary and sentences were taught.

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

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

· New teaching points were introduced orally.

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

· Both speech and listening comprehension were taught.

· Correct pronunciation and grammar were emphasized.

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

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

· New material is presented in dialog form.

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

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

· Structural patterns are taught using repetitive drills.

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

· Vocabulary is strictly limited and learned in context.

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

· Great importance is attached to pronunciation.

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

· Successful responses are immediately reinforced.

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

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

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

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

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

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

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

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

The teacher draws pupils’ attention to the new element in the form of a rule, a very short one. It is usually done in the mother tongue. For example: Помни, что во множественном числе к существительному прибавляется окончание –s [s,z] или –es [IZ]. Or: Помни, что в отрицательных предложениях ставится вспомогательный глагол “do not” (“does not”).The rule helps the learner to understand and to assimilate the structural meaning of the elements. It ensures a conscious approach to learning. This approach provides favourable conditions for the speedy development of correct and more flexible language use. However it does not mean that the teacher should ask pupils to say this or that rule, Rules do not ensure the mastery of the language. They only help to attain the practical goal. If a pupil can recognize and employ correctly the forms that are appropriate, that is sufficient. When the learner can give ample proof of these abilities we may say that he has fulfilled the syllabus requirements.

   Conscious learning is also ensured when a grammar item is contrasted with another grammar item which is usually confused. The contrast is brought out through oppositions. For example:

I get up at 7 o’clock.                 

It’s 7 o’clock. I am getting up.

He has come.

He came an hour ago.


Give me a book (to read into the train). 

Give me the book (you have promised),

I like soup (more than any other food). 

I like the soup ( you have cooked).

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

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

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

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

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

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

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

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

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

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

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

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

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

A typical beginning teacher of English as a second language is confronted from the first day in the classroom with student language which may depart significantly from that which a native speaker would produce. At practically every turn, the teacher is face with decisions about how best to deal with such deviations from the norm. Contrary to what one might assume, it would be virtually impossible to call students’ attention to all of their production errors, for the cost would be fasted time, student and teacher frustration, and ultimately little production at all. The current view of second-language acquisition holds that it is certainly not necessary to treat errors in a one-by-one way as serious problems. As long as we do not regard every error in a student’s interlanguage – the term used for linguistic competence at any stage short of native-speaker competence – as a manifestation of a bad habit to be unlearned, many errors may be passed over as evidence of transition stages of development. Yet it is still valuable to ascertain the nature and source of these errors, for this will in part determine how to address them.

It is often wise to know something about the structure of the native languages of second-language students - if only a thumbnail sketch – as a reasonably high number of errors do appear to involve negative transfer. Let us consider wh-fronting as an extended example. English wh-expressions originate in various positions in the sentence and are fronted to first position in a sentence, in each case leaving behind a gap or trace (a gap, as noted, that is not visible on the surface for subjects). Thus, we get Who(m) did you see (t) last night?  Yet not all languages work in quite this way. Many languages employ  what are referred to as presumptive pronouns, where the fronted NP is repeated in the positions from which it would be moved in English; the results is something like Who(m) did you see him last night? Such a sentence, if uttered in English, borders on the uninterruptable. Exactly what operations are involved in forming such a structure in the language (such as Farsi) in which presumptive  pronouns regularly occur is a matter for theoretical discussion. However, presumptive pronouns regularly occur in English “interlanguage” of speakers of these languages, and the teacher will find it useful to have a rough idea of the facts of both English and the student’s native language, and to make a teaching decision accordingly.

Likewise, it is worthwhile to know something about the overall typology of relative clauses across the world’s languages. English has quite a few options for gelatinizing. The possibilities include relatives functioning as subjects (The people who arrived), direct objects (The paper which I wrote), prepositional objects (The firm to which she applied), possessive determiners (The man whose car broke down), and several adverbial words (The place where we went, The time when she broke the vase, The reason why we did that). For a learner of English, not all of these will likely be acquired at an equal pace. As Keenan and Comrie (1977) and Keenan (1985) show, not all languages make use of relatives in each of these positions. They sketch what they call an “accessibility hierarchy” along which the likelihood of occurrence of true relative pronouns decreases: subject>direct object>indirect object> object of preposition> possessor. Thus, a language which has the rough equivalent to The man who arrived yesterday, a subject relative, may use a personal rather than a relative pronoun to mark prepositional object relatives: The man I gave the book to him arrived yesterday (where man and him are co referential).

Current ESL grammar materials tend toward communicative or contextual grammar which seeks to adopt the best part of Krashen’s message without abandoning completely a certain amount of abstract rule presentation. Some of these take an eclectics approach with an eye to catering both to those students who seem to respond well to more formal work and to those who do not. Some writers, like Raimes (1998), approach the teaching of structure in the context of actual texts drawn from books and periodicals; others, like the authors of the Grammar Dimensions series (Larsen-freeman, 2007,)) take a discourse-functional approach in which students are taught not only the formal aspects of individual structures but the uses to which they are put in discourse. The rationally of a series like Grammar Dimensions is that there is no sense in teaching, for example, passivization without a clear explanation of what native  speakers actually do with the passive voice.
 Beyond merely explaining the rules and discourse contexts for use the passive, such an approach will typically embed class activities and exercises into situations, real or imagined, where passivizization is most likely to occur. For example, students might be asked to describe an event (such a crime) where the identity of the agent (the criminal) is unknown.

Where grammar construction forms part of a larger school program in second-language reading and writing, contextualization of grammar may profitable take place while students investigate a specific subject area in some depth – say, issue “heredity vs, environment” or the “effect of deforestation on the earth’s atmosphere”. Such content-based instruction is predicated on the belief that the discussion of real-world issues in the classroom will result in a more congenial learning atmosphere and serve as a natural springboard to valuable class discussions needed for language practice. As grammar issues arise in the course of discussions and composition-writing, they are treated as a natural part of the composing process. For example, suppose that a class is focusing on the role of folk objects in cultures and that each student’s assignment is to bring in a folk object and explain its purpose. As soon as the student is put in the position of saying or writing, Myfolk object is an abject which... a possible context for a study or relative clauses exists. Since students will likely find reason to use several types of relatives in writing their essay, it seems appropriate for a class to review at least the major types.

In another approach to composition called mode-based instruction, the writing curriculum is structured according to typical (if often idealized) rhetorical models such as “comparison-contrast”, “cause and effect”, “description of a process”, “interview report”, and so on. Such structuring lends itself even more directly to a focus on specific grammatical areas. For example, the complexities of comparatives may be presented in a unit on comparison and contrast; passives are usefully covered in connection with process descriptions (such as formal written instructions where the sentence like The screw should not be over-tightened (frequently occur); indirect speech fits well with interview reports’ appositions is common in extended definitions (e.g. The opossum, a variety of marsupial, is found widely across North America); a discussion of most types of subordination and coordination seems appropriate to all models. While there is certainly no natural congruence between content or rhetorical mode and every imaginable grammatical point, it seems worthwhile to exploit the connections where they exist, provided student writing stands to benefit from attention to these points.

No matter what one may discover in magazine advertisements for schools claiming that their methods can teach native speakers competence practically overnight, it remains true that there are no panaceas in second-language learning. Professionals in the field have not yet uncovered “the secret” to quick and accurate mastery of a foreign language. It is generally held that when people reach puberty, language acquisition becomes difficult. For most people, becoming a highly competent speaker of a second language involves time, effort, and concentration. Along the road to acquisition, knowledge of linguistics can be useful for both teacher and student in two ways.

First is the obvious role that knowledge of phonology, morphology, syntax, and the lexicon can play in instruction. There is a wealth of published materials that a teacher or a student may draw on for assistance and insights in teaching or learning these areas of language, many of which incorporate pragmatics as well. While systematic teaching of language structure is not always the best  focus at all times for every student in developing linguistic competence, while it may seldom be the best focus for certain students, and while it is never adequate by itself in second-language teaching, it remains true that many second-language students – especially older ones – respond well to such teaching and expect their instructor to be able to provide answers and explanations. It will not do for the instructor to tell the student that conscious knowledge of the mechanics of the second language is irrelevant to mastery of the language (though certain students may indeed have an inflated notion of the role that conscious learning has played in their own language acquisition).

The second role is more indirect: it is the role that a good knowledge of linguistic theory and acquisition studies may play in informing teachers about nature of language learning. The decline of behaviorism in American linguistics and concomitant rise of the mentalistic generative grammar of Chomsky have had profound and abiding effects of language teaching. Generative grammar has since undergone many changes which have made its direct applicability to pedagogy even more difficult now than in the 1960s. At the same time, functional approaches to grammar have influenced grammar class stable, which now frequently exploit connections between grammar and discourse. Where extensive mechanical pattern drills in a particular grammatical structure once exited as a means to internalize that structure, ESL students today may be given the statement of a rule together with several examples and a few practice exercises, followed by exposure to a text taken from a newspaper article showing multiple instances of that structure in context, followed again by a writing assignment designed to elicit use of the structure. Teachers may then reinforce their teaching by making an effort to include numerous examples of the structure in their own speech and in further class texts even after they have moved the conscious attention of students to new topics.

We may tie together the discussions of native-language and ESL grammar instruction by noticing a common historical thread. In both cases, the centrality of grammar in the curriculum once went unquestioned. Then for a number of reasons this focus came to be seen as mistaken, with the result that attention to language form came into disrepute. In both cases, the dethroning of grammar met with mixed reactions. Many felt a sense of liberation from curricula that seemed to have drained the life out of their subject and to have missed the point of language study. Yet the complete elimination of grammar from the curriculum flouted the intuitions of others who valued the role of grammar study in their own language learning and arrested to its value in their students’ experience.

Since the mid-1980s grammar has made a comeback, the consensus having moved toward a more refined and balanced approach. Knowledge of the particulars of linguistics is surely not the only sort of knowledge relevant for a teacher – neither for an ESL instructor nor for a secondary-school teacher whose students are mainly native speakers of English. However, it is surely essential knowledge, and applied in an intelligent way, it has in important role to play in fostering language development.

A thorough review of the history of sentence diagramming and uses of grammar in the teaching of writing is found in Sherwin (1986). Discussing of process vs. product approaches to composition may be found in Berlin (1982), Hairston (1982), and Coe (1987), among others. In addition to satiric treatments such as Quinn (1980), an excellent analysis of prescriptive in general appears in Nurnberg (1983), and Battistella (2005). Brinton (1988) discussed the application of prescriptivism rules to student writing. Weaver with Bush (2008) contains a thorough discussion of the role of grammar in writing.

Professional journals for college and secondary-school language arts teachers have given considerable space to articles on pedagogical grammar over the years. An entire issue of English journal (85/7, November 1996) is devoted to articles (some quite amusing) on the use and misuse of grammar instruction in the classroom and includes some interesting classroom-tested lesson plans. For two book-length treatments of the subject and descriptions of sample lessons, see Noguchi (1991) and Weaver (1996a).

Capsule description of second-language teaching methods over the years appear in Diler (1971), Ellis (1990), Larsen-Freeman (2000), and Richards and Rodgers (2001). For experimented evidence that the explicit teaching of structure yields positive results, see Long (1983), Master (1994), Yip (1994), and Yorio (1994). The standard text on the facts of English structure of potential use to second-language teachers, which also providers’ strategies for teaching structure to students, is Celce-Murcia and Larsen-Freeman (1999). This book incorporates a certain amount of cross-linguistic comparison and contrast. Also very useful for ESL/EFL teachers seeking to understand the sources of their students’ errors in Swan and Smith (2001), which provides useful contrastive analyses of English and many of the languages commonly spoken by students in the second-language classroom. A rationale for content-based instruction is given in Brinton, Snow, and Wesche (2003): a useful example of a thematically oriented content-based ESl textbook series with attention to grammar issues is Brinton et al. (1997). 

Simple sentence. A simple sentence has one subject and one predicate, either or both which may be compound. 

Compound subject: seagoing cut throats and thieves once hid along the Carolina coast.  

Compound predicate: Blackbeard tarred and caulked his boats in oracoke inlet. 

Compound subject and compound predicate in 1978 Blackbeard AndSrese Bonnet blockloaded Charleston and captured five ships. 

Practice 3. Finding subject and Verbs 

Copy the following sentences, arranging inverted sentences in their natural order. Rearrange also those sentences that have any part of the predicate before the subject. Then draw one line the under the predicate verb. Separate the complete subject from the complete predicate with a vertical line. Place all modifiers of the verb after the vertical line. 

Example: During the twenties was born luxurious movie place. 

The luxurious movie place was born during the twenties.

3.2The system of exercises for teaching stative verbs to lyceum learners
The teaching methodologies in Classrooms A and B differ because they reflect opposing theoretical views concerning the most effective way to learn a second language in classroom settings.

Theories have been proposed for the best way to learn a second language in the classroom and teaching methods have been developed to implement them. But the only way to answer the question 'Which theoretical proposal holds the greatest promise for improving language learning in classroom set​tings?' is through research which specifically investigates relationships between teaching and learning.

Both formal and informal researches are needed. Formal research involves careful control of the factors which may affect learning. It often uses large numbers of teachers and learners in order to try to limit the possibility that the unusual behavior of one or two individuals might create a misleading impression about what one would expect in general. Researchers doing this kind of work must sometimes sacrifice naturalness in order to ensure that only those factors under investigation are different in the groups being compared.

Informal research often involves small numbers, perhaps only one class with one teacher, and the emphasis here is not on what is most general but rather on what is particular about this group or this teacher. While formal research may add strength to theoretical proposals, informal research, including that carried out by teachers in their own classrooms, is also essential. It is hardly necessary to tell experienced teachers that what 'works' in one context may fail in another.

In the section below, we will examine five proposals relating to this issue, provide examples from classroom interaction to illustrate how the proposals get translated into classroom practice, and discuss how the findings from some of the formal research in SLA fit them. For each proposal, a few relev​ant studies will be presented, discussed, and compared with one another. The 'Get it right from the beginning' proposal for second language teaching best describes the underlying theory behind the teaching practices observed in Classroom A. Indeed, it is the proposal which probably best de​scribes the way in which most of us were taught a second language in school. It reflects the behaviorist view of language acquisition in assuming that learners need to build up their language knowledge gradually by practicing only correct forms. Teachers avoid letting beginning learners speak freely because this would allow them to make errors. The errors, it is said, could become habits. So it is better to prevent these bad habits before they happen. Here are some more examples from classes based on this approach.

 The students have no reason to get involved or to think about what they are saying. Indeed, some students who have no idea what the sentences mean will successfully repeat them anyway, while their minds wander off to other things.

There is little classroom research to support this proposal. In fact, it was the frequent failure of traditional grammar-based methods to produce fluency and accuracy in second language learners which led to the development of more communicative approaches to teaching in the first place.

Supporters of communicative language teaching have argued that language is not learned by the gradual accumulation of one item after another. They suggest that errors are a natural and valuable part of the language learning process. Furthermore, they believe that the motivation of learners is often stifled by an insistence on correctness in the earliest stages of second language learning. These opponents of the 'Get it right from the beginning' proposal argue that it is better to encourage learners to develop 'fluency' before 'accuracy'.

Recently, some researchers and educators have reacted to the trend toward communicative language teaching and have revived the concern that allowing learners too much 'freedom' without correction and explicit instruction will lead to early fossilization of errors. Once again we hear the call for making sure learners 'get it right from the beginning'.

Unfortunately, little research has been carried out to test the hypothesis that an early and exclusive emphasis on form will, in the long run, lead to higher levels of linguistic performance and knowledge than an early and exclusive emphasis on meaning. The widespread adoption of communicative language teaching in recent years has meant that researchers in some settings have not been able to find classrooms which are exclusively form-oriented in order to make direct comparisons with classrooms that are exclusively meaning-oriented. None the less, there are findings from second language classroom research which are relevant to this issue. These include descriptive studies of the interlanguage development of second language learners in audiolingual programs, and studies of the development of second language proficiency in classroom learners who have received different amounts of form- and meaning-based instruction.

Sandra Savignon
 (1972) studied the linguistic and communicative skills of 48 college students enrolled in Native language language courses at an American university. The students were divided into three groups, all of which received the same number of hours per week of audiolingual instruction where the focus was on the practice and manipulation of grammatical forms. However, the 'communicative group' had an additional hour per week devoted to communicative tasks in an effort to encourage practice in using Native language in meaningful, creative, and spontaneous ways; the 'cultural group' had an additional hour devoted to activities, conducted in English, which were designed to 'foster an awareness of the Native language and culture through films, music and art'; and the control group had an additional hour in the language laboratory doing grammar and pronunciation drills similar to those which they did in their regular class periods.

Tests to measure learners' linguistic and communicative abilities were administered before and after instruction to see if there were any significant differences between groups on these measures. The tests of 'linguistic competence' included a variety of grammar tests, teachers' evaluations of speaking skills, and course grades. The tests of 'communicative competence' included measures of fluency and of the ability to understand and transmit information in a variety of tasks, which included: (1) discussion with a native speaker of Native language, (2) interviewing a native speaker of Native language, (3) the reporting of facts about oneself or one's recent activities, and (4) a description of ongoing activities.

The results revealed no significant differences between groups on the lin​guistic competence measures. However, the 'communicative group' scored significantly higher than the other two groups on the four communicative tests developed for the study. Sauvignon interprets these results as support for the argument that second language programs which focus only on accuracy and form do not give students sufficient opportunity to develop communicative abilities in a second language. 

In a similar study, Carol Montgomery and Miriam Eisenstein (1985) followed a group of adult learners receiving an additional communicative component to their regular, grammar-based instruction. This group was compared to a control group which received only the grammar course. 

Conclusion

Having thoroughly analyzing the verbs in English and the problems of teaching stative verbs to lyceum learners we can come to the following conclusion. 
Stative verb is a verb that shows the state of the person. stative verbs have duration, that is, they occur over time. This time may or may not have a defined endpoint, and may or may not yet have occurred. These distinctions lead to various forms related to tense and aspect.

The progressive forms of a verb indicate that something is happening or was happening or will be happening. When used with the past, the progressive form shows the limited duration of an event: “While I was doing my homework, my brother came into my room”. The past  progressive also suggests that an action in the past was not entirely finished. This is even more evident in the passive progressive construction: “He was being strangled in the alley” suggests  an action that was not finished, perhaps because the act was interrupted by a good citizen, whereas the simple past “He was strangled in the alley” suggests an action that was finished, unfortunately. The progressive forms occur only with derived verbs, that is, with verbs that show qualities not capable of change, which show qualities not capable of change. For instance we do not say, “He is being tall” or “He is resembling his mother” or “I am  wanting spaghetti for dinner” or “it is belonging to me”. The best way to understand the derived verbs is to look  at a table that lists them and breaks them into categories and then to build some sentences with them, trying out the progressive forms to see  if they work or not. These categories and lists are derived from Randolph Quirk and Sydney Greenbaum’sA university grammar of English. The examples are our own. The lists are not meant to be complete.

Some verbs describe action. Other verbs describe state. The last part of our treatment of verbs has to do with the lexicon. Many verbs, like many nouns, are simple in their form; eat is structurally simple. In contrast, frighten is not 
simple; it can be broken down into fright- and en. Fright- is the stem, and -en is a suffix. The stem by itself is not a verb but a noun (I got a fright). The effect of adding the suffix -en is to convert the noun into a verb. So the presence of this suffix is a clue to the fact that the word in which it occurs is a verb. Here are further examples of verbs that are ‘derived’ from other words: activate (from active), symbolize (from symbol), whiten (from white), purify (from pure), materialize (from material), falsify (from false), deepen (from deep), equalize (from equal), criticize (from critic), differentiate (from different), quicken (from quick). The suffixes exemplified in these words are: -ate, -ize, -ify, -en. (Exercise 18 is on p. 53.) The suffixes -ate, -ize, -ify, -en, can often be recognized as forming part of a verb even when the stem to which they are added is not an independently existing word. For instance, calculate is a verb but there is no independent word *calcul. The analysis into calcul- and -ate is, however, supported by reference to the word calculus. Other words where the termination is recognizable as the verb-forming suffix -ate are: initiate, dominate and isolate. This termination is therefore a fairly reliable signal that the word in question is a verb. The same is true of the other verb-forming suffixes, as these words demonstrate: recognize, magnify, rectify. (Exercise 19 is on p. 53.) A few verbs in English are formed with a prefix; belittle and befriend both have the prefix be-, and enslave has the prefix en-. These are far less numerous than the verbs formed with the suffixes described above. There are a very large number of words in English that can be used as either nouns or verbs without any change of form. We can say The auctioneer will value the picture, and The picture has a high value. In the first sentence value is a verb, and in the second it is a noun.
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The 3d person singular of Present Simple (Indefinite)





The Present Simple is contrasted with the Present Progressive.
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The Present Perfect is contrasted with the Past Simple.
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The indefinite article is contrasted with the definite article.





The zero article is contrasted with the definite article.





(


(


(








� O’zbekiston Respublikasi qonun hujjatlari to’plami, 2013 y., 20-son, 251-modda.


� Cambridge Advanced Learner’s Dictionary, 2007, p.-657


� Harmer, J. “Practice of English language Teaching”. New York: Longman Publishers House. 1991. P.-23


�Cross,D . “A Practical Handbook of Language teaching”  London : Cassell Publishers Limited. 1992. p.-15


� Sherrie L.Nist,L and Mohr, С . ”Building Vocabulary Skills” - New York: Townsend Press,Inc 2002.p.-56


� Diamond, S.&Gutlohn, T  Learning Vocabulary through Activities. -Cambridge: Cambridge University Press. 2006. p.-34


�http:/nosferatu.cas.usf.edu/lis/class


� Nation, I.S.P. “Teaching and Learning Vocabulary”.- Wellington: Victoria University Press. 1990. P.-33


�  Stahl, S..”Vocabulary Knowledge”.-New York: Newbury House. 2005. P.-78


� Harmer, J. “Practice of English language Teaching”. -New York: Longman Publishers House. 1991.p.-24


� Long, B.& Richards, S. Teaching Vocabulary and Grammar. -Cambridge: Cambridge University Press. 1987p124


�Cross,D . “A Practical Handbook of Language teaching” -London :Cassell Publishers Limited. 1992. p.15


� Sherrie L.Nist, L and Mohr, С . ”Building Vocabulary Skills” - New York: Townsend Press,Inc 2002.p.56


� Diamond, S.&Gutlohn, T  Learning Vocabulary through Activities. -Cambridge: Cambridge University Press. 2006.p.34


� Sherrie L.Nist, L and Mohr, С . ”Building Vocabulary Skills”-  New York: Townsend Press,Inc 2002.p.-56


� Stahl, S..”Vocabulary Knowledge”.-New York: Newbury House. 2005. P.78


� Блох. М. Я. Теоретическая  грамматка  английского языка. М.2005, 79-стр.


� Каушанская  В.Л. Грамматика  английского  языка,М. 2008,  78-83стр.


� Бархударов  Л.С. Структура  простого  предложения  в  современном  английском  языке.   М.  1967.  47-52-стр.


� Блох  М.Я. Теоретическая  грамматика  английского  языка  М, 2005, 189-стр.


� Блох.  М.Я.  Теоретическая  грамматика  английского  языка  М.  2005,  143-стр.


� Хаймович  Б.С   Роговская  Б. Е.  Теоретическая грамматика английского языка. М.1967.стр. 34





                                                                      





� Поченцов Т. Т.  Конструктивный анализ структуры предложения . М.1977.стр.200


� Илыш  Б.А. Строй современного английского языка. М.1975. СТР.212


� Ирискулов М.Т.  Курс  лекций по теоретической грамматике английского языка.Т.2002. стр. 13











                                                                    


� Ирискулов  М.  Кулдашев А.  Теоретическая  грамматика английского языка М.2008. стр 82


                                                                     


� Хаймович  Б.А  Роговская  Б.С. Теоретическая грамматика английского языка. М. 1967.стр 112.





                                                               


� Худяков  А.Н   Теоретическая  грамматика  английского  языка. М.2007 стр 143








                                                                 


� Иванова  И.П.  Бурлакова  В.В. Поченцов  Г.Г.  Теоретическая  грамматика  английского  языка.  М. 1989.стр.114








                                                                     


� Блох  М. Я.  Теоретическая  грамматика  английского  языка. М. 2005. стр. 168-171.





                                                                   


� Хаймович  Б.С. Роговская  Б.Е. Теоретическая  грамматика  английского  языка, М.  1967.  34-стр.


� Почепцов  Г.Г Консруктивный анализ  структуры  предложения, М  1977. 200-стрю


� Ильиш  Б.А.  Строй  современного английского  языка  М.  1975. 212-стр.


�Ирискулов  М. Кулдашев  А. Теоретическая  грамматика  английского  языка,  М. 2008. 82-стр. 


� Ирискулов  М. Кулдашев  А. Теоретическая  грамматика  английского  языка,  М. 2008. 82-стр. 





� Хаймович  Б.С. Роговская  Б.Е. Теоретическая  грамматика  английского  языка, М.  1967.  112-стр.





� Худаяков  А.Н. Теоретическая  грамматика  английского  язык. М. 2007.  143-стр.


� Иванова  И. П.  Бурлакова  В.В Почепцов  Г.Г.  Теоретическая  грамматика  английского  языка,  М. 1983  114-стр.


� Блох  М.Я.  Теоретическая  грамматика  английского  языка. М. 2005. 172-стр.


� Richards, J.C.  et al. Dictionary of language teaching and applied linguistics. Essex, Longman., 1992. – 252, 310pp


� Candling, R., B. Vocabulary and language teaching. New York: Longman Inc. 2001. – 146p.





� Richards, J.C.  et al. Dictionary of language teaching and applied linguistics. Essex, Longman., 1992. – 252, 310pp





� Doff, Adrian. Teach English. Cambridge: Cambridge University Press., 1988.





� Harmer, J. How to teach English. Essex, Longman., 1998.- 57p.





�БархударовЛ.С. ШтелингД.А. Грамматика английского языка М. 2003. 207ст. 


�Ganshina M.A., Vasilyevskaya M.A. English Grammar. M.1964. 279 p





�See Savignon S. 1972. Communicative Competence: An Experiment in Foreign-language Teaching. Philadelphia.





PAGE  
1

