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FACTORS OF STUDENTS' SUCCESSFUL LEARNING GRAMMAR
IN THE PROCESS OF STUDYING ENGLISH
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The article provides a brief survey of the notion of grammar in the context of English learning. We know
that grammar is the mental system of rules and categories that allows humans to form and interpret the
words and sentences of their language. The paper discovers factors that influence English language teaching
and learning. Grammar adds meanings that are not easily inferable from the immediate context. Also pure
grammar teaching presupposes the theoretical approach to grammar teaching.
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ormulation of the scientific problem.

Teaching grammar is actually not an easy
task. It is one of the most difficult aspects in
English language teaching. This article provides
solutions to some tasks that are raised by teachers
in concept of grammar.

Analysis of the latest investigations of the
question. The British linguist D.A. Wilkins pub-
lished a document that proposed a radical shift
away from the traditional concepts of grammar
and vocabulary to describe language to analysis of
the communicative meanings that learners would
need in order to express themselves and to under-
stand effectively.

Outlining still unsolved aspects of the prob-
lem. When investigating grammar still there are
some issues that must be discussed. Grammar is a
structure of language that will be discussed all the
time. Different researches have different thoughts,
even making investigation and looking at different
aspects of grammar.

The aim of the article. The process of teach-
ing grammar is very complicated and requires a
lot of endeavors from students as well as teach-
ers it is very relevant to divide the whole concept
of teaching grammar into pure grammar teach-
ing and grammar testing. Pure grammar teaching
presupposes the theoretical approach to grammar
teaching which was described in the article.

Presentation of the basic material and inter-
pretation of the results of the investigation

«Grammar is the business

of taking a language to pieces,
to see how 1t works.»

(David Crystal)

Grammar is the system of a language. People
sometimes describe grammar as the «rules» of a
language; but in fact no language has rules. If
we use the word «rules», we suggest that some-
body created the rules first and then spoke the
language, like a new game. But languages did
not start like that. Languages started by people
making sounds which evolved into words, phrases
and sentences. No commonly-spoken language is
fixed. All languages change over time. What we
call «grammar» is simply a reflection of a lan-
guage at a particular time.

Some students learn a new language more
quickly and easily than others. This simple fact is
known by all who have themselves learned a sec-
ond language or taught those who are using their
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second language in school. Clearly, some language
learners are successful by virtue of their sheer de-
termination, hard work and persistence. However
there are other crucial factors influencing success
that are largely beyond the control of the learner.
These factors can be broadly categorized as inter-
nal and external. It is their complex interplay that
determines the speed and facility with which the
new language is learned [16].

Internal factors are those that the individual
language learner brings with him or her to the
particular learning situation.

Age: Second language acquisition is influenced
by the age of the learner. Children, who already
have solid literacy skills in their own language,
seem to be in the best position to acquire a new
language efficiently. Motivated, older learners can
be very successful too, but usually struggle to
achieve native-speaker-equivalent pronunciation
and intonation.

Personality: Introverted or anxious learners
usually make slower progress, particularly in the
development of oral skills. They are less likely to
take advantage of opportunities to speak, or to
seek out such opportunities. More outgoing stu-
dents will not worry about the inevitability of
making mistakes. They will take risks, and thus
will give themselves much more practice.

Motivation: Intrinsic motivation has been found
to correlate strongly with educational achieve-
ment. Clearly, students who enjoy language learn-
ing and take pride in their progress will do better
than those who don't.

Extrinsic motivation is also a significant fac-
tor. ESL students, for example, who need to learn
English in order to take a place at an American
university or to communicate with a new English
boy/girlfriend are likely to make greater efforts
and thus greater progress.

Experiences: Learners who have acquired gen-
eral knowledge and experience are in a stronger
position to develop a new language than those who
haven't. The student, for example, who has already
lived in 3 different countries and been exposed to
various languages and cultures has a stronger base
for learning a further language than the student
who hasn't had such experiences [9].

Cognition: In general, it seems that students
with greater cognitive abilities will make the fast-
er progress. Some linguists believe that there is
a specific, innate language learning ability that is
stronger in some students than in others.
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Native language: Students who are learning a
second language which is from the same language
family as their first language have, in general, a
much easier task than those who aren't. So, for
example, a Dutch child will learn English more
quickly than a Japanese child.

External factors are those that characterize the
particular language learning situation.

Curriculum: For ESL students in particular it is
important that the totality of their educational ex-
perience is appropriate for their needs. Language
learning is less likely to place if students are fully
submersed into the mainstream program without
any extra assistance or, conversely, not allowed to
be part of the mainstream until they have reached
a certain level of language proficiency.

Instruction: Clearly, some language teachers
are better than others at providing appropriate
and effective learning experiences for the students
in their classrooms. These students will make fast-
er progress [17].

The same applies to mainstream teachers in
second language situations. The science teacher,
for example, who is aware that she too is respon-
sible for the students' English language develop-
ment, and makes certain accommodations, will
contribute to their linguistic development.

Culture and status: There is some evidence that
students in situations where their own culture has
a lower status than that of the culture in which
they are learning the language make slower pro-
gress [18].

Motivation: Students who are given continu-
ing, appropriate encouragment to learn by their
teachers and parents will generally fare better
than those who aren't. For example, students from
families that place little importance on language
learning are likely to progress less quickly.

Access to native speakers: The opportunity to
interact with native speakers both within and out-
side of the classroom is a significant advantage.
Native speakers are linguistic models and can pro-
vide appropriate feedback. Clearly, second-lan-
guage learners who have no extensive access to
native speakers are likely to make slower progress,
particularly in the oral/aural aspects of language
acquisition [18].

Grammar is a language user's subconscious in-
ternal system. It is the system of a language. Peo-
ple sometimes describe grammar as the «rules» of
a language; but in fact no language has rules. If we
use the word «rules», we suggest that somebody
created the rules first and then spoke the language,
like a new game. But languages did not start like
that. Languages started by people making sounds
which evolved into words, phrases and sentences. No
commonly-spoken language is fixed. All languages
change over time. What we call «grammar» is simply
a reflection of a language at a particular time [15].

Grammar adds meanings that are not easily in-
ferable from the immediate context.

The kinds of meanings realised by grammar are
principally:

- representational — that is, grammar enables
us to use language to describe the world in terms
of how, when and where things happen

e.g. The sun set at 7.30. The children are playing
in the garden.

interpersonal — that is, grammar facilitates
the way we interact with other

people when, for example, we need to get things
done using language.

e.g. There is a difference between:

— Tickets!

— Tickets, please.

— Can you show me your tickets?

— May see your tickets?

— Would you mind if I had a look at your tickets.

Grammar is used to fine-tune the meanings we
wish to express [10].

There are many arguments for putting gram-
mar in the foreground in language teaching. Here
are seven of them:

1) The sentence-machine argument

Part of the process of language learning must
be what is sometimes called item-learning — that
is the memorisation of individual items such as
words and phrases. However, there is a limit to
the number of items a person can both retain and
retrieve. Even travellers' phrase books have lim-
ited usefulness — good for a three-week holiday,
but there comes a point where we need to learn
some patterns or rules to enable us to generate
new sentences.

2) The fine-tuning argument

The purpose of grammar seems to be to allow
for greater subtlety of meaning than a merely lex-
ical system can cater for. While it is possible to
get a lot of communicative mileage out of simply
stringing words and phrases together, there comes
a point where 'Me Tarzan, you Jane'-type language
fails to deliver, both in terms of intelligibility and
in terms of appropriacy. This is particularly the
case for written language, which generally needs
to be more explicit than spoken language. For ex-
ample, the following errors are likely to confuse
the reader:

Last Monday night I was boring in my house.

After speaking a lot time with him I thought
that him attracted me.

We took a wrong plane and when I saw it was
very later because the plane took up.

Five years ago I would want to go to India but in
that time anybody of my friends didn't want to go.

The teaching of grammar, it is controversial,
serves as a corrective against the kind of ambigu-
ity represented in these examples.

3) The fossilisation argument

It is possible for highly motivated learners with
a particular aptitude for languages to achieve
amazing levels of proficiency without any formal
study. But more often 'pick it up as you go along'
learners reach a language plateau beyond which
it is very difficult to progress. To put it technical-
ly, their linguistic competence fossilises. Research
suggests that learners who receive no instruction
seem to be at risk of fossilising sooner than those
who do receive instruction [14].

4) The advance-organiser argument

Grammar instruction might also have a de-
layed effect. The researcher Richard Schmidt kept
a diary of his experience learning Portuguese in
Brazil [18]. Initially he had enrolled in formal lan-
guage classes where there was a heavy empha-
sis on grammar. When he subsequently left these
classes to travel in Brazil his Portuguese made
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good progress, a fact he attributed to the use he
was making of it. However, as he interacted nat-
urally with Brazilians he was aware that certain
features of the talk — certain grammatical items —
seemed to catch his attention. He noticed them. It
so happened that these items were also items he
had studied in his classes. What's more, being more
noticeable, these items seemed to stick. Schmidt
concluded that noticing is a prerequisite for acqui-
sition. The grammar teaching he had received pre-
viously, while insufficient in itself to turn him into
a fluent Portuguese speaker, had primed him to
notice what might otherwise have gone unnoticed,
and hence had indirectly influenced his learning.
It had acted as a kind of advance organiser for his
later acquisition of the language.

5) The discrete item argument

Language seen from 'outside’, can seem to be a
gigantic, shapeless mass, presenting an insuperable
challenge for the learner. Because grammar con-
sists of an apparently finite set of rules, it can help
to reduce the apparent enormity of the language
learning task for both teachers and students. By
tidying language up and organising it into neat
categories (sometimes called discrete items), gram-
marians make language digestible. (A discrete item
is any unit of the grammar system that is suffi-
ciently narrowly defined to form the focus of a
lesson or an exercise: e.g. the present continuous,
the definite article, possessive pronouns).

6) The rule-of-law argument

It follows from the discrete-item argument
that, since grammar is a system of learnable rules,
it lends itself to a view of teaching and learning
known as transmission. A transmission view sees
the role of education as the transfer of a body of
knowledge (typically in the form of facts and rules)
from those that have the knowledge to those that
do not. Such a view is typically associated with
the kind of institutionalised learning where rules,
order, and discipline are highly valued. The need
for rules, order and discipline is particularly acute
in large classes of unruly and unmotivated stu-
dents — a situation that many teachers of English
are confronted with daily. In this sort of situation
grammar offers the teacher a structured system
that can be taught and tested in methodical steps.

7) The student expectations argument

Regardless of the theoretical and ideological ar-
guments for or against grammar teaching, many
students come to language classes with fairly fixed
expectations as to what they will do there. These
expectations may derive from previous classroom
experience of language learning. They may also
derive from experience of classrooms in general
where (traditionally, at least) teaching is of the
transmission kind mentioned above. On the oth-
er hand, their expectations that teaching will be
grammar-focused may stem from frustration ex-
perienced at trying to pick up a second language
in a non-classroom setting, such as through self-
study, or through immersion in the target lan-
guage culture. Such students may have enrolled
in language classes specifically to ensure that the
learning experience is made more efficient and
systematic. The teacher who ignores this expecta-
tion by encouraging learners simply to experience
language is likely to frustrate and alienate them
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[12]. In many parts of the world, English language
teachers have changed, or are changing, from a
traditional approach to teaching formal grammar
rules to a more communicative approach to teach-
ing how to use grammar meaningfully in context.
When asked why this is happening, English teach-
ers studying in the UK answered as follows:

— A new series of textbooks was introduced,
and we had to use them.

— I noticed that children in my class can do the
grammar exercises, but they don't use this gram-
mar well if they want to say something for them-
selves.

— I wanted the children in my class to enjoy
grammar more. Most of them don't like rules very
much. They find them boring.

— I was very good at English at school, but when
I came to England I couldn't understand what peo-
ple said, and I often didn't know what to say.

— In my country we need better English to de-
velop international business contexts.

— In my country we want to expand tourism, so
the government wants more people to be able to
use English to speak to tourists from many coun-
tries.

— My department head studied in England and
she taught us all about the communicative ap-
proach.

The Ministry of Education told us we have to
change the way we teach.

Interestingly, in some countries there is change
towards teaching English grammar more explicit-
ly, and with more of a focus on form [1].

Levels of change: Materials, approaches and
beliefs

Just as there are many different reasons for
change, so too are there many different kinds, or
levels, of change that can take place. Three impor-
tant levels of change are:

a) Materials, text books, and syllabus: for ex-
ample, the prescribed textbook might change;

b) Teaching behaviour: a new methodology
might be adopted;

c) Knowledge, understanding and belief: a new
approach, or philosophy might gain acceptance. It
is possible for change to occur in any one of these,
or in any two of these levels, but full and meaning-
ful change involves all three working together [2].

First, teachers survey and compare a wide range
of materials and resources for teaching grammar
so that they learn to identify and critique different
syllabuses and activities. Second, they are required
to teach a range of activities to their peers. They
are given not only the materials to use with the
'students’, but also a step by step procedure which
states what they should do and say. Many experi-
enced teachers find this hard because they have
to change their teaching behaviour. For example,
they may be used to telling students rules, but the
instructions might be to ask specific questions so
that the students tell the teacher the rules in their
own words. In this way, teachers on the course
experience not only how to teach the activities,
but also what it feels like to be a student in such
classes. Following the microteaching, we reflect on
the experience, what we've learned, what worked,
what issues arose and why. Third, we read and
discuss research and theories about teaching and
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learning grammar to develop an understanding
of concepts, processes and issues related to how
grammar is learned.

For example, in the present simple tense, reg-
ular verbs in English take an 's' on the 3™ person
singular (he walks, she walks, it walks). This kind
of information is very useful, but it doesn't tell you
when to use the present simple, or what it means.
Communicative approaches to presenting gram-
mar usually include a focus on meaning and use
as well as form. Grammar can be taught in many
ways — there is no 'best’ way that suits all gram-
mar points.

Using personalisation to practise grammar

In class, as in ELT coursebooks, grammar pres-
entation is typically followed by grammar practice
[13]. Here is an example of a grammar practice
activity from Ur [12, p. 358] that involves creat-
ing personal meanings. This exercise assumes that
relative clauses have been presented, and are now
being practised.

Likes and Dislikes

On a piece of paper write down and complete
the following sentences according to your oplnlon

1.Tlike people Who .......oveviiiiiiiiiiiiiiiiiiiiieeeeeeee, ;

2. I dislike people WO oo,

Once everyone is finished, get students to tell
each other in groups what they have written and
discuss. Write up some on the board to get a pro-
file of the class!

Variations:

3.1liketeacherswho ........coooooiiiiiii . ;

4.1disliketeacherswho ............cccooeeiiiiiiei i, ;

5.1like places Where ..........ooevvvviiiieeeeeeieeeiiiiinn, ;
6.1don'tlike placeswhere...........cooeeeiivvnvnnnnninnnnns ;
7.1like days When .......cceeieiiiiiiiiiiiiiiiiiee, ;

8. Idislike dayswhen ........ccoeoiiiiiiiiiiies ;

This activity involves the use of the relatlve
clause to define nouns; composing sentences based
on a set pattern; writing and oral interaction. It is
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simple to prepare, simple to do, can be great fun,
but in order to really understand how and why it
works, teachers need to DO it. It is not as simple
as it may look, particularly when the relative pro-
noun is not the subject of the relative clause, as in
5—8 When I have used this in class, teachers have
realised that this simple but powerful activity has
generated the desire to create specific meanings,
it has capitalised on the inherent motivation in
learning about the values and preferences of oth-
ers; and is communicative in its creation of infor-
mation gaps [3, p.56]

Conclusion. The most common reason for
teaching grammar as a system for analyzing and
labeling sentences has been to accomplish some
practical aim or aims, typically the improvement
of writing. For decades, however, research has
demonstrated that the teaching of grammar rarely
accomplishes such practical goals. Relatively few
students learn grammar well, fewer retain it, and
still fewer transfer the grammar they have learned
to improving or editing their writing.

The research surrounding grammar is often
conflicting. Grammar, including many aspects
of linguistic knowledge-phonology, morphology,
syntax, semantics and lexis, is viewed as a tool
or an instrument to create comprehension in oral
and written discourse rather than something to
be learned only at the sentence level. Teaching
grammar to is aimed at helping them internalize
rules and patterns that can be applied in language
use. In so doing, grammatical forms are no longer
taught in isolation but in relation to meaning and
social functions in context. Grammar instruction
is presented both inductively and deductively
with concern for such factors as learners' needs,
objectives, educational level, learning styles, the
frequency and salience of input, the error correc-
tion feedback, and the need for varied-meaningful
communicative activities and authentic tasks.
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Hamionansanit yHiBepcurer «JIpBiBCbKa MOJIITEXHIKA»

GARTOPH YCHIIIHOI'O 3ACBOCEHHA CTYAEHTAMI I'PAMATHNRN
B ITPOIIECI BUBYEHHSA AHIJIIIICHBKOI MOBU

Anoranisa

Y crarTi mOAAETBHCSA KOPOTKWMIT OIJIAMA IIOHATTSA TIpPaMaTMKM B KOHTEKCTI BUBYEHHS AaHIJICBKOI MOBIL.
Binomo, 110 rpamaTuka € CUCTEMOI0 PO3YMIHHA IPaBUJ 1 KAaTeropin, gka JO03BOJAE JIOAAM CTBOPIOBATH Ta
iHTepmperyBaTu cJjoBa i ppasy BJACHOI MOBHM. Y CTaTTi IIPOaHaJi30BaHO AociinskeHHA npans [. Bibepa,
C. Koupana, P. Xancona, [Iyx. YoMcii y ragysi METOAVMKNM BUKJIAIAHHA iHOBEMHMUX MOB. ¥ CTATTi BUABJEHO
darTOpy, AKI BIIMBAIOTHL Ha BMUKJIAJAHHA Ta HaBYAHHA aHIVIMCBKOI MoBM. ['pamaTmka [onae 3HAUYEHH, AKi
He JIETKO po3MisHaTy 0e3nocepesHbo 3 KOHTEKCTy. KpiM HaBUaHHA rpaMaTUKU IependadaeTbCcad TeOpeTUIHIII
miaxizg 70 BUKJIAJaHHA TpaMaTUKM y MIPOIleci BUBYEHHS aHIJICbKOI MOBIL.

KoarodoBi cioBa: rpamaTuka, HaBYaHHA, MOBa, IIpaBuUJa, MOTUBAIliA, METOAOJIOTIA, MiaXiI.

Myrkanax M.B., Copoka JLT.

HarmonanbHbell yHUBEPCUTET «JIBBOBCKAA IOJUTEXHUKA»

PARTOPBI YCIIEIIHOI'O YCBOEHNA CTYAEHTAMU I'PAMMATHURN
B ITIPOIIECCE MI3YYEHUA AHIJINMIICKOTO A3BbIKA

Anboranusa

B craTbe mpencraBiieH KpaTKuii 0030p IOHATUA TPAMMATUKM B KOHTEKCTE M3YYEHUs aHIJIMICKOTO fA3bI-
Ka. JI3BecTHO, UTO rpaMMaTHKa ABJIAETCA CUCTEMOJ ITOHMMAHUA IIPaBUJI ¥ KAaTETOpUil, KOTOpasd II03BOJISAET
JIFOAAM CO3JIaBaTh UM MHTEPIIPETHPOBAThH CJIOBA M (Ppasdbl COOCTBEHHON peun. B craTbe IpoaHAJM3MPOBAaHBI
uccaenosanua Tpynos . Bubepa, C. Koupana, P. Xancona, :x. YoMmcan B o0slacT METOAVKU IIPEIIOfaBa-
HIA MHOCTPAHHBIX A3BIKOB. B cTaThe BBIABJEHBI (DAKTOPBI, KOTOPBIE BJIMAIT HA IpernojaBaHue u 00ydeHnsd
AQHIJIMIICKOTO A3bIKa. ['pamMmaTuka nobaBisgeT 3Ha4YeHVE, KOTOPOe He JIETKO PacCIO3HATh HEIIOCPEACTBEHHO M3
KOHTeKcTa. KpoMme o0ydeHMs rpaMMaTHKE HPEJIIoJaraeTcs TeOPEeTUYeCKU MOAXO0M K MIPeIoJaBaHUI0 IpaM-
MaTMKY B IIpoliecce M3y4YeHMs aHTJIMIICKOTO A3BbIKA.

Karouepble cjioBa: rpaMMaTHKa, 00ydeHue, A3bIK, IPaBuja, MOTUBAINA, METOIOJIOTUA, ITOAX0/I.



