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    Abstract 

 

     On the basis of the theoretical part of this thesis, three course books were analysed from the 

point of view of grammar teaching. Especially ways of grammar presentation and practice were 

taken into consideration. Discover English teaches grammar mainly deductively and includes a 

variety of short accuracy exercises. Project and Way to win explain grammar rather inductively. 

Except from accuracy practice, Way to win contains more tasks including fluency practice and 

Project incorporates some real fluency exercises without grammar instruction.  
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1. Introduction 

 

When mentioning grammar learning and teaching, I usually meet faces expressing boredom or 

frustration. Nevertheless, I do not belong among people who share the opinion that grammar is 

necessarily stupid and boring. On the contrary, I am convinced that grammar is an exciting element of 

language that serves not only for comprehensive communication but also for having a lot of fun.  

This thesis focuses on grammar teaching, which is an important part of English lessons. A wide range 

of theoretical approaches, practical methods and also concrete activities that can be used for grammar 

teaching in English lessons are presented in the first part of the thesis.  

The practical part compares and contrasts ways of grammar teaching in different course books that 

can be used in the Czech Republic for teaching English at lower secondary schools. The main aims of the 

thesis are to find out what approaches to grammar teaching the selected course books use, how they 

practice grammar and which course books are suitable for which learners.  

The thesis aims mainly at English as a foreign language teaching in Czech environment. The teacher 

is always referred to as “he” for simplification even though both male and female teachers are meant.  

I believe implications of this thesis might be helpful for teachers of English in selecting an 

appropriate approach to grammar teaching and using good teaching materials for their classes.  
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THEORETICAL PART 

 

2. Motivation to grammar teaching 

 

This thesis deals with the topic of grammar teaching. In the following chapters, different 

aspects of methods and techniques of grammar teaching will be discussed, but the basic question 

that should be answered is whether grammar teaching is necessary and useful, and therefore, 

whether it should be included in English lessons.  

Celce-Murcia and Hilles (1988; 1) claim that grammar teaching lies in the centre of a 

traditional approach to language teaching. But this alone is not an argument for grammar 

teaching today.  

In the same way, Ur (2012; 77–78) appeals to language teachers not to teach grammar only 

for historical reasons, but to think about a position of grammar teaching in today’s lessons.  

Celce-Murcia and Hilles (1988; 6–7) presume that the main goal of language teaching is 

communication in the target language. They say that some learners only need to communicate 

certain ideas in any way, and these learners do not need to be grammatically precise, if their 

message is comprehensible. For such learners, a grammar instruction is not very important. 

However, Celce-Murcia and Hilles show that these learners tend to stop their progress in 

language learning at a certain point of a pidgin, being incapable of further language 

improvement.   

Considering that grammar represents accuracy in the particular language, Ur (2012; 77–78) 

allows a certain amount of freedom in it if the comprehensibility is not endangered, but at the 

same time she presents several reasons for teaching accuracy in grammar as well. She (2012; 78) 

claims that the correct forms of English grammar are used by most English speakers, both native 

and non-native ones, including English teachers. Although non-grammatical forms can be 

tolerated in oral performance, they are normally not used in written English. Teachers usually try 

to get their students to “achieve internationally accepted levels of accuracy and fluency in their 

speech and writing,” and also students themselves want to be precise in English usage. 

International English exams demand accuracy as well. For all these reasons, Ur recommends 

including grammar teaching into language teaching.  
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She (2012; 78) only makes an exception relating to grammar teaching in courses with 

different objectives. She says that there is a difference between students whose aim is only to 

communicate certain messages and those who need English for academic purposes and therefore 

need to focus more on grammatical accuracy.  

Celce-Murcia and Hilles (1988; 13–14) conclude that grammar teaching should not be 

avoided in general because “there is no empirical evidence that to do so is ultimately more 

beneficial to second-language learning.” Moreover, techniques that do not give grammar 

instruction may cause fossilization in language learning for some students.  

Thornbury (2009; 14–25) in accordance with the authors mentioned above comes to 

conclusion that grammar instruction in language teaching is useful. He (2009; 15–17) provides 

the following seven reasons for it:  

1. ”The sentence-machine argument” (It is impossible to learn language just by learning 

words or phrases by heart. Grammar serves to create new sentences, and therefore keeps learners 

from endless memorising.) 

2. “The fine-tuning argument” (Language without proper grammar can become 

incomprehensible and unambiguous, especially in writing.) 

3. “The fossilisation argument” (Learners who do not receive grammar instruction in 

language studying tend to fossilise in their language skills earlier than those who devote to 

grammar.) 

4. “The advance-organiser argument” (Explicit grammar teaching can influence later noticing 

certain grammar structures, which can help learning the language.) 

5. “The discrete item argument” (Organizing the entire complicated language into smaller 

parts, such as grammar units (“discrete items”), can help learners manage the learning better.) 

6. “The rule-of-law argument” (Teaching and learning consists of a transfer of some 

information from a teacher to learners. Having rules and order in the lessons is necessary 

especially in the classes of bored adolescents.) 

7. “The learner expectation argument” (Most of language learners expect a grammar 

instruction in lessons. Particularly those who failed in language learning while studying on their 

own or just exposure to the target language would be thankful for grammar teaching in the 

classes.) 
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To summarize, grammar is not the goal of foreign language teaching, but it is a means that 

helps to reach the aim that is communication. Although there are some opponents to grammar 

teaching and in certain conditions grammar really does not have to be emphasized, the experts 

agree that in general grammar is useful and helpful for learners and therefore it should be 

included in English teaching.  
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3. Approaches and methods of grammar teaching 

 

In the previous chapter, attitudes to the role of grammar in contemporary classes were 

consulted. Different approaches to grammar teaching will be discussed in this chapter. Only 

several selected approaches and methods will be presented to outline the variety of attitudes to 

grammar teaching.  

Thornbury (2009; 23) provides a simplified chart to illustrate how the particular approaches 

differ in their focus on grammar teaching. He is convinced that the Grammar Translation 

approach puts heavy emphasis on grammar, the shallow-end of Communicative Language 

Teaching (CLT) follows with less emphasis on grammar, the Audio-lingualism and the Direct 

Method are more or less in the middle, and the Natural Approach and the deep-end CLT are on 

the opposite side with no regard for grammar teaching at all. These approaches, suggested by 

Thornbury to have specific emphasis on grammar teaching (or not teaching), will be briefly 

described below.  

 

3.1 Grammar-Translation approach 

The Grammar-Translation approach is a traditional method of language teaching, in which 

grammar obviously plays the main role. It is usually explicitly presented in the beginning, and 

practising new grammar items includes translation both from the target language and into it and 

otherwise. Reading and writing are the most preferred skills in this approach, mostly at the 

expense of speaking and listening (Thornbury, 2009; 21). 

Longman dictionary of language teaching and applied linguistics (Richards, 1992; 252–253) 

describes a usual lecture of the Grammar Translation approach as follows: a grammatical rule is 

given, new vocabulary is learnt and in the end both of these are used in translation exercises.  

Other characteristics of Grammar Translation method (except for translation) are deductive 

approach to grammar teaching, focus on accuracy and the use of L1 for communication in 

lessons. (Richards and Rodgers, 1994; 4) 

The aim of language teaching according to Grammar Translation approach is to translate 

literary texts. That is why it was used mostly to learn Greek and Latin in Europe until the 19
th

 

century and then also other languages were taught like that (Richards et al., 1992; 252–253).  
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As Richards and Rodgers (1994; 4) put it, this method is still used at Universities for those 

who primarily need to be able to read or translate foreign texts. However, Richard and Rodgers 

(1994; 5) claim that the Grammar Translation method is not based on any theories of language.  

 

3.2 The Direct Method 

The Direct Method reacted to the Grammar-Translation method of teaching and meant the 

complete opposite of it. As Richards and Rodgers (1994; 9–10) claim, the lessons were led only 

in the target language, the lexis was related to daily situations, speaking and listening were 

preferred to reading and writing, spoken target language was used to explaining, and unknown 

items were taught by demonstration, acting, pictures or objects.  

As for grammar, Thornbury (2009; 21) says that in the Direct Method, overt grammar 

teaching was minimised and students were supposed to gain grammar knowledge intuitively and 

learn the grammar inductively. The class was exposed to the target language as much as possible. 

Harmer (2007; 63) adds that there was stress on accuracy and sentence was regarded as the main 

language unit in the Direct Method.  

Richards and Rodgers (1994; 10–11) present several disadvantages of the Direct Method that 

led to its decline. Among others they say that although this method was suitable for motivated 

students, it was not appropriate for an ordinary environment of secondary classes. Native or 

native-like teachers were necessary for teaching according to this method and the avoidance of 

L1 in the lessons often led to long and complicated explanations of the language items.  

 

3.3 Audio-lingualism 

Richards and Rodgers (1994; 44–7) claim that the origin of the Audio-lingualism lies in a 

necessity of language education in the US army for better communication with foreign officers. 

In a view of a fact that the new need appeared, a new approach to language teaching had to be 

introduced. At first, this method was called Army Method and included intensive training in the 

target language that led to satisfaction of the army purposes. Audio-lingualism drew inspiration 

mainly from the behaviourist theory and structural linguistics and was popular especially in the 

United States after the World War II. The main learning techniques were drills and dialogues. 
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Course books were not needed in this approach, especially at the beginning stage, because only 

aural inputs and oral reactions to them were important.  

Thornbury (2009; 21) underlines that natural spoken language was essential for this 

approach, only the target language was used in the classrooms and grammar was not taught at 

all, even though the syllabus was based on sentences that had certain grammar structures.  

Harmer (2007; 64) notes that similarly to the Direct Method, language teaching was based on 

sentence level and a real-life context to language teaching was missing. There was strict focus on 

accuracy and learners were almost forbidden to make mistakes.  

 

3.4 Natural approach  

Richards and Rodgers (1994; 128–130) say that the Natural Approach is based on principles 

of second language acquisition, the target language exposure is crucial. According to this 

approach, language serves primarily for communication, which is why vocabulary knowledge 

and meaning of the language is preferred to grammar teaching and focus on form. The Natural 

Approach refuses previous approaches that stress grammar teaching, and considers grammar 

useless.  

As Thornbury (2009; 21) puts it, “the Natural Approach attempts to replicate the conditions 

of first language acquisition. Grammar, according to this scenario, is irrelevant.”  

 

3.5 Communicative Language Teaching (Communicative approach)  

Richards and Rodgers (1994; 64–66) say that the Communicative Language Teaching 

followed the Situational Language Teaching and originated in the learners’ need to understand 

and produce the target language for communication in everyday situations. Communicative 

syllabuses were made for this approach. It was soon accepted by teaching experts, educational 

centres and also course book authors. As the function of the target language is emphasised, the 

Communicative approach is also occasionally called (notional-)functional approach.  

The objective of the CLT is to get learners involved into real life situations, in which they can 

use language for communicating meaning. Therefore, common learning techniques and tasks 

used in the CLT are role-plays, simulation or information gap exercises (Harmer, 1997, 69–70). 
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Ur (2012; 8) remarks that also task-based instruction and CLIL methodologies are often used in 

the CLT, as they correspond to its aims. 

As for other learning strategies, Thornbury (2009; 27) points out that the CLT is based on 

principles of inductive learning and cooperative work among students, it is student-focused and 

the importance of fluency and meaning is valued more than accuracy. Thus, it may not be 

suitable for cultures where teacher is considered the source of knowledge and stands in the centre 

of learning process and where precision is the most important aspect of learning.  

Drills can be used in the CLT but they are only marginal. All the language features are taught 

in a meaningful context. Even simple exercises put emphasis on communicative aspect. Native 

language and translation exercises can be used if they are helpful for learners and serve the goals 

of the CLT. The Communicative approach also pays attention to the progress in all four language 

skills (Richards and Rodgers, 1994; 66–67).   

In general, the CLT is an approach that can apply various teaching methods if they 

correspond to its aims (Richards and Rodgers, 1994; 67). 

Thornbury (2009; 22) discriminates between two varieties of the CLT. The shallow-end of 

the CLT supposes that communication and explicit grammar teaching do not contradict and 

therefore grammar instruction is accepted as an important part of learning process. On the 

contrary, the deep-end version of the CLT calls attention to task-based learning and refuses all 

kinds of grammar teaching.  

Howatt (1991; 279) calls the varieties of the CLT weak and strong. According to him the 

weak variant of the CLT means “learning to use English” and it is approximately what 

Thornbury calls the shallow-end CLT. This type of the CLT is more widespread. In contrast, the 

strong version is defined as “using English to learn it”.  

However, Thornbury (2009; 22–23) adds that the attitude to grammar teaching of the deep-

end of the CLT was changed recently. This variety of the CLT was not applied for a long time, 

which shows that grammar instruction is not purposeless.  

Ur (2012; 8–9) calls today’s most widely used approach a Post-communicative approach. She 

says that in this approach it is believed that the main goal of language usage is effective 

communication, which is why a lot of meaningful and communicative exercises are used for 

language teaching. But also techniques related to other approaches such as translation or 

memorizing are allowed. A balance among grammar, vocabulary, pronunciation and spelling 



15 

 

teaching should be provided. Ur claims that the ‘Post-communicative approach’ is what is 

currently being used by the majority or English course books and English teachers.  

 

3.6 Conclusion  

To summarise, there are many approaches that vary from putting the biggest emphasis on 

grammar teaching to not regarding grammar at all. Some of them have been described to outline 

their diversity.  

Thornbury (2009; 22) finds the cause of the different attitudes to grammar teaching in 

different beliefs about the language. He divides most of the different methods into two 

categories: those that use the model of L1 acquisition for the target language acquisition and 

reject explicit grammar teaching, and those that consider the second language learning a 

cognitive process and use the grammar instruction in the learning process.  

In accordance to what Thornbury says, Ur (2012; 6–7) claims that if it is believed that the 

language is subconsciously acquired, implicit language learning and teaching (“intuitive 

acquisition” or “habit-formation”) is preferred, while if conscious understanding of the language 

system is regarded, explicit learning and teaching (“cognitive process” or “skill-learning”) is 

used. 

After analysing general features of some methods and approaches to language teaching, 

Thornbury (2009; 23) concludes that even though the main purpose of learning another language 

is communicating the meaning, attention to form and grammar teaching also plays an important 

role in LT. Ur (2012; 9) remarks that “explicit language instruction in general and grammar 

exercises in particular, have continued to play a major role in language teaching worldwide“. 
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4. Grammar presentation 

 

Presenting and practising grammar are essential for grammar teaching and learning. These 

two issues usually form the content of the course books, which is why they will be discussed in 

the following two chapters. Later in the practical part of this thesis, different forms and methods 

of presenting and practising grammar in particular course books will be compared.  

 

4.1 What to present 

When presenting new grammar in a classroom, teachers have to keep in mind various 

elements of grammar issues. Harmer (1991; 17) claims that students need to learn a form, 

meaning and use of every grammar item they are taught. Only one or two out of these three items 

would not be sufficient for the learners if they are supposed to learn the new piece of language 

well.  

Concerning the form, Harmer (1991; 9) underlines there is not always a unique meaning of 

one particular form. For example, present continuous in different contexts can be used to refer to 

present, future, past or a repeated habit. Similarly, almost the same meaning can sometimes be 

expressed by more than one grammatical form. For teachers this means the necessity to think 

carefully and in advance about the way of teaching. They cannot omit teaching the form, 

meaning or use of any grammar item.  

Ur (2012; 80) puts emphasis especially on teaching form and meaning of every grammar 

topic. She notes that every grammar issue is different, and more focus on form is needed with 

some of them (e.g. comparative of adjectives), while more focus on meaning is needed with 

others (e.g. present continuous tense). What is emphasised in a particular lesson depends on the 

character of the grammar feature, on students’ needs and also on their first language.  

Harmer (1991; 10–11) explains what the use of language is. Students do not only need to 

know the meaning of a particular grammar item, but also the context of a situation in which it is 

usually used. For example present continuous has a progressive aspect, which means it describes 

actions in process. But no one usually describes actions he or she is doing at the moment. 

However, a situation of a demonstration of cookery would be appropriate for the usage of 
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present continuous. And according to Harmer, creating a suitable context for the usage of the 

particular grammar items in the classrooms is important.  

Even though Ur (2012; 80) does not put the use of the language to her list of grammar 

components, she also encourages teachers to provide a meaningful context of every grammar 

item they deal with in English lessons. She claims that students need to learn the meaning of 

grammar in a context and not just separately of a text. It is important that they recognize the 

situation in which it is appropriate to use the new grammar.  

Furthermore, Harmer (1991; 11) advises teachers to take into consideration patterns in which 

new grammar is introduced in the lessons. At the first presentation, only a restricted pattern of 

the particular grammar topic should be taught. After learners familiarise with the new grammar 

structure, more detail can be added. For example present perfect is not introduced together with 

words since and for (that are new to learners) but these words are taught later with present 

perfect tense. This supposes thinking about the patterns in advance.  

To conclude, teaching form, meaning and use of every grammar item is vital. None of these 

elements can be omitted. Grammar items should be situated in a suitable context in English 

lessons and more complicated grammar issues should be taught gradually, not all at once.  

 

4.2 General principles of a good grammar presentation 

Making a good grammar presentation might be demanding, but it is essential for effective 

grammar teaching.  

Harmer (1991; 18) gives some clues to make a good grammar presentation. He states that it 

has to be clear, efficient, lively, interesting, appropriate and productive. With these 

characteristics, students will get involved in the new grammar, they will understand both its form 

and usage and they will be able to produce new structures using it. 

Thornbury (2009; 25–26) agrees to Harmer in most of the characteristics of a good grammar 

presentation. He uses two letters to simplify it. Number one is E-factor which means efficiency 

and contains economy (not wasting extra words of explaining if practice helps better), ease (not 

time and energy-consuming preparations) and efficacy (evaluation of the result). Number two is 

called A-factor which contains appropriacy and considers the age of the students, their level and 

previous experience, the number of them, their L1, their needs and interests, available resources, 
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and cultural and educational context. Every grammar lesson can be evaluated by the teacher 

according to these two important factors.  

Ur (2012; 80–81) gives several practical recommendations for grammar teaching. Among 

other, she advises teachers to use pictures, to get feedback from students, not to ask them 

whether they understand but rather let them prove their understanding on examples, to teach both 

spoken and written form of the target structure so that is suits needs of all the students, and 

finally to teach grammar at the beginning of the lesson when learners are more attentive and 

better concentrated on it.  

In conclusion, a grammar presentation should be appropriate for the needs of both learners 

and a teacher. It should be motivating, uncomplicated and leading to the set goals. Also some 

practical aspects of a good presentation have been mentioned.  

 

4.3 Characteristics of the target learners 

In order to teach grammar appropriately for learners, a teacher needs to know them. Since 

this thesis deals with grammar teaching to students at lower secondary schools (learners aged 

approximately 11 to 15), a short characteristics of these learners and their learning abilities will 

be provided in this section.  

Šimíčková-Čížková (2005; 103–106) characterizes the learners at the age of pubescence as 

those, who go through a significant cognitive development, even though they can be emotionally 

unstable. They are in the stage of transition from concrete to abstract thinking, their logical 

judgment develops, they are at the starting point of ability to deduce conclusions and think 

hypothetically. Logical memory develops and brings memorizing without understanding to the 

end. Later, adolescents have selective memory, which means they are good in the areas of their 

interests, but their memorising of issues out of their interest is poor.   

Scrivener (2011; 325) agrees to Šimíčková-Čížková and claims that teenage students can be 

highly motivated, enthusiastic and committed to learning activities of their interest. But at the 

same time, adolescent classes can become very demanding to manage for their teachers. 

Scrivener provides various reasons for that. Teenagers are usually uncertain of themselves, their 

feelings are not stable and they can get bored in activities that do not correspond to their interest. 

They may refuse learning tasks that they consider inappropriate for them or that risk them feeling 
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embarrassed before their peers. Sometimes their motivation is low, because they are forced to do 

tasks they have not chosen.  

Harmer (2007; 83–84) confirms what was written above. He describes adolescents as those 

who are able to think abstractly (unlike young children), to bear responsibility or to recognize the 

need for learning. But at the same time lower secondary students are often problematic learners 

because they go through a difficult time of searching for identity and they need to feel accepted 

and appreciated by their teachers and peers.  

Also Ur (2012; 264–265) says that adolescent students are difficult to motivate and manage, 

but they are capable of grasping overt explanations of grammar.  

It is clear that the learning process at lower secondary schools should be adapted to the needs 

of teenage learners that are described above concerning their cognitive abilities. Both a good 

teacher and a good course book can help achieve this aim. For these reasons, some pieces of 

advice concerning teaching teenagers will be presented below. Even though they mostly refer to 

teacher’s attitudes and teaching methods, they can be also applied to the characterisation of 

course books suitable for learners of this age.  

Harmer (2007; 84) explains that the teacher’s task in teenage classes is to choose relevant and 

involving topics for the class, to get students engaged and to encourage discussions in the class. 

Nothing during language teaching should endanger learners’ sense of security.  

Scrivener (2011; 326) recommends teachers to get students involved in the learning process 

as much as possible, giving them opportunity to participate in the selection of aims and 

techniques of achieving them. Otherwise, if the learners are not engaged in these issues, they 

might lose their motivation and fail to reach the objectives of the learning process.  

As for the course books and other materials, Scrivener (2011; 326–327) suggests using 

present-day teaching materials with topics suitable for teenagers. He also recommends teachers 

to alter classroom activities (group work, individual work, whole class work) and observe which 

kinds of activities work, to be sensitive to adolescents’ feelings and preferences, to include 

project work and to ask students for their suggestions regarding lesson contents.  

Celce-Murcia and Hilles (1988; 5–6) claim it is important for a teacher to know his students 

and their learning styles in order to provide suitable approach to language teaching. They 

distinguish two types of learners: analytical learners and holistic learners. Those with left-

hemispheric dominance are usually analytical learners and inductive learning is preferable for 
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them, and on the contrary learners with right-hemispheric dominance usually prefer deductive 

approach because they are holistic learners. Celce-Murcia and Hilles suppose that children are 

rather holistic learners, while adults may prefer analytical way of language learning. Teenage 

learners are somewhere in between in their cognitive development, which enables their teacher 

to use both approaches and observe which of them works with the concrete students he teaches. 

They conclude that since every class consists of different students with different preferences and 

learning styles, the teacher should try using different ways of grammar teaching, so that he meets 

the needs of all the students in his class.  

To sum up, students at lower secondary level are at the stage of maturing in their cognitive 

abilities, they are able to understand overt grammar instruction and to think logically. Depending 

on their development, they can grasp both deductive and inductive learning if it is not very 

complicated. There can be considerable differences between individual students of the same age, 

so it is recommended to try using various approaches and to find out what is suitable for a 

particular class. It is vital that topics and learning tasks are interesting and challenging for 

learners, so that they get opportunity to engage in the learning process. At the same time, they 

are in need of acceptance of their peers and a teacher, they need to meet with understanding for 

their emotions, and they long for a sense of security, so it is not good to expose them to 

situations in which they can feel unsafe before other people.  

The suitability of the course books for learners at lower secondary schools according to their 

needs will be considered in the practical part of this thesis.  

 

4.5 Covert and overt grammar teaching  

Two basic concepts of grammar teaching are called covert (implicit) and overt (explicit). 

Thornbury (2009; 23) defines covert grammar teaching as “teaching to a grammar syllabus but 

otherwise not making any reference to grammar in the classroom at all” or alternatively 

“teaching to a communicative syllabus but dealing with questions that arise in the course of 

doing communicative activities”. Overt grammar is more common and means “teaching to a 

grammar syllabus explicitly presenting the rules of grammar, using grammar terminology.” 

Harmer (1991; 3–4) explains that in covert grammar teaching a teacher doesn’t tell learners 

about grammar. He uses grammar structures in the class and also makes learners use them in 

different activities, but the learners are not concentrated on grammar features during the 
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activities. On the contrary, overt grammar teaching includes explicit explanations of how 

grammar works.  

Covert LT is mostly used in so called acquiring the target language. According to Harmer 

(1991; 6), acquiring a language is related to children learning (= acquiring) their mother tongue, 

to children or even adults who are surrounded by people speaking a different language, or also to 

students of a foreign language learning by simply being exposed to the language. However, since 

acquiring a language just by being exposed to it takes a lot of time, Harmer (1991; 6) 

recommends using overt grammar teaching in lessons to save time but also to provide learners 

with activities and material for acquiring the language.  

As for the level of learners, Harmer (1991; 7) states that grammar teaching at a beginning 

level is usually more covert because beginners need to practise and use the language a lot. Then 

the need for covert teaching gradually decreases, and at intermediate level the learning consists 

mainly of communicative tasks and less grammar teaching, and grammar teaching at this level is 

more overt.  

Ur (2012; 78–80) presents a survey of Norris and Ortega that shows that students who were 

overtly provided with grammar rules could use the language better than those who were not.  

As mentioned above, both covert and overt grammar teaching (acquiring and learning 

language) should be included in English lessons. Students at lower levels usually receive more 

covert grammar instructions and students at higher levels can grasp overt grammar teaching 

better. At lower secondary schools, overt grammar teaching should not be missing. Ur (2012; 79) 

comes to conclusion that “Teachers and students also generally feel that grammar instruction is 

helpful.”  

 

4.6 Deductive approach 

The next two concepts of grammar teaching this thesis is going to deal with are inductive and 

deductive approaches. Both of these ways of grammar teaching are useful in English lessons and 

both of them contain advantages and disadvantages that will be discussed at the end of each of 

the following two chapters. It is always important to choose the approach that is more 

appropriate in a particular situation for concrete learners. The deductive approach, which is more 

traditional and probably a more common one, will be introduced as the first one.  
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Thornbury (2009; 29) calls this approach “rule-driven” because it consists in deriving 

examples of grammar usage from given rules. However, when using this approach, it is 

important to follow some rules to make the lesson effective. Methods of providing a good rule-

driven grammar teaching will be presented below.  

Scrivener (2011; 165) is convinced that the way of giving explanation of a particular 

grammar rule is very important. The lesson should not look like a lecture. Giving grammar rules 

is just a short part of a lesson, not its main point. Longer explanations can create an impression 

that a lot of work have been done in the lesson, but in fact teacher’s dedication to grammar does 

not give any information about students’ learning of what the teacher talks about. Students often 

get bored and do not pay attention to the explanation of grammar items if it takes too long.  

Scrivener (2011; 165) recommends teachers to plan lessons of grammar carefully in advance 

and state what is needed to say and how to explain it with the maximum usage of visual aids. He 

recommends using timelines, substitution tables, annotated diagrams and other aids to make the 

explanation clear. He encourages teachers to talk slowly, clearly and shortly, to use a simple 

language, to give examples and to ask questions when giving a grammar explanation. As for the 

order of a grammar lesson, Scrivener suggests that both giving the explanation before or after the 

students try using the new grammar item is acceptable and depends on the choice of a teacher in 

a particular situation. Scrivener summarises all his principles of explaining grammar into one 

rule: “Keep it short”.  

Harmer (1991; 17–27) advises teachers not to use too abstract rules but rather give learners 

some examples that demonstrate the particular grammar rule. Similarly to Scrivener, he 

recommends using a lot of visual aids and techniques to involve learners into the learning 

process and help them understand the rules clearly. He suggests these aids: Using charts, 

dialogues, texts for contrast, texts for grammar explanation and visuals for situations. As for an 

overt grammar help a teacher might need to give his students, Harmer presents the following 

techniques: modelling (learners repeat a sentence after a teacher with the correct pronunciation 

and intonation), isolation (a teacher sets apart a particular grammar element of the sentence he 

wants to emphasize) and visual demonstration (highlighting a grammar problem on the board, 

drawing time lines to express the meaning of a tense and an aspect, using fingers to show the 

grammatical structure). 

Ur (2012; 80–81) says that there are basically two kinds of situations when a teacher explains 

new grammar. Firstly if it is in a syllabus or a course book the teacher plans to deal with it, and 
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secondly if the teacher reacts to a particular situation in the classroom when students need 

something specific to be explained. In both cases, she suggests that the teacher should keep the 

rules of a good presentation, such as providing meaningful context, explaining clearly, using 

both written and oral examples, teaching both form and meaning, etc. Besides other principles, 

Ur states that “it is often useful to provide an explicit rule.” And the rule, according to her, 

should compromise between accuracy and simplicity. She suggests that the rule is truthful for the 

majority of cases students might meet, and that the most common exceptions are introduced. But 

she claims that comprehensibility is more important for learners than exactness.  

Concerning grammar rules, Thornbury (2009; 11) distinguishes between prescriptive and 

descriptive rules. Prescriptive rules advise how to use the language. He provides this example of 

a prescriptive rule: “Do not use different to and never use different than. Always use different 

from.” On the other hand, descriptive rules say how the language is usually used by native 

speakers. For instance: “You do not normally use the with proper nouns referring to people.” 

For teaching purposes, Thornbury (2009; 12) uses the term pedagogic rule that differs from 

the above mentioned types of rules. Pedagogic rules are grammar rules used in language teaching 

and are aimed at learners, not at grammarians. They are simple and therefore useful and easy to 

remember for students, although they are not necessarily fully trustworthy. For example a rule 

can say to use some in positive sentences and any in negatives and questions. This is useful for 

elementary learners, because it is not a complicated rule and it is mostly true. But any can also be 

used in affirmative statements in a sense of “no matter which” and if the rule should be truly 

accurate, it would need to contain deeper definitions of these words; nevertheless, the rule would 

probably not be comprehensible for the majority of English learners.  

Harmer (2007; 224–225) uses the terms descriptive and pedagogic grammars. He says it is 

necessary to find the balance between simplicity (and usefulness) on one side and complexity 

(and truthfulness) on the other side. Harmer recommends providing more simple rules to 

students at lower levels not to confuse them and more complex rules for students at higher levels 

not to bother them with what they know. He says rules that are used in classes should be 

appropriate for the particular students.  

Every approach has its advantages and disadvantages. Thornbury (2009; 29) presents the 

following pros and cons of the deductive approach: 
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+ It formulates the rules directly, which saves time for practising and other activities in 

lessons. 

+ It is suitable for people who have developed cognitive abilities. 

+ It is expected by learners, especially those with analytical style of learning. 

+ It is the teacher that organises grammar issues in a lesson, so he does not have to predict all 

the topics that appear in the lesson and get ready for them beforehand. 

- Grammar explanation in the beginning of a lesson can be boring for some students and too 

difficult for those who are not skilled in language terminology.  

- Using deductive approach to grammar teaching, the teacher is usually the front leader and 

students can be rather passive. 

- Learners usually do not remember the rule as well as if they were shown some examples or 

a demonstration of the rule.  

- Some learners have tendency to believe that language knowledge consists especially in the 

knowledge of the rules.  

All in all, deductive approach to grammar teaching means introducing grammar rules by a 

teacher and afterwards applying the rule to examples. It is suitable mainly for learners who 

prefer direct grammar explaining, it can be time-saving for a class and also less demanding for a 

teacher. On the other hand, this method can sometimes be boring, presented rules might be 

complicated, and it can tempt learners to passivity. When using deductive approach, the rule 

giving should follow certain principles, especially that the grammar instruction should be clear, 

short and easy to understand for all the learners. Using pedagogic rules in lessons is probably 

more effective than trying to formulate exact and truthful rules, since simplicity and 

comprehensibility for learners is most important in LT. Different techniques of presenting 

grammar such as modelling, isolation or visual demonstration have also been introduced.  

 

4.7 Inductive approach 

Inductive approach, or so called “discovery techniques”, to grammar teaching also plays an 

important role in English lessons. The suggestions of different authors concerning this approach 

will be discussed in this chapter.  
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Thornbury (2009; 49) calls this approach “rule-discovery” since learners are not told a 

particular grammar rule in advance but they try to formulate the rule themselves from the 

examples they are given. He remarks that the first language acquiring is realized by inductive 

style of learning. Learners are exposed to a lot of structures and they find out and start using the 

patterns of language for themselves. The Direct Method and the Natural Approach use the model 

of the first language acquiring to second language learning.  

Harmer (1991; 29) distinguishes between a covert level of inductive approach when learners 

are only exposed to the target language before the new grammar is presented, and a more 

conscious level when learners are encouraged to work with a particular text, study its structures 

and come up with grammar rules presented in the text. In course books at lower secondary level, 

the more conscious version of inductive approach will probably be used, as they are usually 

designated for English lessons with grammar instruction, not for being only immersed into the 

target language.  

According to Thornbury (2009; 50) simple immersion in the target language can lead to the 

required result but need not lead to it. Cases have been documented when people learned the 

target language well, and on the other hand some learners have not been able to learn a language 

without explicit grammar input. That is why Thornbury recommends using “the intervention of 

“the syllabus designer, the materials writer, or the teacher, or all three.” 

Scrivener (2011; 166–169) makes another distinction in discovery techniques. He says there 

is a guided discovery and a self-directed discovery. The guided discovery he compares to 

“Socratic questioning”. Learners are asked questions that are either oral or written in their 

materials. In the way of prepared questions, learners are led to discover something new. 

Questions prepared by a teacher or course book writers can concern meaning, form, context, 

examples, errors, hypothesised rules, sentence analysis, problems or other topics. Scrivener also 

mentions that a teacher can answer some questions himself if his students cannot give the correct 

answer. He can also explain something if needed. The teacher can also use questions after the 

task to verify the learners’ understanding. His job in the guided discovery technique is to choose 

an appropriate exercise, explain students what to do, provide them support, manage the class, 

clarify what is needed, give feedback and make the students get a maximum out of the task. 

Students can benefit a lot from the usage of this approach in English lessons. But on the other 

hand, it requires a careful preparation of the teacher and he has to be able to set a good learning 

environment for his students. Self-directed discovery takes place in self-studies or in lessons 
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where teachers are no more than facilitators of the learners’ studies. It is not very common. It 

requires a lot of learners’ commitment as well as their knowledge of the aims and learning 

strategies and ability to create their own explanations and rules (Scrivener, 2011; 169). For these 

reasons, further references to inductive approach to grammar teaching will relate to what 

Scrivener calls guided discovery.  

When presenting inductive approach, Thornbury (2009; 52) also concerns the guided 

discovery. He describes the process of discovery techniques as a process of trial and error with 

necessary assistance and correction of a teacher. He suggests that the procedure of inductive 

studying should include clear examples, formulation of rules, usage of the rules in the obvious 

examples and then applying the rules to the less obvious examples to check whether the rules 

were stated truthfully. If not, learners need to reconsider them.  

Thornbury (2009; 54–55) mentions the following advantages and disadvantages of the 

inductive approach to grammar teaching: 

+ Rules formulated by learners themselves are better understandable and easier to remember 

for them.   

+ If students try hard to come up with a rule, they usually remember it faster. 

+ Learners are expected to be rather active than passive in the lessons, which is why they are 

also more likely to pay attention and be motivated in their studies.  

+ Inductive approach consists of problem-solving techniques and requires a challenge, which 

is convenient for students who like it.  

+ Learners can practise language while finding out grammar rules as a part of group work.  

+ When students learn to study from examples and make up the rules for themselves, they are 

led to major independence in learning.  

- Some students can start to believe that language rules are the aim of the learning process, 

not just a way to learn the language.  

- Working out rules can take time to the exclusion of practising the language.  

- Especially in covert grammar teaching, students can formulate an inaccurate rule that does 

not fit the majority of examples.  
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- It is more demanding for teachers to prepare a lesson using the inductive approach. They 

have to plan carefully all the steps leading to students’ formulation of the rule.  

- Not all the language features can be formulated as rules. 

- There are some students who prefer being told the rule and they feel frustrated if they are 

supposed to do it themselves.  

Harmer (1991; 29–30) says the greatest advantage of inductive approach is that it is more 

“student-centred.” Learners are fully involved in the learning process and they have to think 

about grammar and find the rules for themselves, not just being told. On the contrary, he claims 

that the main weakness is that inductive approach is not appropriate for all circumstances. It 

depends on a particular grammar topic and on the students. It can also be time-consuming and 

sometimes puzzling. The teacher should decide on the convenient usage of this technique.  

Ur (2012, p. 81) evaluates the usefulness of the inductive and deductive approach as follows. 

The major advantage of the inductive approach she mentions is the greater chance for students to 

retain the information they have discovered by themselves. On the other side, the major problem 

is that it takes a lot of time and formulating complicated rules can be discouraging or confusing 

for students. She recommends a compromise: a teacher can give learners some evident examples 

and then help them come to a particular grammar rule. He can also choose the approach 

according to a particular situation.  

As for learners’ level, Harmer (1991; 30) claims that inductive approach is more useful at 

higher levels when learners have known more metalanguage, even though it can be also used at 

elementary levels.  

When a teacher decides to use inductive approach in his lessons, he can use some of the 

following discovery techniques suggested by Harmer (1991; 30–39): preview, matching 

techniques, text study and problem-solving.  

Preview usually consists of reading or listening to a text with target grammar structures. 

Before learners are asked to work with the new grammar, they have already seen it in a context.  

The aim of the matching techniques is to make learners decide about connections of the given 

words and structures, and thus come up with the rules governing them.  

In the text study, a certain text (authentic, if possible) is presented to the learners either as a 

reading or a listening activity, and the learners are asked to identify the new grammar in it. A 
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teacher makes the students pay attention to the system of the language usage in the text. The 

target structure can be evident in the text, or the teacher can put emphasis on it and separate the 

part in which it is most obvious.  

During problem-solving exercises, students are given a task that includes a particular 

“problem.” For example they are given several sentences that have similar meaning but a 

different structure (e. g. all of them express future, but they use different grammar structures), or 

otherwise the presented sentences include the same grammar feature but they have different 

meaning (e. g. present continuous in different contexts). Another problem-solving activity 

operates with students’ mistakes. The teacher can point out several common or serious mistakes 

the learners make (either during speaking or writing), write them on the board and let the 

learners discuss and correct them and justify their answers.  

Regarding material used for inductive learning, Thornbury (2009; 52–54) suggests that 

language corpora that can be helpful for working out language rules if the corpora are used 

appropriately and do not make learners confused by the amount of data they bring.  

To conclude, inductive approach is contrasting to the deductive one. In a classroom 

environment (teacher guided discoveries), it consists of providing students with examples and 

leading them to come up with rules governing the grammar in the examples. A teacher or a 

course book according to which he teaches can use questions to lead learners to a particular rule. 

Also other techniques suitable for inductive learning, such as preview, matching techniques, text 

study or problem-solving were explained. Inductive approach is learner-centred, exciting for 

some learners, most of the students can remember the rules they have discovered better and 

faster and it can help students in their further studying. The major problems of this approach are 

that the rules formulated by learners might not be correct, the process in the lessons can be time-

consuming and complicated and it is demanding for teacher’s preparation.  

Every teacher should be able to evaluate the usefulness of deductive and inductive approach 

with respect to his own teaching situation, his students’ needs and abilities and also to practical 

regards. Then he can choose the best way of teaching his students. 

 

4.8 Language used to explain grammar 

After presenting forms and methods of teaching grammar, a question of the language used for 

grammar presenting should be discussed.  
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Çelik (2014; 191) says that in communicative approach to language teaching “use of the 

mother tongue should be kept to minimum and used only as needed for issues such as classroom 

management or giving complex instructions that are beyond the students’ level of proficiency in 

the target language.” 

Ur (2012; 80) recommends using the learners’ L1 to explain grammar if their language 

competence is not sufficient to grasp grammar rules in the target language and if it is helpful for 

their better understanding. Usage of the target language is suitable for classes that have reached a 

certain level of language and understand the explanation well. She also advises comparing and 

contrasting the first language with the target language if corresponding language features can be 

found in those languages. Ur also suggests using the learners’ mother tongue if it can save time 

for more practice.  

Harmer (1991; 12–13) recommends contrasting some language features to the students’ L1 in 

teaching grammar, if it helps them understand either differences or similarities of the two 

languages better. If there is a multilingual class, he advises the teacher to get to know some facts 

about the students’ L1 in order to use it for giving better grammar instruction.  

From the opinions mentioned above emerges that the main language used in classes should 

be the target one. But also the learners’ L1 can be used for explaining grammar rules in 

justifiable conditions if it is helpful for learners.  

 

4.9 Conclusion 

When presenting grammar, various aspects have to be considered. It is important to present 

everything belonging to particular grammar features, which are form, meaning and usage. Every 

grammar presentation should follow principles of a good presentation and also an appropriate 

formulation of grammar rules should be considered. A teacher can decide whether to teach 

grammar covertly or overtly, deductively or inductively, depending on his teaching situation. He 

should consider the advantages and disadvantages of the particular approaches and also take into 

account his students’ needs.  
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5. Grammar practice 

 

Only presenting new grammar to students is not sufficient for their language abilities. They 

need to shift from understanding a new grammatical item to being able to use it correctly and 

freely. That is why practising grammar is essential for learners and a lot of time should be 

devoted to grammar practise in English lessons.  

Scrivener (2011; 162–163) encourages teachers to provide even more time to practise new 

grammar than to present it. He says the most important job of a teacher is not to offer his 

students the information, but to give them chance to practise it on their own, because only trying 

and receiving feedback, advice and correction can help students improve their target language 

and avoid errors. As Scrivener (2011; 163) puts it, there is a difference between the “up-here 

knowledge” in a brain and “knowledge-in-use” in a mouth. He claims that transforming the first 

knowledge into the second one is the challenge for good lessons.  

 

5.1 What to practise 

Ur (2012; 82) says there are two important areas of practising the language: accuracy and 

fluency. It is common that students do grammatical exercises correctly, they are able to produce 

proper structures while focusing on them, but when they are supposed to speak fluently, they 

make mistakes and are not able to communicate accurately. Ur explains this fact by saying that 

those students have not mastered the new grammatical form yet and that is why they do not use it 

automatically in a fluent speech. She recommends teachers to use various exercises that combine 

accuracy and fluency practice to make students aware of both form and meaning of the new 

structure in a context. She (2012, p. 82–84) suggests these eight steps leading from accuracy to 

fluency: 

1. Awareness  

2. Controlled drills  

3. Controlled responses through sentence completion, rewrites or translation 

4. Meaningful drills 

5. Guided, meaningful practise 
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6. (Structure-based) free sentence composition 

7. (Structure-based) discourse composition 

8. Free discourse 

Thornbury (2009; 91–92) agrees to Ur that precision (accuracy) and automisation (fluency) 

are the most important components of practising the language. He shows that each of them is 

necessary. There are both students who have problem with accuracy and make serious mistakes 

that make their speech almost incomprehensible, and those who speak correctly but are hardly 

able to produce a free discourse. The third kind of learners Thornbury mentions are those that 

speak fairly precisely and also fluently, but they cannot produce a great variety of meanings. 

This type of students needs to learn to reorganize (restructure) their knowledge, so that they 

acquire an ability to express a richer variety of meanings. Therefore, Thornbury concludes that 

the biggest emphasis of grammar practising should be put on accuracy, fluency and restructuring 

skills. 

Thornbury (2009; 94–95) claims teachers need to use all kinds of practice activities that 

include accuracy, fluency and also restructuring. Every student is different, has different needs in 

learning and reacts differently to practice. A good teacher considers this fact and incorporates a 

wide range of practice tasks.  

Similarly to Ur, Thornbury (2009; 92) says it is very difficult for students to concentrate on 

form and meaning at the same time, so it is useful to start with exercises that do not require a lot 

of concentration on the meaning, so that students focus on form and practise only accuracy. At 

this stage, learners need time to pay attention to form to get used to it. The motivation is also 

very necessary here. A teacher should provide feedback to his students and confront them with 

the fact that they are in danger of being unintelligible if they are not accurate.  

After the stage of establishing accuracy, Thornbury (2009; 93) recommends incorporating 

fluency practice focused on meaning, so that fluent usage of the language is not endangered by 

too much focus on accuracy. Such practice includes communicative tasks like information gap 

exercises. Students need to be motivated to use the target language to get to know some 

information from the others and also to tell something to them. They need to practise mutual 

comprehension including getting new (unexpected) information. Thornbury also recommends 

using chunking and repetition of selected phrases at this stage of learning process.  
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Finally, Thornbury (2009; 94) suggests that restructuring practice takes place in English 

lessons. He claims that most of the restructuring skills are acquired during practising. To achieve 

this, he recommends activities such as problematising (dealing with problems or 

misunderstandings can help students learn restructuring and practical usage of language), push 

(students are involved in an activity that requires usage of more complicated language items than 

they are used to produce) and scaffolding (providing safe environment for students to express 

themselves, incorporating both new and already known, giving students help, rephrasing what 

they say or suggesting what they might want to say).  

Harmer (1991; 51–54) agrees to Ur and Harmer that the types of practice activities should 

lead gradually from the most controlled exercises focusing on accuracy to free exercises with 

emphasis on fluency.  

To conclude, Ur, Thornbury and Harmer give enough reasons to beginning practising with 

exercises that focus on accuracy (and form) and do not require much concentration on fluency. 

After mastering precision, it is recommended to move on to practise fluency (including meaning 

and usage) or restructuring. In the following part, various types of exercises will be discussed.  

 

5.2 Types of exercises 

5.2.1 Accuracy practice (drills) 

The simplest grammar exercise is a drill of a new-learnt item. Even though drills are 

considered old-fashioned and not working by some teachers, Scrivener (2011; 170) argues that 

they are still important for learners and they should be included in English lessons. Drills help 

students practise accuracy and make new structures automatic. Scrivener compares it to everyday 

routines in which we improve by practising the same actions over and over again.  

He (2011; 170) recommends teachers not to praise their students too much during practising 

drills but maintain the standard of drilling high and continue encouraging students to do better 

and better because they need to create a challenge out of drills. Only then the drills will not be 

uninteresting and will help learners produce accuracy as a result.  

Scrivener (2011; 169–171) suggests various kinds of drills. He says the most basic and the 

easiest form is simple repeating after a teacher. Then he provides 16 other ways of drilling 

including repetition of intonation patterns, substitution of some words in a sentence, completing 



33 

 

a sentence, transformation of a sentence, answering with true sentences using the same 

grammatical pattern, and many more. He also suggests various techniques of practising drills, 

such as loudly, quietly, whispering, singing, slowly, fast, in choral, in pairs, with exaggerated 

intonation, walking around, etc. 

Harmer (1991; 41–43) is also convinced that drills should be included in English lessons, 

because they provide a quick and effective practice of new-learnt structures. He points out that 

the main benefit of drills is an opportunity to correct students immediately and make them aware 

of their errors. Harmer notices a disadvantage of drills is that they can become boring and long. 

He recommends teachers not to overuse drills but to use them only until learners are able to 

produce the correct structure, and then move on to more creative exercises. Besides other 

practice activities, Harmer (1991; 51–55) suggests using written drills (for instance finishing a 

short dialogue using certain words).  

Ur (2012; 83) presents different types of drills too. In her list of progress from accuracy to 

fluency, she describes these three categories of drills: controlled drills (learners do not 

necessarily have to understand the meaning, but they make sentences with the target structure 

according to a given example), controlled responses through sentence completion, rewrites or 

translation (learners have to understand the meaning at this stage, but they are provided with 

words they are supposed to use in the target structure), and meaningful drills (students are 

allowed to produce their own sentences with a given structure of the target language). The first 

type of drills should precede the second and the third one because it is easier and closer to 

accuracy exercise while the third type is nearest to fluency, since students need to understand it 

and they are allowed to talk about something new for the others. Nevertheless, all of these types 

of drills are highly controlled.  

Harmer (1991; 46–47) also recommends involving learners’ personalities in grammar 

practising, even at the first stage of accuracy practice. He claims that learners can share 

something from their lives not only in mainly fluency activities, but also during practising 

accuracy in simple drills. Harmer proposes two particular activities involving learners’ 

personalities, both designed for beginners’ level. One is called a chain drill – crime (students one 

by one say “I am... and I’ve never...(crime)”), the other offers a practice of was/were and 

students are supposed to talk about their favourite things or experiences from their childhood.  

To conclude, drills are useful for grammar practice. A good and effective drill should be 

challenging for learners, creative in its form and lasting only until learners are able to use the 
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target structure accurately. Drills in English lessons should proceed from the most controlled and 

focused primarily on the form to those that put emphasis on meaning and allow more freedom in 

the usage.  

 

5.2.2 From accuracy to fluency practice  

After sufficient practice of accuracy, Ur (2012; 83–84) recommends using exercises that 

combine accuracy and fluency. At this stage, she suggests these three types of exercises:  

– Guided, meaningful practice (learners are given the structure they are supposed to use but 

they make up their own sentences) 

– (Structure-based) free sentence composition (students are given some prompts like a picture 

or a description of circumstances and they are told to create their own sentences) 

– (Structure-based) discourse composition (students are given a topic they should deal with 

being encouraged to use the target structure) 

Ur (2012; 84–85) also provides some examples of test tasks that can be used both for practice 

and for testing. Closed-ended tasks that suppose just one right answer can be more easily 

assessed, which is why they are used more often in English lessons. These types of exercises 

include: 

– Multiple- (or dual-) choice (learners choose the correct answer from various options) 

– Guided gapfills (learners are supposed to write a correct grammatical form in a context 

with specified words) 

– Transformation (Learners rewrite sentences with the same meaning in other words. They 

are given a beginning of a sentence. This refers to what Thornbury (2009; 94) calls 

restructuring.) 

– Matching (The phrases are given, learners are supposed to match a beginning of a grammar 

unit (for example a sentence) with its ending.) 

– Rewrite (Similar to transformation, learners are supposed to rewrite a sentence with the 

same meaning using a specific word given.) 

– Correct the mistakes (Learners are asked to identify mistakes in a text.) 
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Harmer (1991; 51–55) suggests these types of written activities to combine accuracy and 

fluency: 

– Word order (order the words into sentences – the exercise can be either written or acted in 

class with cards with individual words) 

– Sentence writing (describing pictures with learners’ own words) 

– Parallel writing (reading a piece of text and writing a similar one) 

The first type of exercise presented by Harmer put more emphasis on form, while the last two 

examples of tasks are oriented rather to fluency, even though a certain amount of guided support 

is given.  

Among the oral practise, Harmer (1991; 42–46) recommends using interaction activities that 

are more entertaining than just tedious drills. He suggests using information-gap exercises, in 

which learners are supposed to get to know some information from the others. For example 

students can get little bit different pictures and they are supposed to get to know information 

from the picture of their partners by asking them questions. Another option is to give students 

charts they are supposed to fill in by asking their classmates for certain information (e.g. about 

their favourite leisure activities).  

Thornbury (2009; 100–105) agrees to Harmer that information-gap exercises and 

personalisation tasks should be included in grammar lessons.   

Ur (2012; 86) also mentions translation practice. She claims that translation is used rarely in 

testing and practising language, because learners are supposed to think only in their target 

language instead of connecting it to their mother tongue. But she shows that lack of translation 

exercises can lead students to making errors originating from wrong connections to their L1 and 

the best method to prevent from the inter-language errors is to practise translation and contrast 

those two languages.  

 

5.2.3 Fluency practice 

When learners have gone through the stage of accuracy practice and exercises that connect 

accuracy and fluency, Ur (2012; 84) suggests using a free discourse exercise that relates to 

fluency practice. In this kind of exercise, learners are asked to produce a text with the topic 

given, not being limited by an instruction to use the target structure in their production. 
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However, the topic is designed in a way that the students are likely to use the target grammar. 

Free discourse is probably the only clearly fluency practice presented by Ur. Among exercises 

that can serve as examples for both practising and testing grammar with primary focus on 

fluency, Ur (2012; 86) mentions the following two tasks:  

– Open-ended sentence completion (e.g. “If I could fly...”) 

– Sentence-composition (e.g. “Compose three sentences comparing these two people (in the 

picture) using comparative adjectives.”) 

Both of these types of exercises, however, concern accuracy too. Learners are suggested the 

grammar structures they are supposed to use, so these tasks do not purely emphasize fluency. 

The “sentence-composition” task obviously corresponds to “sentence writing” exercise 

mentioned among practice leading from accuracy to fluency in the previous section (see above). 

It is evident that most of the practice exercises do not focus exclusively on fluency, but combine 

both accuracy and fluency. However, the proportion of accuracy and fluency practice in different 

exercises vary.  

 

5.2.4 Games 

The amount of entertainment during practice activities is also quite important, especially for 

learners at lower secondary schools (see 4.3). If a teacher wants to make a good lesson, he 

should also care about learners’ wants and their involvement in the practice activities. The 

motivation can be raised by the use of more interesting and amusing activities.  

Scrivener (2011; 174–177) advises to use written exercises in a new way, so that it is more 

interesting and engaging for learners. He suggests that a printed exercise can be used in various 

ways in a class. Students can work on it in pairs or small groups, they can be divided into teams 

and compete among each other, they can do the exercise on the board, the exercise can be done 

as a dictation, students can pretend to be teachers and correct and mark the filled-in exercise, it 

can be done at great speed, the answers can be discussed in pairs or teams, or the teacher can 

introduce the whole exercise as an “auction” and handle the learners “money” for which they can 

“buy” the correct answers. All of these techniques make the exercises more entertaining and 

interesting for learners, which can increase their motivation and therefore make the learning 

process more likely to succeed.  
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Scrivener also (2011; 177) suggests that any grammar item can be carried out in interesting 

ways such as grammar quizzes with two teams competing. The task can be writing the correct 

grammar forms on the board as fast as possible, and the faster team gets a point. A variation is 

not to give the team points but opportunity to put noughts or crosses to a tic-tac-toe game against 

the other team. The teams can also ask other teams their own questions.  

Harmer (1991; 48) suggests playing the tic-tac-toe game in a way that a teacher puts words of 

the target grammar (e.g. questions words, infinitives, modals etc.) into squares and learners’ 

teams are supposed to use the words in sentences (or put them into past etc.). If the team fulfils 

the task, they can put their nought/cross to the field they won.  

Harmer (1991; 48) also says general knowledge quizzes can be used for purposes of grammar 

learning and teaching. Particularly grammar issues such as superlatives, comparatives or past 

simple are suitable for quizzes. Learners themselves can make questions they would afterwards 

ask the other team.  

Concerning other than just grammar and language matters, Scrivener (2011; 178–179) also 

recommends using memory tests and games. For instance, students can be given pictures for 

some time and after that they are provided with certain statements and are supposed to decide 

whether they are true or false. The target grammar structures are used in the statements. Another 

way of using pictures is a picture dictation. In this activity one student (or a teacher) describes a 

picture that the others do not see, and other students draw it according to what they hear. Miming 

can also be used in English lessons to demonstrate certain actions or feelings. While one student 

is miming, the others guess what he is showing. The target grammar points, such as present 

continuous, future forms using going to or adverbs, can be used. Growing stories can also be 

attractive for learners. The story can be spontaneously made up if everyone adds one sentence to 

it, or it can be built on the basis of pictures or words prepared in advance. Questionnaires that 

students use to interview their classmates can also be useful in classes and they can help students 

make questions with the target structures. Scrivener even suggests teachers to perform a 

grammar auction in which learners can “bid” and “buy” suggested answers while only correct 

answers they gain will be counted in the end.  

Both Scrivener (2011; 179) and Harmer (1991; 49–51) also recommend using board games 

for grammar teaching, too. Harmer puts forward a board game called Meridian Trail, in which 

players that step on certain fields are supposed to answer questions regarding target grammar. 
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Another variant of a board game would be to have written sentences on each square and let the 

learners decide whether the sentences are grammatically correct.  

Harmer (1991; 51) also suggests playing bingo or twenty questions (yes/no questions to find 

out an object) to practise grammar in lessons.  

To sum up, a variety of games and game-like activities can be used in grammar teaching to 

increase learners’ motivation and make grammar teaching more interesting and more effective. 

Activities like these included in course books will be evaluated in the practical part of this thesis.  

 

5.3 Conclusion 

This chapter shows that practising grammar in English lessons is essential for language 

learning and teaching. A good teacher should incorporate many different exercises considering 

his students’ needs and individual differences. The tasks should proceed from the simplest to 

more demanding ones. In the beginning, more form-focused and accuracy exercises should be 

incorporated, and gradually they should transform into more meaning-focused and fluency 

exercises.  
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PRACTICAL PART 

 

The practical part of this thesis consists in comparison of grammar sections of three selected 

English course books used at Czech lower secondary schools. The aim of the comparison is to 

provide suggestions and recommendations for choosing a suitable course book for English 

teachers in the Czech Republic according to their and their students’ needs. Even if a certain kind 

of course books is used at a particular school, teachers can take appropriate supplementary 

materials from other courses according to their current needs. It can also serve to draw 

inspiration from different approaches to grammar teaching presented in the following course 

book comparison.  

 

6. Course books used 

 

6.1 Course books selection 

Since this thesis aims at Olomouc region and its surroundings, the course books were chosen 

according to a survey made among students of the last year of Master degree at the department of 

English at Pedagogical Faculty of Palacký University. Most of these students have gone through 

two teaching practices at different schools in Olomouc and its surroundings or at places or their 

residence. Some students were only at one teaching practice and some of them experienced 

teaching at three schools. The survey was composed only of two questions for each teaching 

practice:  

- Where have you been at your teaching practice? 

- What English course books did the school use for lower secondary students? 

Eleven out of nineteen students responded to the survey and provided information from 18 

different schools. Half of these schools represented Olomouc faculty schools in Olomouc and its 

surroundings, and the other half were different schools in Moravia and Silesia.  

Altogether, only the following three course books have been used at the schools included in 

the survey:  
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– Project (by Tom Hutchinson) – 16x 

– Way to win (by Lucie Betáková and Kateřina Dvořáková) – 1x 

– Angličtina (by Marie Zahálková) – 1x 

I myself have been at two schools in Olomouc region during my teaching practices and these 

schools used the following two course books:  

– Discover English (by Carol Barret et al.) 

– More! (by Herbert Puchta and Jeff Stranks) 

Out of all these course books, three have been chosen for comparison in this thesis:  

– Project: the most common course book according to the survey; an international course 

book by Tom Hutchinson, published by Oxford University Press.   

– Discover English: also an international course book, published by Pearson; the content of 

the Czech edition of this course book is claimed to be consulted with Czech specialists in 

English teaching according to the Publisher’s web page (see references).  

– Way to win: a Czech course book of English language published by Fraus Publishing 

House. 

The latest editions of all the selected course books will be used for comparison. It means the 

fourth edition of Project (2013), the first edition of Discover English (2011) and the first edition 

of Way to win (2005 – 2008).  

According to Publishers’ web pages (see references), the selected course books contain the 

following components:  

Project: a student’s book, a workbook, a teacher’s book, a teacher’s resource CD, a test 

builder, class CDs, a DVD with supplementary materials and iTools.  

Discover English: a student’s book, a workbook (containing an activity book and student’s 

CD-ROM pack), a teacher’s book with tests CD, a test book, class CDs, Active teach (interactive 

whiteboard software) and flashcards.  

Way to win: a student’s book, a workbook, a teacher’s book, a teacher’s audio recording, 

student’s CD, photocopiable materials and a video recording for the seventh and eighth grade 

with a methodical book.  
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Despite all the available materials, only Student’s books (SB), Workbooks (WB) and 

Teacher’s books (TB) of the selected courses will be compared in this thesis, without other 

complementary materials. As Průcha (1998; 7) states, printed course books has always been 

important for education and even in the era of computers and multimedia, they cannot be 

replaced. He suggests that text books will play an important role in education in the future as 

well. According to him (1998; 46), teachers mostly use course books as a key source for lesson 

planning.  

I also believe that printed books can be regarded as crucial for common usage in classes. 

They are most easily available for the majority of schools, since using them do not require any 

special aids (except for a CD player for course books audio recordings), as for example 

interactive white board, DVD mechanics or on-line Internet connection that are not necessarily 

available for language teaching at all schools. This traditional material is also usually the 

cheapest means of teaching.  

Similarities and differences of grammar sections in the three selected course books (Project, 

Discover English and Way to win) will be compared and contrasted throughout the whole 

practical part of this thesis.  

 

6.2 Short description of the course books used 

Before the comparison of grammar content and approach to grammar teaching, a short 

description of each of the chosen course books will be provided.  

Project course book is based on a multi-functional syllabus containing topic, grammar, 

vocabulary, and communication and skills. These items are usually interconnected. For example 

when learning will and going to in grammar area, most of skills activities refer to future plans 

and predictions, and vocabulary consists of space (future of the humanity) and offering help (e.g. 

with usage of will). Each unit also includes a chapter on culture, a curriculum section, a project 

and a song. 

Project course book consists of 5 parts (Project 1, 2, 3, 4 and 5) and it can be used for 

instance in grades 5 to 9 at Czech schools. Every unit (there are 6 units in each SB) is composed 

of parts A, B, C and D, each consisting of two pages. At the end of every unit, one page is 

dedicated to a chapter on culture of English speaking countries, one page brings information 

from other subjects (English across the curriculum), one page contains revision (usually formed 
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by pieces of grammar, vocabulary and language skills), and the last page introduces a project 

learners are supposed to do and a song. Before the first unit, a few pages are dedicated to 

revision of what learners are supposed to know from previous parts of the course (this is not 

included in Project 1). At the end of the SB, there are extra pages with pronunciation and extra 

reading materials. 

The WB follows a similar pattern. Every unit consists of 4 double pages labelled A, B, C and 

D (corresponding to the SB), and there is one more double page called “progress check” for 

revision and self evaluation (I can statements) at the end of each unit. At the beginning of the 

WB, there is usually an introductory revision of previous knowledge and at the end there are a 

few pages of overall revision. After that, six pages called Preparation for testing are included, 

one page for each unit. The last pages consist of grammar summary of the whole course and a 

vocabulary list.  

The TB contains all the pages from the student’s book and one page of methodical notes to 

each of them. At the beginning, there is an introduction to the whole course, a description of the 

tasks from the student’s books and support for teachers (suggestions for the lessons). Also the 

audio scripts and WB answer key is included. 

Discover English is also based on a multi-functional syllabus including topics, vocabulary, 

grammar and functions that are usually interconnected. Pearson Central Europe (2012, online) 

claims that “Discover English provides a solid grammar and lexical syllabus with the perfect mix 

of variety and challenge to motivate young learners. The course uses simple tried and tested 

principles to address the needs of a modern student.” 

The whole course consists of six parts: a Starter book and Discover English 1, 2, 3, 4 and 5. 

Every part of the course book has 8 units plus one starter unit. Each unit is composed of one 

introductory page presenting the topic, vocabulary and an outline of the learning plan for that 

unit, and 4 double pages including the main topics marked A, B, C and D. The last part (D) is a 

revision section (including revision of words, grammar, pronunciation and functions, and a self-

assessment). In every odd unit, only one page is dedicated to the revision, while in every even 

unit, two pages are provided for revision containing also a consolidation exercise with listening 

and a song, and there is one more page called Discover culture. At the very last page of the SB, 

there are extra words to be found in each unit, and in some levels of the course book, there is 

also a key to “secret code” used in the course.  



43 

 

The WB logically corresponds to the SB. It also begins with an introductory page that 

typically contains practice of new vocabulary. The topics of each unit are then practised on three 

double pages A, B and C and a single page labelled D is dedicated to revision. A grammar 

summary of the whole part of the course is given at the end of the WB, an English-Czech 

vocabulary is included after that, and the last page is dedicated to the practice of the extra words 

from each of the 8 units. 

The TB, besides from introductory instruction, notes for teachers to each page of the SB and 

a WB answer key, includes several extra pages of photocopiable material that can be used in 

classes. These materials include two pages for each unit; one page is mainly for communicative 

and vocabulary activities, and one page is dedicated to grammar consolidation and extension 

exercises.  

Way to win course book also has a multi-functional syllabus involving topics, grammar and 

functions. The four levels of course books are labelled 6, 7, 8 and 9 and are intended for the 

same numbers of school grades at Czech schools. The individual levels of the course book 

contain from 7 to 10 chapters, and each chapter involves certain grammar content.  

A typical chapter consists of approximately 8 to 10 pages. The first page of each unit is an 

introductory and motivational page for the topic of the unit and does not contain any new 

language items. From the second page on, introduction of new grammar and vocabulary starts 

together with continuous practising it. This section is typically composed of texts, pictures, 

“looking at language” charts and speaking tasks. After that, a few pages of practice exercises, 

especially with focus on grammar, follow, and then some vocabulary exercises or skills practice 

takes place. At the end of each unit, there is a vocabulary list for that unit, a well-arranged 

grammar summary and a short review of what students have learnt in that unit. At the end of the 

SB, a few pages of extra reading with tasks are included. After this section, vocabulary list for 

extra reading material takes place.  

The WB has the same number of units as the SB. Each unit has approximately 4 pages (the 

exact numbers differ) and involves practice activities of the same topics as the student’s books. 

The activities focus not only on the new learnt items, but also revise what is already known from 

previous learning. In the middle and in the end of the WB, there is a portfolio for learners’ self 

assessment. Grammar summary is attached in the middle of the workbook. At its end, a few 

pages are dedicated to “how to learn better”, then exercises accompanying extra reading are 

involved and there is a list of irregular verbs at the very end.   
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The TB contains introduction, structured table of contents, methodical notes for teachers to 

each unit and extra reading, including all answers to questions and exercises included in the SB 

and WB, and at the end, there is a suggestion of a thematic plan and photocopiable practice 

materials.  
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7. Course books comparison 

 

7.1 Comparison of grammar content  

 

Project 

Every unit covers a certain piece of grammar, from the easiest and most frequent issues to 

more complicated and less frequent ones.  

Project 1 starts with teaching indefinite articles, plurals, imperatives, verb to be and have got, 

there is/are, present simple, possessive pronouns and ‘s, time and place prepositions, can/can’t 

and ends with present continuous presentation.  

Project 2 follows the knowledge acquired during learning from Project 1, goes deeper into 

almost all the topics from it (present simple, present continuous, articles + countable/uncountable 

nouns + some/any, more modal verbs: must, have to), and adds e.g. past simple, grading of 

adjectives, adverbs and going to form.  

Project 3 again continues to previous course books and extends their topics (present simple 

and continuous, past simple, going to forms, articles, more modal verbs: should/shouldn’t, 

must/mustn’t, don’t have to). The most important extra topics are will for the future, past 

continuous and present perfect.  

Project 4 deepens all the previous knowledge and presents especially these new topics: used 

to, relative pronouns and relative clauses, verb + ing or infinitive, passive voice, the first 

conditional and future time clauses.  

The last book, Project 5, gives revision of all the previously learnt tenses and introduces new 

grammar topics such as the second conditional, reflexive pronouns, modal verbs in passive, 

reported speech and indirect questions.  

 

Discover English  

The grammar content in Discover English is also acquired in the spiral model, from the 

simplest items to more complicated and demanding ones.  



46 

 

Discover Starter teaches the verb to be, indefinite articles, plurals, possessive pronouns and 

‘s, demonstrative pronouns, have/has got, prepositions, there is/are, can/can’t, present simple 

and imperatives.  

Discover 1 goes deeper in all the topics included in starter level, and adds present continuous, 

frequency adverbs and past simple regular.  

Discover 2 starts with revision of the starter and the first level of the course book and then 

teaches countable and uncountable nouns (+ some/any etc.), irregular past simple, grading of 

adjectives, going to forms, have to, will for future, present perfect and should.  

Discover 3 after revising and extending the previous knowledge introduces past continuous, 

more modal verbs (be allowed to, have to must, could etc.), relative pronouns and relative 

clauses, and zero and first conditional.  

Discover 4 and Discover 5 are not available in the Czech Republic yet, so their grammar 

contents will not be compared here. 

 

Way to win 

Way to win course presents similar grammar topics as the two course books already 

introduced.  

Way to win 6 teaches verb to be, possessive s, plurals, have got, imperatives, there is/are, 

modal verb can, present continuous, present simple with frequency adverbs, demonstrative 

pronouns and past simple.  

Way to win 7 includes revision of the previous part of course book, modal verbs have to and 

must, countable and uncountable nouns, grading of adjectives, going to forms, present perfect, 

adverbs, future with will and past continuous.  

Way to win 8 adds these grammar items: more modal verbs (may/might/be able to/be allowed 

to), the first conditional, relative clauses, reflexive pronouns, question tags, the second 

conditional and gerunds.  

Way to win 9 contains more complicated grammar issues: past perfect tense, passives, 

indirect speech, time clauses, sequence of tenses and indirect questions.  
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To sum up, all the course books have similar grammar content, as they keep the rule to teach 

the easier and more frequent grammar items first and then extend the topics to less frequent and 

more complex issues. English students might have similar knowledge of grammar topics after 

studying from any of those course books at lower secondary schools.  

 

7.2 Comparison of approaches to grammar teaching 

All of the three chosen course books involve overt grammar instructions, as they are intended 

for English lessons at schools (and not for self study or just for immersion into the target 

language). All of them proceed more or less from the Communicative language teaching, or 

better from what Penny Ur calls the Post-communicative approach (see 3.5). They all present 

grammar in a meaningful real-life context, use personalised exercises, role-plays or cooperative 

work and teach language functions, which are all aspects of CLT. But while for instance Project 

and Way to win use mostly inductive approach to grammar presentation, Discover English 

presents grammar rather deductively (which is not characteristic for CLT). Discover English and 

Project also contain a lot of drills (especially written ones), which should be only marginal in 

CLT. Project and Discover English do not include very much fluency grammar activities 

(accuracy is more focused). However, Project puts a great emphasis on all four skills teaching. 

And Way to win uses a lot of speaking activities and proceeds to fluency more than the other two 

course books.  

To conclude, all of the course books drew from the Communicative approach to LT to some 

extent, but they also use techniques that do not unambiguously correspond to it. Project and Way 

to win are probably closer to the CLT principles than Discover English.  

 

7.3 Comparison of grammar presentation 

 

Project 

Hutchinson (2013c; 4) states that “Project fourth edition takes a cognitive approach to 

grammar, using guided activities to encourage students to work out as much of the grammar for 

themselves as possible. The cognitive approach helps the students to remember the grammar 
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more easily and encourages them to develop the important learning strategy of working things 

out for themselves.”  

A new grammar item is usually introduced in the first part (A) of each lesson and continues 

in other parts (B, C and D), if needed. In the beginning, learners are exposed to it in the context 

during reading accompanied by a recording of the text (preview). After going through the text, a 

few tasks concerning comprehension are done. The grammar is not emphasised until this 

moment. After the comprehension exercises, the emphasis is put on grammar.  

The grammar section usually consists of several tasks helping learners to come up with rules 

governing the particular piece of grammar. At the beginning, there are usually some example 

sentences or a chart with the target form of language that are not complete, and learners are 

asked to complete the missing words into them. They can find the missing words (in the whole 

sentences) in the previous text (text study). After completion of several examples or a grammar 

chart with focus on form of the new grammar item, usually some questions attracting attention to 

the form, usage or meaning are given to learners. If some rules concerning usage of the new 

grammar item are needed, they are also usually presented partially inductively. The learners are 

typically supposed to complete a few words into the given rule or to match particular grammar 

words to their meaning or usage (matching techniques). The whole process of the grammar 

presentation is predominantly inductive (see 4.7).  

The whole grammar of the course book is summarised in the grammar review that takes place 

at the end of the WB. Organized charts focusing the form and rules of form and usage with 

examples can be found there.  

 

Discover English 

Discover English course book, on the contrary, presents grammar deductively. Bright (2011a; 

4) claims that it “teaches grammar by first introducing it in a meaningful context connected to 

the unit topic. For example, students may be asked to read and listen to texts they can easily 

relate to containing the target language such as dialogues, web texts, diaries and letters. Their 

understanding of the context and grammar is checked by different kinds of comprehension 

questions, e.g. true/false questions. Separate grammar boxes provide examples of the structure 

being taught.” 
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Grammar in Discover English is usually presented after the introductory page in grammar 

sections of parts A, B and C of every unit (sometimes it is omitted in part C). When introducing 

a new piece of grammar, learners are usually first exposed to it in a text with pictures and a 

recording of the text (preview). A few comprehension exercises follow, without special attention 

to grammar. After that, there are typically some short vocabulary exercises, talking tips or a code 

note.  Then the attention is concentrated to grammar.  

Grammar rules are given deductively in the form of clearly organized charts. These are 

mostly form-focused (e.g. a question in the past simple) or they provide a written sentence 

concerning form, meaning or usage rule of the grammar item. The prevailing approach to 

grammar presentation in Discover English is deductive; however, elements of an inductive 

approach, such as the preview, or sometimes a text study, are involved too.  

Detailed grammar explanations in Czech and grammar charts can be found at the end of the 

workbook.  

 

Way to win 

Concerning grammar teaching and learning, Fraus.cz (2015, online) advertises grammar 

overviews with explanations and examples, and possibility to use inductive or deductive 

approach to grammar teaching.  

Grammar presentation usually starts at the beginning of each unit with exposure to the target 

structures during reading accompanied by listening (preview; as in all the three course books). 

Attention to grammar is given in small charts called “Looking at language”. These charts usually 

put emphasis on particular grammar features and try to lead learners inductively to find out rules 

for grammar rules of form or meaning by asking questions or providing examples of target 

structures (problem-solving). Students are usually asked to use the target structure both before 

and after the grammar presentation and they are supposed to find its examples in the text (text 

study). There are no charts providing the correct rules, but the lessons are supposed to be 

teacher-lead (and teachers can find the grammar instructions in the TB). However, at the end of 

the unit, learners can find well-organized grammar explanation of all the new grammar topics of 

that unit. The same overall grammar summaries are attached in the workbooks. These summaries 

explain grammar in Czech and provide English examples with translation to Czech.  
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To conclude, all the three selected course books have some similar aspects of grammar 

presentation, as for instance the preview of new grammar at the beginning of each unit. But then, 

their approaches differ. Discover English presents grammar deductively, while Project and Way 

to win use rather a guided discovery (inductive) approach. Way to win is claimed to offer the 

possibility of using both inductive and deductive approaches. All the chosen courses contain 

grammar summaries as a part of the workbooks.  

 

7.4 Comparison of language used to explain grammar 

 

Project 

The whole Project course, including grammar presentation and practice, is lead in English 

language. All the examples and rules in the SBs are given in the target language. Nevertheless, 

the grammar summaries at the end of WBs provide explanations of form, meaning and usage of 

the grammar items in Czech language. The charts and example sentences are again only in 

English.  

The instructions for exercises in the WBs are also in English, but there is an English-Czech 

vocabulary of the instructions at the end of the WB (see appendix 1). The pages called 

Preparation for testing in WBs surprisingly also involve Czech instructions.   

 

Discover English 

In Discover English course book, almost all of the grammar charts and rules are also 

provided in English. The difference between this course book and Project is that grammar 

summaries in WBs involve not only Czech explanation, but also almost all the example 

sentences are translated into Czech.  

The instructions for exercises included in Discover English 1 and 2 WBs are in Czech, but 

they are written in English in the following parts of the course. 
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Way to win 

Way to win course book is also mainly lead in English, but also Czech language is used, 

especially in contents, reviews, self assessment or cross-curriculum notes. The teacher’s 

methodical notes are also in Czech. Grammar within the units is explained inductively in English 

(depending also on the teacher), but grammar summaries at the end of each unit and in the 

workbooks are in Czech. All the example sentences are in English and they are also translated 

into Czech.  

 

To summarize, all the course books use Czech language for grammar explanation in the 

grammar summaries. Otherwise, Project uses almost strictly only English, Discover English uses 

a little bit of Czech (especially in the tasks for younger learners) and Way to win naturally uses 

more Czech language than the other two course books.  

 

7.5 Comparison of grammar practice 

 

Project 

Project 2 teacher’s book states that “controlled practice activities consolidate students’ 

knowledge of the rules. After controlled practice, students then go on to use the grammar in freer 

activities” (Hutchinson, 2013f; 4). It is also claimed that “grammar exercises are always 

followed by task-based activities which use one or more of the skills of reading, listening, 

speaking and writing” (Hutchinson, 2013f; 3). 

In fact, a few exercises focusing new grammar take place immediately after the presentation 

of the new grammar and its rules in each unit of the SB. These exercises are usually aimed at 

accuracy. They include rephrasing, making sentences, dual or multiple choice, sentence 

completion and others. After some grammar exercises, listening or speaking activities are usually 

incorporated, so that learners can use the new grammar items in language skills in context.  

The sections of culture, English across the curriculum, a project and a song at the end of each 

unit are oriented mainly on fluency. Sometimes they include the grammar structure learnt in that 

particular unit, sometimes they do not. The project is the most important fluency free production 

task of every unit. It does not contain a grammar instruction but it can suggest using the new 
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learnt grammar structure by the topic, which makes it a real fluency task (see 5.2.3). The revision 

at the end of each unit includes a few grammar exercises summarizing all the new grammar 

explained throughout the unit.  

More grammar practice can be found in workbooks for each level of Project. As mentioned 

above, each unit contains 5 double pages of practice activities in WBs, consisting of parts A, B, 

C, D and a progress check with self assessment. Exercises in the WB include various kinds of 

practice areas, especially vocabulary, grammar, listening and writing. Individual tasks are 

labelled with one, two or three asterisks according to their level of difficulty. The majority of 

exercises in WBs are aimed at accuracy, but some of them are nearer to fluency.  

Accuracy-focused grammar exercises typically include chart completion (e.g. forms of past 

participles; adverbs made from adjectives etc.), dual choice, multiple choice, guided sentence 

rewrites (usually with given words and structures, learners are supposed to combine these and 

make a sentence) or gap-filling (with the correct form of a provided word or with a selection of a 

word and putting it into the correct form, or even without any clues). Among rather fluency-

oriented exercises especially these can be found: answering questions with learners’ own words, 

sentence completion or sentence writing (according to diagrams, charts or pictures), questions 

writing (to provided answers), short parallel writings and personal writings. The higher the level 

of the course book is the more fluency activities (such as reading and writing) are included.  

More fluency exercises can be found in the final section called Preparation for testing. Skill 

tasks such as reading, writing or listening that provide more space for fluency practice are 

covered here. Grammar and lexical exercises again put focus on accuracy.  

 

Discover English 

The teacher’s book of Discover English 1 (Bright, 2011; 4) claim that in every unit of the 

student’s books “are also plenty of practice exercises to consolidate understanding and give 

students the opportunity to manipulate the structure in question. Regular writing and speaking 

exercises are designed to provide students with the opportunity to practise the new language they 

have learned.”  

Practice activities always take place in the SBs after the grammar presentation. These 

exercises focus mainly on accuracy (for instance sentence or words rewrites, gap-filling, word 

order or dual choice). After a few grammar exercises, other exercises such as listening, speaking 



53 

 

or writing take place, so that learners can use the new structures in a more fluent way. This 

pattern can be found in each of the parts A, B and C. Revision D part typically contains about 

two or three grammar exercises. The character of these tasks is similar to the previous ones. In 

the even units, where part E is included, learners have chance to meet English in a more fluent 

way. There is always a song, an article about culture and a project task. Grammar is typically 

included only covertly in these end-of-unit texts and tasks. While a song and Discover culture 

develop receptive skills, the project provides an opportunity to use the productive skills and also 

to use the language structures in a free way for learners. However, only sometimes it reflects the 

new learnt grammar. For instance in Discover English 1, all four projects are aimed at present 

simple, although the present continuous and past simple is taught in this part of Discover 

English. But some projects that reflect new learnt grammar structures can be found too. For 

example in the unit where grading of adjectives is taught (Discover 3, unit 6), the project consists 

in suggesting the best school uniform, which covertly leads learners to the usage of the new 

learnt grammar structure.  

Discover English WB covers the same topics as the SB and it is also arranged in a similar 

form: one introductory page (typically with vocabulary practice), three double pages containing 

various kinds of exercises (A, B and C sections) and one page of revision (D part) at the end. 

Exercises that are more demanding than others are labelled with one, two or three asterisks.  

The majority of exercises are aimed at accuracy as well as in Project, but in contrast to 

Project, more reading tasks and less listening tasks are included. Even though the reading texts 

(as well as listening material in Project) put more emphasis on vocabulary, it also uses the target 

grammar structures.  

The lesson is typically opened with some vocabulary exercises and grammar practice 

follows. The exercises are also often connected – they work with material from previous 

exercises.  

Accuracy practice consists of similar exercises to those in Project, such as chart completion, 

rewrites (e.g. rewriting affirmative to negative forms or questions), dual choice, guided sentence 

rewrites and gap-filling (with the correct form of a provided word, more demanding task with the 

choice of the word, or the most simple one just with the choice of a word without putting it into 

the correct form). In comparison to Project, word order (and also sentence order) exercises are 

more frequent here. As for the rather fluency practice, exercises like answering questions with 

learners’ own words or personalised writings can be found here. The writings are short but they 
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are more common than in Project (e.g. write down what your family is wearing today; describe 

your way from your classroom to two other places in the school). On the contrary, less writings 

according to diagrams, charts or pictures are included here. Short reading tasks are more 

common at lower levels of this course book than in Project. In general, the exercises are shorter 

and therefore there are more of them in Discover English than in Project.  

 

Way to win 

Grammar practice in student’s books always follows after its presentation on the first few 

pages. Approximately 2 or 3 pages of grammar practice are included, apart from the initial 

practice exercises involved in the presentation part of the unit. The practice tasks usually do not 

aim only at the new learnt grammar items, but also include practice of previous pieces of 

grammar or combine the two. In Project and Discover English, the practice of previous 

knowledge is not very common, except for the revision practice.  

Similarly to the other two course books, more controlled practice exercises usually precede 

the ones that are more fluency oriented. The accuracy exercises often consist of dual choice, gap-

filling or matching. Quite a lot of exercises are somewhere between accuracy and fluency 

practice. Regular speaking exercises labelled Now you and your partner are often included. 

These tasks usually contain guided personalised dialogues to be practised in pairs. Sometimes 

they are lead by questions, pictures or suggested expressions to be used. Also some creative tasks 

like puzzle solving or classroom games can be found here. However, the free discourse without 

grammar instruction is not frequent here.  

The WBs contain approximately four pages of practice exercises in every unit. These involve 

gap-filling, sentence rewrites, parallel writing, answering to questions, (personalised), chart 

completion, dual or multiple choice and other tasks. Every lesson also includes some translation 

exercises. First, learners are supposed to translate several sentences into English, and then they 

are asked to suggest some things to their partners in English (e.g. Ask your partner what he is 

going to do in the afternoon, tell your partner..., suggest him... etc.). Translation is convenient to 

make learners aware of the contrast between Czech and English language. However, sometimes 

it might be difficult for students. Exercises like these were not included in Project or Discover 

English.  
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In conclusion, all the course books contain quite a lot of practice exercises, which is good, 

because learners need to practice the new grammar in order to be able to use it freely. In Project 

and Discover English, the majority of the exercises are accuracy oriented, and only some tasks 

aim at fluency practice. However, the articles and projects included at the end of the units 

provide opportunity to use the language in a more fluent way. The project is usually a purely 

fluency exercise, since it does not include any grammar instruction. However, sometimes the 

project and other articles at the end of the unit do not correspond to the target structure of the 

unit. Way to win generally contains more demanding exercises that require using the target 

structure in a rather fluent way; nevertheless there are not any entirely fluency tasks (without 

provided grammar instruction).  

 

7.6 Illustrative example  

One concrete grammar chapter from Project, Discover English and Way to win will be 

presented in this chapter to illustrate what was written above and to demonstrate the grammar 

approaches of the course books on an example. The topic of present perfect has been chosen, for 

it is considered quite a complicated piece of grammar for most of the learners, and at the same 

time it is often used and therefore important to master. Cunningsworth (1995; 34) says the 

present perfect belongs to frequently problematic grammar issues, since learners have difficulty 

to imagine what “past with present relevance or effect” exactly means and therefore, where it is 

appropriate to use it. Czech language does not express the meaning of present perfect by a 

specific tense, which is why many Czech learners struggle with this topic.  

Special attention will be given to the first presentation of form and meaning of the present 

perfect in the course books and on teaching the difference between present perfect and past 

simple and contrasting these two tenses, which is often confusing for learners. Especially SBs 

and WBs will be mentioned in the comparison, but methodical notes from the TBs will also be 

taken into consideration.  

 

7.6.1 Introduction 

In Project course book, the first presentation of the present perfect is included in Project 3, 

unit 5. The topic of this unit is Experiences, which well corresponds to the meaning of the 

present perfect usage. In this unit, first the form of affirmative and negative sentences in present 
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perfect are taught (in 5A), then questions in present perfect with words ever and never are taught 

(in 5B), and the usage of a word just with present perfect is presented in 5D section.  

Next unit that teaches present perfect is unit 2 in Project 4. Its topic is Fame and fortune that 

brings stories about famous people, movies etc. In my opinion, it is also a suitable topic for 

contrasting present perfect with past simple. In 4A, the form of present perfect is revised and a 

contrast between present perfect and past simple is focused. Part 2B emphasises the difference 

between present perfect and past simple again and teaches words for and since. Part 2D focuses 

the difference between been and gone and teaches the form of question tags with present perfect. 

Only in this course book, exercises for contrasting been and gone are included.  

In Discover English, present perfect teaching starts in Discover English 2, unit 7, where 

especially its form is taught. The topic within which it is presented is Music. Similar grammar 

issues to what Project teaches are presented here: section 7A only presents affirmative and 

negative form of present perfect, section 7B adds questions with ever and never and short 

answers, and in 7C present perfect is contrasted to past simple.  

A following part of the course book, Discover English 3, unit 3 is aimed at a contrast 

between present perfect and past simple from the beginning. 3A and 3C parts of the unit provide 

clear charts with rules of usage of the present perfect. The topic of this unit is An Accident. 

Present perfect teaching in Way to win 7 starts in unit 7. A topic of this unit is New Horizons, 

which includes issues of activities, sports and experiences. Affirmative, negative and 

interrogative forms of present perfect with short answers in present perfect are taught, as well as 

words ever and never. Also the meaning of present perfect is explained and other adverbs 

relating to it are mentioned.  

In the same book, Way to win 7, in unit 10, the difference between present perfect and past 

simple is taught on the background of a topic Great Britain and the sea. The same topic of 

contrasting present perfect to past simple continues in Way to win 8, unit 1. Words since and for 

connected to present perfect are presented in Way to win 8, unit 8. More space to present perfect 

teaching is provided here (four units) than in any other course books. 

 

7.6.2 Presentation of present perfect 

Grammar presentation of present perfect in all the three course books starts with a preview of 

the new language in reading and listening as usual. After that, in Project learners are asked to 
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complete four sentences taken from the text with the target grammar form. The meaning of this 

structure is explained directly: “We use the present perfect to talk about experiences up to now. 

We aren’t interested in when. When we say the actual time, we must use the past simple” 

(Hutchinson, 2013g; p. 57). The contrast between present perfect and past simple (which is often 

problematic) is explained here at the beginning and example sentences showing the difference 

are provided (see appendix 2). Then the focus is turned to the form of present perfect (have/has + 

past participle), which is surprisingly also described deductively with a given rule and learners 

are supposed to identify the two parts of which present perfect consists. After that the attention is 

put to the past participles. Some regular and irregular examples of past participles are provided 

and students are asked to describe how to make a regular past participle and find some more 

examples of irregular past participles in the text. At the end, students are asked to make more 

irregular past participle forms from the provided words and write four positive and four negative 

sentences about themselves, using the given verbs. Questions and short answers in the present 

perfect are taught inductively in 5B section. Students are asked to fill in the missing words into 

example sentences (they can find them in the text), and they are supposed to think about the form 

of questions in present perfect and find more examples in the text. Also ever and never is taught 

in the 5B section. Inductive techniques of gap-filling, matching and putting these words into 

sentences are used to explain their meaning and usage. In D part of this unit (5D), the word just 

is taught. The position of just in the sentence is also presented inductively: students are supposed 

to find the word just in the text and put it to the right place to two example sentences. Two oral 

accuracy exercises, in which learners are asked to make affirmative sentences, questions and 

short answers, follow. Both these exercises are guided by provided cues.  

Other parts of unit 5 do not put emphasis on overt grammar teaching. However, in C part 

(5C), present perfect is practised covertly during reading, listening and speaking, and the song at 

the end of the unit also uses present perfect tense. Nevertheless, the culture and English across 

the curriculum articles do not include present perfect and also the project at the end of the unit is 

not focused on the target grammar (the topic is writing about a famous person’s life, which can 

be written with the usage of present perfect, but questions that guide the project do not use the 

present perfect). The revision at the end of the unit includes 3 grammar exercises, focusing on 

affirmative and negative, questions with ever and never and short answers, and statements with 

just.  
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While meaning and usage of present perfect is explained at the beginning, even before its 

form is taught in Project, in Discover English 2 there is no special emphasis on the usage of 

present perfect until the 7C part. In parts 7A and 7B the form of present perfect is focused 

(affirmative, negative and question). It is presented deductively (see appendix 3). At the 

beginning, only a slight outline of the usage is presented (the teacher asks about the previous 

text: “Is Ben learning the guitar?” (Yes.) “Do we know when he started lessons?” (No.)) and no 

further explanation is provided. In the 7C part, the rule of the usage of present perfect and past 

simple is based on the connection of these two tenses with particular words relating to them. 

Present perfect is connected to expressions ever, never and before. Past simple is connected to 

yesterday, ago, last (week), dates and times (see appendix 4). All the grammar features in this 

unit are provided in well-organized charts after the initial preview. Practice exercises follow after 

the presentation in charts.  

In Way to win 7, unit 7, the presentation of present perfect is rather inductive (see appendix 

5). Learners are asked to find examples of present perfect in the text, derive its form (have/has + 

past participles) from them and find out that the time when the things have happened is not 

important in present perfect. The summary of the usage of present perfect and example sentences 

can be found at the end of the unit in the SB (see appendix 6). The rule of usage provided here 

says that present perfect can describe either an action that has finished but it is not important 

when it happened, or a process that has consequences lasting up to the present. It is also 

mentioned that present perfect can be used for things that have just or already happened or that 

have not happened yet. The grammar summary also explains the form of present perfect in 

affirmative and negative statements and questions. A drawback is that only example sentences 

are provided here without any chart visualising its form. Ever and never is taught through a song 

in unit 7 (see appendix 7). After that it is included in questions making exercise and no special 

grammar focused is put on its form. Questions are taught and practised in a game and an 

information gap activity (photocopiable from the teacher’s book, see appendix 8). Adverbs ever, 

never, already, just and (not) yet and their position in the sentence also take part of the grammar 

summary. 

 

7.6.3 Practice of present perfect 

The initial practice of present perfect in Project SB consists of playing a game in groups, 

when everybody repeats the others and adds one thing he has done (e.g. He’s seen a UFO, she’s 
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done a bungee jump and I’ve...; see appendix 2). One more practice activity includes listening 

and again writing positive and negative sentences with the target structure. In 5B part, four oral 

exercises aimed at accuracy of positive and negative sentences and questions and answers in 

present perfect follow. Two of them are personalised. In 5D section, two oral accuracy exercises, 

in which learners are asked to make affirmative sentences, questions and answers with just, are 

included. Both of these exercises are guided by provided clues (see appendix 9).  

Unit 5 in the WB contains 22 exercises and most of them are highly controlled; however, 

some fluency exercises can be found there too (see appendix 10). Accuracy exercises include for 

instance guided gap-filling, controlled rewrites, word order and guided sentence writing. One 

exercise includes listening comprehension. More fluency oriented exercises use personalisation, 

e.g. answering questions or writing true sentences or a short e-mail. Altogether six personalised 

exercises are included in this unit, but in all of them some guidance is provided.  

In Discover English SB, a few practice exercises, as for example gap-filling, sentence 

rewrites, dual choice, matching or guided speaking and listening follow the presentation of new 

topics in each section of the unit (see appendices 3 and 4). In the revision part, there is one 

exercise to practise the form of present perfect, and one to practise both form and usage, which 

means choosing between present perfect and past simple and putting it into the correct form too 

(see appendix 11).  

WB of Discover English 2, unit 7 contains 23 exercises for present perfect practice. Most of 

them are accuracy oriented, as for instance chart completion, guided gap-filling, dual choice, 

matching or sentence rewrites. Among more or less fluency oriented exercises are guided 

sentence writing (personalised) or true/false reading exercise. No free discourse fluency 

exercises are involved at this stage of present perfect learning. In 7A and 7B section, all of the 

exercises only focus on form, and in 7C and 7D the focus turns to the usage. It is mostly 

connected to the words referring to time (before, yesterday, ago, never, ever..., see appendix 12). 

Extra photocopiable materials from the end of teacher’s book include only 6 accuracy 

oriented exercises: controlled gap-filling, word order, dual choice, controlled sentence rewrites 

(affirmative and negative), controlled sentence rewrites (interrogative) and guided gap-filling. 

Only the last gap-filling exercise is aimed at contrast between present perfect and past simple, all 

the others focus on the form of present perfect, which is new for the students.  
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Way to win 7, unit 7 includes three game-like activities that practise making questions. One 

of the games consists of changing something in the classroom and letting some classmates guess 

what it was (see appendix 7). The other two activities are based on asking the classmates certain 

questions (information gap; personalisation). Except from these, six mainly accuracy exercises 

and one listening task are included in the SB.  

Unlike the previous two course books, the WB of Way to win 7 contains only 6 exercises for 

present perfect practice in unit 7 and the proportion of mainly fluency oriented tasks is higher 

than in the other two course books. There is no free discourse, but a parallel writing, answering 

personalised questions (see appendix 13) and guided writing can be found here. Also translation 

is part of one task (which was not included in the previous course books). In this WB, also 

exercises for practising vocabulary, pronunciation or previous grammar features are included. In 

turn, the present perfect practice is included in the following units too.  

 

7.6.4 Contrasting present perfect with past simple 

Teaching contrast between present perfect and past simple is usually the main point of the 

next unit that emphasises the topic of present perfect. These chapters and especially the rules that 

are given to contrast these two tenses in the three selected course books will be presented here.  

In unit 2A of Project 4, the form of present perfect is first revised and then the contrast 

between present perfect and past simple is focused. In the rest of the unit, present perfect with 

for/since, gone/been and question tags are emphasised. Culture article and a song in this unit do 

not use the target grammar structure, but English across the curriculum and a project work do. 

The project is based on writing  biography of a famous person (similar to the project in Project 3, 

unit 5), but this time the guidance questions contain present perfect, so the learners are likely to 

use it too, even though they are not explicitly told to do so.  

The presentation of the present perfect in this unit is inductive and it supposes completing 

grammar charts with the correct forms and finding examples of present perfect in the text. The 

rule for present perfect meaning says that “We use the present perfect tense to talk about 

experiences up to now and for recent events (usually with just or recently)” (Hutchinson, 2013j, 

p. 21; see appendix 14). The rule explaining the difference between present perfect and past 

simple is based on an easy fact that statements in past simple include time reference while those 

in present perfect do not. Section 2B explicitly provides two more rules about the usage of the 
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present perfect. It says that this tense is used to talk about “a past action with a result in the 

present” and “an activity that started in the past and continues into the present” (Hutchinson, 

2013j, p. 23, see appendix 15). This is probably not easily understandable, but it explains the 

meaning of the present perfect. The learners are then asked to complete the examples with the 

target form and create some more sentences with it.  

In the grammar summary at the end of the WB, the form of present perfect is demonstrated 

and also the usage and contrast with past simple is presented. It is said that present perfect is 

used to talk about experiences up to the present moment, about current events (usually with just 

or recently), about past actions with results up to a present and about activities that started in past 

and continue to the present. There is also a special section explaining the difference between 

present perfect and past simple (see appendix 16). It claims that present perfect is used when 

talking about time that precedes present or when the time reference is not given. On the contrary, 

past simple is used to talk about events that happened in the past or when there is a time 

reference saying when it happened. Also the rules for the usage of for/since and been/gone are 

provided in the grammar summary.  

Discover English 3, unit 3 emphasises the contrast between present perfect and past simple 

from the beginning. As well as in Project, the first section (3A) focuses on the contrast between 

the two tenses (see appendix 17), and the following sections are oriented mainly only on the 

present perfect usage. Section 3B teaches words for and since and in 3C part the present perfect 

with just, already and yet to talk about recent actions and events is taught. The rule and examples 

are provided in a chart, as usual. The difference between present perfect and past simple is not 

explained generally, but also with connection to certain expressions (ever, never vs. ago, 

yesterday, last; in the following sections the present perfect is also related to for, since, just, 

already and yet). Besides this, the teacher only tells students that present perfect connects the 

past with the present.  

The grammar summary at the end of the WB mainly relates present perfect and past simple to 

certain expressions, too (see appendix 18). It also briefly explains that present perfect expresses 

something we have already experienced or we have not experienced yet and on the contrary, past 

simple expresses something that happened in the past and it is finished. The usage of since and 

for is introduced by the question How long...? and the words related to the usage of for and since 

are listed in a chart. Just, already and yet are said to be used with present perfect and processes 

that have just happened. The usage of yet only in negatives and questions is also focused. All 
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rules of usage are completed by examples of English sentences with Czech translation. Unlike 

the Project, Discover English 3 does not provide a revision of the form of present perfect neither 

in the grammar summary, not in the SB.   

In Way to win, present perfect is still revised and practised from unit 7 on, in units 8, 9 and 

10. In the last unit (10), past continuous is taught and past tenses (including present perfect) are 

contrasted there. The exposition part of this unit includes texts using present perfect and also 

practice exercises concentrate on present perfect quite a lot. However, only two exercises out of 

seven really put emphasis on the difference between present perfect and past simple. One of 

them is accuracy oriented and the other fluency oriented with the usage of personalisation and 

information gap. The grammar summary at the end of the unit explains that past simple is used to 

express when exactly something happened and present perfect is used to claim whether 

something has happened or not, concerning the result, no matter when. The typical expressions 

that go with these two tenses are also listed here.  

More focus on the contrast between present simple and past perfect can be found in Way to 

win 8, unit 1. After the exposition to both of these tenses, learners are asked to find examples of 

them in the text and to make a list of expressions that go with them (see appendix 19). In this 

task, learners should understand that different time expressions match to different tenses. Also a 

nice mnemonic devise is suggested in the teacher’s book: “Yesterday, ago and last – use always 

simple past.” (Betáková, 2007c; p. 11). In the practice part, only one out of four exercises is 

focused on discrimination between present perfect and past simple. The other three tasks relate 

only to one of these tenses.  

The grammar summary of this unit states that past simple is used when talking about past or 

telling a story (no other course books explicitly present this usage of the past simple). It also 

claims that past simple states when something happened. Present simple is claimed to be used 

when something has happened but it is not said when. The adverbs referring to these two tenses 

are also listed here and good contrasting examples of both of the tenses are provided (e.g. Megan 

has already bought her new books vs. She bought them yesterday; see appendix 20).  

As stated above, present perfect tense is also practised in unit 8 of Way to win 8, where since 

and for with present perfect are taught.  
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7.6.5 Practice of the contrast between present perfect and past simple 

WB of Project 4, unit 2 includes 18 grammar exercises. Fourteen of them are oriented only to 

practise present perfect with its different aspects (such as for/since, been/gone, question tags) in 

form focused exercises. Only four tasks emphasise the practice of the contrast between present 

perfect and past simple. These include dual choice, guided rewrites, matching sentences with 

different time expressions and completing sentences with the right form of provided verbs (see 

examples in appendix 21).  

Unit 3 in the WB Discover English 3 includes 23 grammar exercises for present perfect 

practice (which is the same number as the previous unit on present perfect in Discover English 

2). In 3A, it starts with an exercise practising only present perfect (sentence writing), then it 

revises forms of past simple and past participles, and then it includes practice of both present 

perfect and past simple in a gap-filling exercise, word order, short answers writing and parallel 

writing (see appendix 22). Part 3B focuses on since and for practice, and includes 4 accuracy 

exercises, 3 partially fluency exercises (like parallel writing with usage of charts) and one 

personalised exercise (answering questions). Part 3C emphasises the practice of just, already and 

yet. Most of the exercises are accuracy oriented, as usual, but also a parallel writing and 

personalised sentence writing is included. The revision part 3D revises all that has been taught in 

that unit in four exercises. All in all, the exercises in the WB do not put emphasis primarily on 

practising contrast between the present perfect and past simple according to their meaning, but 

on the basis of the words that are used together with them, which might be easier to learners.  

Photocopiable materials at the end of teacher’s book include 6 accuracy oriented exercises as 

usual. Four of them only practise present perfect with certain expressions typical for it, and two 

tasks really require the discrimination between present perfect and past simple (see appendix 23).  

Unit 10 of Way to win 7 and unit 1 of Way to win 8 in the WBs include 27 exercises 

altogether, but most of them are aimed to revise different grammar or vocabulary issues than 

present perfect or past simple. Six of the exercises serve to practise present perfect, 2 of them 

include practice of past simple (Project and Discover English do not focus on past simple 

practice when contrasting present perfect and past simple) and only two tasks combine the two. 

One of them is only focused on the expressions that go with these tenses and the other is a 

translation task, which consists of some Czech sentences to be translated into English (see 

appendix 24). In my opinion, this is the most difficult exercise, as it requires understanding of 

the difference between present perfect and past simple also with connection to Czech language 
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(and therefore it cannot be built only on the English time expressions that have been presented 

before).  

 

7.6.6 Conclusion 

To conclude, both similarities and differences of present perfect teaching can be found in all 

the selected course books. All of them initially put more emphasis on its form and afterwards (in 

other units) concentrate more on the usage. The meaning is usually introduced at the beginning, 

but for instance in Discover English it is not stressed until the end of the unit in which it is 

taught. Project and Discover English introduce the present perfect in a similar way concerning 

the sequencing (first the affirmative and negative, then questions with ever/never and answers, 

later for and since). Way to win does not sequence the initial presentation of the present simple 

into different pieces in different parts of the unit, but as well as the previously mentioned two 

course books, it first teaches the form of present perfect sentences and ever/never in questions. 

Teaching of since and for is later in this course book. All of the course books put more emphasis 

on the usage of the present perfect and its contrast to the past simple when the form is already 

known to the learners. Most of the rules for the usage and discrimination between the two tenses 

are based on the time expressions that usually go with either present perfect or past simple. In 

fact, Discover English does not go beyond this explanation of the usage, while Project and Way 

to win also concentrate on the actual meaning of present perfect and include at least one exercise 

in which the learners have to understand it (and not only match the tense to the time 

expressions). Therefore, Project and Way to win seem to be more demanding. Exercises for 

practice of present perfect vs. past simple are not numerous in any of the course books, but there 

is enough practice of the present perfect individually. Way to win also includes exercises to 

practice the past simple individually.  

 

7.7 Conclusion and suggestions for English teachers 

After comparison of the selected course books, it can be claimed that although they share 

some common features, each of them uses different teaching (and learning) techniques and can 

aim at different learners.  

Discover English seems to use the simplest way of grammar explaining. It is based on 

deductive approach, which is clear, well organized and the majority of pupils can understand it 
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without problems. The sequencing of grammar teaching is gradual and almost every section of 

the SBs contains a little bit of grammar with a provided chart. The grammar practice aims 

primarily on accuracy and relatively a lot of different accuracy exercises are included both in the 

SB and in the WB. Less fluency practice is included in Discover English than in other course 

books, although a few fluency tasks are also included there. From all the features stated above, it 

can be concluded that grammar teaching in Discover English is the least demanding concerning 

the independent thinking of the learners. It is suitable especially for holistic learners who prefer 

deductive approach and for younger learners who are still in the stage of developing hypothetical 

and logical thinking and are not yet able to follow inductive approach to grammar teaching with 

ease. It can also be appropriate for learners that are not enthusiastic into learning, because it does 

not require so much effort of active participation during learning. On the other hand, the course 

book offers involving topics for teenagers and most of the tasks provide the sense of security that 

adolescent learners need.  

Grammar teaching in Way to win course book differs a lot from Discover English. Almost all 

the opposites can be used to describe it. While in Discover English deductive approach prevails 

and in almost every section of the SB grammar charts can be found, Way to win teaches 

grammar inductively, and even though the grammar syllabus involves systematic grammar 

teaching, the charts with grammar are very little and contain only incomplete suggestions of the 

rules. A significant part of grammar teaching is based on teacher’s explanations. However, every 

unit contains well-organized grammar summaries that can be used for deductive grammar 

teaching if needed. Exercises in Way to win SB and WB are more demanding than those in 

Discover English or Project. Sometimes only a little attention is paid to the initial focus on form 

or usage of a new grammar item, and more partially fluency tasks are included here than in other 

two course books. Unlike Project and Discover English, a few translation exercises are included 

in Way to win. Also more oral activities can be found here and some game-like activities or tasks 

that require logical or abstract thinking take place in this course book. Grammar issues are 

combined and gradually revised in individual units, which requires deeper understanding of the 

grammar issues and ability to think about all that has been taught before at once. Quite a lot of 

exercises require active participation and cooperation of the learners, which can go beyond their 

sense of security. The topics and the overall design of Way to win are less attractive than in the 

other two course books, so students need more motivation to get involved in learning. To sum 

up, Way to win is most appropriate for analytical learners who have developed cognitive abilities 
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and also for motivated students. It is also possible to use more simple and deductive approach to 

grammar teaching depending on a teacher and his teaching situation.  

Project course book seems to be somewhere in between the two courses described above. Its 

design, topics and style of practice tasks are closer to Discover English; however, its approach to 

grammar teaching is more similar to Way to win course book. It uses almost exclusively 

inductive approach (guided discovery) and provides grammar charts and rules to be completed 

by learners, questions concerning grammar issues or matching techniques. The practice tasks 

offer a wide range of predominantly accuracy oriented exercises. Fluent practice also takes part 

of the course book, but in most cases it does not focus on grammar. To summarise, Project is 

suitable mainly for learners with analytic thinking who appreciate the challenge to induce 

grammar principles, but thanks to the visualisation of the rules and examples, it can also satisfy 

the needs of holistic learners or younger adolescents who might prefer rather deductive 

approach.  

Teachers of English should consider their teaching situation and cognitive abilities of their 

students and choose an appropriate course book according to it. Especially the approach to 

grammar teaching and the level of difficulty of practice activities should be taken into 

consideration. It is important that the course book meet students’ needs and also that it suits the 

teacher’s style. All the outcomes stated above might help to choose the appropriate course book 

or supplementary materials for English teachers, so that grammar teaching in their English 

lessons is effective for their students.  
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8. Conclusion 

 

This thesis has dealt with the topic of grammar teaching in different course books. The first 

part analysed different approaches to grammar teaching and outlined principles of good grammar 

presentation and practice. Various methods of grammar presentation such as covert or overt and 

deductive or inductive approaches can be used to teach grammar. When presenting grammar, a 

suitable approach according to learners’ needs and general teaching principles should be chosen. 

Practising grammar should always follow its presentation and it ought to lead from accuracy to 

fluency practice. Elements of form, usage and meaning should be taught with every grammar 

issue.  

The practical part used data from the theoretical part and applied them into three different 

course books that were compared in relation to grammar teaching. Discover English course book 

teaches grammar mainly deductively with a few elements of inductive teaching. On the contrary, 

Project and Way to win course books mostly use guided discovery techniques. All of these 

course books contain well arranged grammar summaries in workbooks and Way to win also 

includes a grammar summary at the end of each unit. Discover English is more suitable for 

holistic or less motivated learners, while Project and Way to win is appropriate for analytical or 

highly motivated students with cognitively developed thinking. Grammar practice includes 

prevailingly accuracy tasks; however, Way to win course book tend to use more fluency-like 

exercises and also more oral communicative tasks than the other two course books. In Project 

fluency is practised mostly in articles at the end of every unit.  

The course books have only been compared from the point of view of grammar teaching, 

which suggests further opportunity to do research of course books aimed at other components of 

language system, such as vocabulary, pronunciation or spelling, or at language skills. Also 

practical considerations of course book choice (such as price, design or availability) have not 

been research in this thesis. A number of other teaching materials or different course books 

provide space for further studies as well. 

I believe the findings of the theoretical part and also the outcomes of the research done in this 

thesis will be useful for me and other English teachers who would like to draw inspiration for 

grammar teaching and for choosing a good course book or supplementary teaching materials for 

their students.  
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Résumé 

Tato diplomová práce se zaměřuje na výuku anglické gramatiky. Jsou zde popsány hlavní 

přístupy k výuce gramatiky a především k tomu, jakým způsobem nové učivo gramatiky 

prezentovat, a jak ho následně procvičovat. V praktické části byly porovnány 3 učebnice 

angličtiny používané na 2. stupni základních škol v České republice: Project, Discover English a 

Way to win. Učebnice Discover English používá převážně deduktivní přístup, zatímco Project a 

Way to win preferují induktivní přístup. Všechny učebnice obsahují tabulky s přehledem 

gramatiky. Procvičovací úlohy se z velké části soustředí na procvičování přesnosti, zejména v 

učebnici Discover English. Way to win obsahuje nejvíce cvičení, které kombinují přesnost a 

plynulost při používání gramatiky. Project má na konci každé lekce několik článků, na kterých se 

žáci učí spíše plynulosti, avšak ne nutně ve spojitosti s novou gramatikou. Výběr učebnic a 

doplňkových učebních materiálů by měl být činěn na základě potřeb konkrétních žáků. Pro žáky 

s holistickým myšlením by pravděpodobně byla nejvhodnější učebnice Discover English, 

zatímco žáci s analytickým myšlením by spíš preferovali učebnice Way to win nebo Project. 

Podle výsledků výzkumu v této práci lze také postupovat při výběru vhodných doplňkových 

materiálů ve výuce.   
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