CHAPTER 2

LITERATURE REVIEW c\z
2.1 Introduction Q

This chapter discusses the theoretical underpinnings of the Hwodel. It
also presents various definitions of PBL and empirical studies ¢ duTsing PBL.
The chapter also discusses motivation in relation to speaking a f angtlage and

some empirical studies on motivation. Finally, the chapter highlights spe a

foreign language classroom and empirical studies on speaki nglish. ' Q}
=\
4
<

2.2 Theoretical Underpinnings of Problem BQ@Y;arn' g roacl:,&Vz~
bours i

The present study explores the speaki
through a HPBL model based on the theoretichdati

/4

1/

Constructivist Theory, of in
From the perspectives % nstructivi owledge and learning are
based on connecting i

information/experience dﬁ\
Therefore, the implice'oN
m

to previously acquired

VL

ers in the learning process.
is that i ctional design should be changed

suchas to .é_eﬁte an environment, a context that put

in the teaching en
together these %& condifions. d@on, teachers should facilitate students’
in

S
learning by g hem to construct<heir own interpretations of the world rather

than by pmq'% owledge into their minds (Martins, Jean-Sigur & Schmidt, 2005). In
the Iearni;(m rocess, students are encouraged to work collaboratively among
the veSw(Alzahrani & Woollard, 2013). While interacting with peers, they argue,

re uestion, probe and debate with one another. Their interactions and tutors’

facilitation serve as stimuli that contribute to the development of their reasoning,
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critical thinking and eventually their speaking skills (Savery & Duffy, 2001; Wee,
2004). The use of PBL in a speaking classroom is also supported by two other
theories: cognitive constructivism and social constructivism. The cognitivev
constructivism theory focuses on learners as cognitive beings while the s N
constructivist theory was developed by Vygotsky and views learners as social bgeings
The integration of these two theories forms the foundation of the constructivist theory
which informs the use of the PBL approach.

In cognitive constructivist theory, learning is viewed as a Wnent of

students’ cognitive skills that have already emerged. Emphasis isfyplaced on the

students’ cognitive development in the theory because it helps stu'lents to

one. he\squve

@
constructivist theory rejects teaching methods that treat stud as passiye rec ticle§

construct meaning by relating their new knowledge to the previ

(Byrnes, 2003) and views the teacher as a facilitator an e who pravides supp
for learners to explore their world and discover kno Santrock,
2005). Some of the principles of the cognitive construc e the

PBL approach prescribe that the teacher bec %cnitat instéad of asdistributor

of knowledge, while the learners will be given theyop Q{ —k with peers
and explore the world around them in or ake néibutions to their
own learning. é Y Q(?

The instructional implicationM cogniti strucﬂy((lﬁ classroom is that

students learn best by making Verie , reflectin -%\r their own previous
experiences and discussing th%t er th? bli y.% itating the teacher or doing
things by rote (Talja et al., ZQQT ui, m ted t ﬁuzurriculum content should be
organised in such a W&Mt provides back@ nd knowledge which, in turn,
allows learners to co m construct wlkng@ddge from the previous knowledge
set (Aida Azlina, ). ' the PBL-ap oacr@e ill-structured problems given to the
students serve a$ the ackground wIedg?that helps them to provide experiences
and allows th construct new id ‘gr concepts that are beyond their current
knowledgey It also allows discovery léming to occur as it is related to the students’
prior knoh

On er hand, the social constructivist theory also supports the students’
cognitive development. From the perspectives of the theory, social interactions play a

vital role in the students’ cognitive development. Therefore, students construct new



knowledge through social interaction and collaboration with others. They construct
their new knowledge with the help of their peers, other learners, and the learning

context (Santrock, 2005). Y~
Vygotsky (1986) explains the social constructivist theory as the cultural ﬁ\
social influences on cognitive development. According to him, cognitive devel mcenD

IS a process where learners can develop more systematic, logical and rational concepts

from their dialogues with the help of a teacher or a peer who is more skilled in the
subject (Santrock, 2009). The assistance is provided to help the IearnMget into

guidance and assistance of a teacher or a more able peer. Th ory describes’ two

@
levels of learning: the actual development level and the poteatial developme Iivel‘,_gz~
The actual development level is the one already reache a Iearne‘;. tt Ievel"\a~
learner is capable of learning independently. The pot evelgpm evel tsj:e

al can

proposed and employed in different

Learning, Project-Based Learning, Ta Lea?ning, ce o’artoons, Concept
Maps and Mind Maps, and Problem- er i roac&k ese methods were
(

developed as a reaction to T acrvtred Learnin that focused on the
transmission of knowledge an%l g fro:n the gch&r? students (Amma, 2005).
Problem-Based Learning being t ap 632 for the HPBL model , is
one of these methods th)\&:%ee escribed as Q%ble methods for constructivist
Ny

approach since it all Nden to combihe m%u’ previous knowledge with newly
acquired knowled@wor ng E‘r{ar@y& groups to solve a daily life problem
(Tseng, Chiang% ZOO&D_)'; ‘ {\

From oretical dlscussionsg) far, it could be seen that the HPBL
environm rovides a context which\gl?ows learners to work with peers who may be
of differe:*gll levels in order to solve a problem. Through solving the problems,

the il negotiation, argument and exchange of ideas which eventually develop
t udents’ speaking skills. In the event when a learner faces a difficulty with any

aspect of the problem, other students would be there to assist if needed. If none of the
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students could assist, the teacher would facilitate the students. Through this, the
students can work towards their zone of proximal development.

In conclusion, the HPBL model (as a variant of the PBL approach) |s
explained by the instructional principles of the constructivist learning theory. Sch
such as Hmelo-Silver (2004), Hmelo-Silver, Duncan and Chinn (2007), and %
and Duffy (2001) have explained the relationship between the prrncrples of “the
Constructivist Learning theory and the HPBL context. The use of HPBL in a‘speaking
classroom is also supported by the cognitive constructivism founded Wget and

theory focuses on learners as cognitive beings while the social trvrit theory
views learners as social beings. From the constructivist persp e
principles of HPBL for teachers to follow which includ making the urjeca}
realistic and interesting, (b) considering students' prio wledge ( ing ﬂ'}e
subject curriculum socially interactive, and (d) aIIo o act m e
learning process (Winstone & Millward, 2012).

The main aim of education is to help t earn re hrgher
order thinking skills that are going to be used throaghou their ( & Duffy,
2001). These skills include inquiry-lea |IIs,ﬁ‘\sﬁl‘ tive thinking,
language skills which include speakrn Thefefore, tds of@at importance to
establish a learning environment base e co ist ach where students
can play an active role in their ownylea nrng froce ln(Sa.%\ss knowledge through

investigation and questioning 06) 2

£ &y

/\ Q &
Schema Based Theoe\ "l ('_)(J
Another th related t@ th L |s(_ohema Theory. The theory also points
out that prior e Isfpac d mtaé\rganrzed structure but it is not only a

storage unit fo § itisalso a dynamre.gerxrble, and ever-changing resource of prior
knowledg periences. For msta'tce, in class, the teacher provides many fixed

phrase%ses semantic mapping to enrich students’ vocabulary, which enlarges

stu istic schema. The schema refers to a collection of knowledge related to
t and it contains background knowledge of content, text structure and

hierarchical organization of the text. In a HPBL speaking classroom, What the
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students have learned (previous schemata) in the lecture-based teaching stored in their
long-term memory and they also have to obtain new knowledge which helps them to

propose possible solutions to the ill-structured problems presented in the HPBL

model. N
3

2.3 Definition of the PBL Approach
Various scholars have defined the term ‘problem-based learninwlfferent

o‘ﬁ in their
ployed; that

asisejon“the skills

ways. Some scholars put more emphasis on different aspec

definitions. Others emphasise on the context in which the approa

is, the student-centeredness of the approach, while yet others

@
acquired in the process among others. Albanese and Mitchell (1993)ffor e r,\ple
provide a definition of PBL that is more specific t medical cont as ’J}r

. . : ' 4
instructional method where patient problems are used Ttext{{st ts to“learn
problem-solving skills and acquire knowledge abow@ sic i

Duch, Groh and Allen (2001) define@ givin

skills students could acquire while going through PB\%)
as an instructional method used to deve uder@bﬁlt s “tg"think critically,
analyse and solve complex real-world p%s evgluate use@ropriate learning
resources. It also enables students to\@ vi ively toﬁéfnonstrate effective

N
communication skills and to Uf cc?fkno ledg Id g&tctual skills to become

ical sci S.

00

life-long learners. 2 2

The definition does wnentior \#ea ureSé L or detail descriptions on
how the approach shoul(Mnduct Torp'and S{qg (2002) on the other hand, offer

a definition which prﬁmﬁsa descriptio o} how,gaé PBL process is carried out. They
used a

r;ae)er ntia@arning approach organised around
C

describe it as a

investigation aQ%:tion; used@l-world problems, where students are
engaged as %e -solvers seeking t&entify the root of the problem and the
conditionsepeeded for a good solution,\md in turn, they become self-directed learners.
Similarl o-Silver (2004) provides more descriptions of how the PBL process is
condueted™PBL is an instructional method in which students learn through facilitated
p olving that centres on complex problems, which do not have a single correct

solution. Students work in collaborative groups to identify what they need to learn in
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order to solve the problem. They also engage in self-directed learning, apply their new
knowledge to the problem, and reflect on what they learned and the effectiveness of

the strategies employed. During the processes, teachers facilitate the learning processv
instead of providing knowledge. In the same vein, Hung, Jonassen, and Liu (2 %7\
offer a definition of PBL as an instructional method that initiates students’ learn %
creating a need to solve an authentic problem. During the problem-solving process,
students construct content knowledge and develop problem-solving skills asfwell as

self-directed learning skills while working towards a solution to the prob

Despite the various definitions of PBL, the goals remain the Y The main

goal of PBL approach is to structure new knowledge through crea env‘onment

e acqui ng
[

approach, namely (I) help students to develop a flexi nd extensive Knowle

base, (I1) effective collaboration skills and (I11) probleving ?:'Ii reasbm?:

skills. Moreover, PBL is designed (IV) to promot% ts’ 'n\trin i moti@bn‘r and

(V) help them become autonomous and self-dK arners (Barrows, %ﬁ; Hmelo-

Silver, 2004; Norman & Schmidt, 1992).

_ \h S\
A PBL cycle generally consists S, Na el pr tém what do we
]
W

know, what do we need, research/ pply" 'new I@/solve problem,
report/present, and reflect/ evaluate (M t, V olen.x%(Ninkel, & Wijnen,

2009). That is, in initial pr em?ssiofl students @e presented with the
description of the problem (i.% enon anleQ)/ rved in real life), before
they receive any other cuwm ir] i(ﬁé)/toust, 2000). For instance,

a preblem in the form of a case; this

students in the medical &may

N
problem can be a cas@a?ptio of patignt in Mgwe’n students need to come up with a

where students can employ their previous knowledge with t

their problem solving sessions. Barrows (1986) points ou er five goals

J
diagnostic and a s% t treatment. tuder\(@will read and discuss the problem by

wledge_an mment Sense and eventually formulate learning

using their exis%
issues for furtgr self-study. A terwards,\;' individually conducted self-study period

-

will take place when students select aﬁ(}study their own literature resources to answer

the Iea‘r%ﬁ es. After a few days (i.e. two to three days), students will meet again
tuterial

in thei groups to discuss their findings. Figure 2.1 explains the PBL cycle:
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Step 1: The problem

“Step 2: What do we know?
(prior knowledge)

Step 3: What do we need
to know?

hd

Step 4: Research/learn

Step 4.5: Share
Step 5: Apply new
knowledge/solve problem

Step 6: Report/Present

Step 7: Reflect/Evaluate

Figure 2.1: PBL cycle adopted from Sc% M\ \BO

Q
From the definitions reeled off above, it coumg cluded that the F@ approach

has some specific features which include ﬁﬁ?udents, T_Ivg %rs a,nu tors and the
learning content, which is given as a r% endhio in qforr&ban ill-structured

couﬁ‘s’e used to develop

problem. It could also be conclude he ap

students’ learning skills. Thus, usi ppriach speq@g classroom is not out
of place, the interactions invo proc SS e abI'e EI@Students to develop their
speaking skills. This is esp |aIIy r e PBL&ﬁroach the HPBL model is
implemented to reap the es L w Ie no pletely forsaking some of the
benefits of tradltlona : (-)o
\0

24 Featu e PBL A ro

Th pproach typically ha‘izalves three main features: students as active
Iearne rs, ctured problem as the learning content and lecturers as facilitators
(Ta First, students shoulder the major responsibility for their own learning,
L@he traditional methods where they are just receptors of knowledge. They

determine what they need to learn to have a better understanding of the problem and
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propose viable solutions. They also determine where and how to find the appropriate

resources for the information needed, for example, textbooks, libraries, online

materials and interviews, among others. In addition, they have the responsibility toT

monitor and assess their own performance and that of their peers. \
Second, the course contents are presented to learners as ill-structured problem

in the way they would occur in the real world. This stimulates the learners to generate

multiple hypotheses about possible causes and solutions of the problemSyIt “also

allows learners to gather more information in their attempt to achievew anding

and propose solutions to the problem. This would also lead t em?ﬂ!rfect their

ill-structured

nce, urSinL,dal.

®

(2017a) studied the feasibility of using the 3C3R Case-Dyodel (:fng, 1i3) |r‘1_$z~

terms of ‘case ill-structuredness’ in crafting PBL c for a Gener Engh‘sﬁ’b

Proficiency (GEP). They revealed some significant thTerta' r{g e neets;r

adaptation and inclusion of other components inﬁw del d.\) c PBL Vzs~for

language courses, such as ‘ill-structuredness a%mpone to ‘e inc 6Qed in the

3C3R model. T
urce mxd eés.in the teacher-

Third, the teacher, instead of bei
thenstud s; leatning by providing

P h, th&?&cher is commonly
referred to as a tutor/facilitato WW@S { itive@ch (Mardziah Hayati
Abdullah & Tan, 2008) wh% s the }t de }t&%g-order thinking through
questioning. The facilitator g(dQs thef \h{\i t diff fent stages of the PBL process.

th

For instance, he/she guicé%stud

needs to be learned, a&t\)&appr priate Tearrin urces to be used in the process.

problem-solving skills (Barrows, 2002). Studies have shown

problems can be constructed to suit language classrooms. For

>

Vi

centred approach, only guides or faeili

ghq oning in order to identify what

4

A\
K

NP

2.5 His@kground of PB \Qg;roach
Th pproach was first mlp emented at McMaster University in Canada
in the @e approach developed as a response to teacher-centred and discipline-
bas reZelinical medical education which was the norm at that time (Lim, 2012;
Duffy, 2006). After its introduction in the 1960s and 1970s, different other

universities adopted PBL as their method of teaching. For example, in the early 1970s,
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Maastricht (Netherlands) and Newcastle (Australia) implemented PBL at their new
medical schools (Barrows, 2012; Lim, 2012). In 1979, The University of New Mexico
medical school offered a PBL curriculum as an alternative one. Other medical schools
like Harvard, Sherbrooke (Canada), Manchester and Liverpool (U.K.) incorpor, a\
the PBL approach into their curriculum from 1989-1999 (Lim, 2012). By th %{)
2003, it was estimated that, to some extent, up to 70% of U.S. medical schooﬁs%&d
PBL in the pre-clinical years.

Many other schools apart from medical schools adopt the wpproach
(Savery, 2006). The adoption has extended into elementary scho Is,We schools,

high schools, universities, and professional schools (Torp & Sage, For 'nstance,

The University of Delaware has an active PBL programme™and co u&\a@al
3

training institutes for instructors who want to become tutors. \T
| S

4
N\t
2.6 Hybrid PBL (HPBL) \/ ,é\
After the first introduction of the B%m the~medical schaol, many
h N

universities have adopted the PBL approach. regl{;/u S & s of PBL
emerged based on the schools’ and the s a&)refer@;i e sép.erceptions and
local constraints (Lim, 2012). This has e ca@gori ion of into two types,
namely, Pure and Hybrid PBL (Ma&, denpgtﬁ). The pure PBL
model refers to the model that is irWYente inafoally p e@m-based methodology
based on the McMaster medic% | PB ‘SJ Ih& lementation is generally
without any lectures or tutoﬁwsmonf ents
N

(Masek, 2012). &

On the other EMe t ‘hybrid [P PBL)’ originates from Harvard’s
lu

'g-&»

ically worked in small groups

i

4
nd réfersyto'the k@;of PBL that effectively incorporates

New Pathway cur

lectures, labor %onsr d 'g‘ner ins!?ﬂctional activities into the active PBL

discussionsq ng, 1997). HPBL\Qgc-ording to Lim (2012), is any curriculum
or PBL-style tutorials."Due to the widespread and different models of

which inc

PBL evoljxome scholars like Kwan and Tam (2009), in their review regarding
HP ave suggested that a ‘pure’ form of PBL is now practically non-existent as
0 instructional processes such as lectures are included. Kwan and Tam, therefore,

made their own classification of PBL. They classified PBL into four sub-types. In the
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first type, only two to three problems are given to students per academic year. The
problems are integrated into the conventional curriculum driven by teaching via
didactic lectures. In the second type of PBL, problems are used to enhance students’v
understanding of the lecture content materials. In this type, PBL tutorials focus o M
acquisition of knowledge content or factual materials. Thus, lecturers and c@nten
experts as tutors complement it. In the third type, lectures are used to enhar%DL
performance among students. Teachers in this type, therefore, need to teacWents
the ‘basics’ prior to doing PBL. The fourth type uses PBL as the Weaming
platform. Hence, some "unconventional lectures” are added to en ichw motivate
the students’ self-directed learning (Lim, 2012 p. 2). |

Many other scholars have advocated that lectures andy,other inWal

@
activities are essential in PBL. They refer to these as iwal scaffolding ( im{_‘}‘z~
as

2012). Matthew (1989) summarises that activities lectures, “seminars;

4
ca

laboratory demonstration, and exercises are considered

into any PBL curriculum. Other researchers like angse ar

have the view that instructional methods SLh\%C
In t

sessions should not be eliminated in PBL. study, the

itemized in the penultimate paragraph wa %d ast
because though the lectures are retaine re unconventional qg%% which motivate

ell ( also

nd gical skills
thx of PBL as

m This is largely

the students as against adopting thN ntio res arg authoritative which

approach are mostly detested b stuR(? %

Specifically, the study% es Sc ﬁjpditgk Patel’s (1989) model of
PBL (Seven Jump Steps) inﬁtwr:e spezi \:&a roo .‘(According to Schmidt, Moust
and Patel’s (1989), lear in PBL roagh pro through a series of steps and
these steps include; g&"yin unknown ! te‘,rgsJ and concepts in the problem
description, defini hce) : problem, formulating learning issues
for self-directe%kg, filing-i J‘ga‘lps ‘i&\one’s knowledge through self-directed
learning, aw sharing findings 4@% group members. (The seven steps are
further explainedin Chapter 3). \%

Thi roach is believed to be suitable for my research context since Libyan

7

EFLC™earners were found to be not motivated to English, and their language
achievement in speaking course is below expectation (Orafi & Borg, 2009). In this

approach, Libyan EFL students will work together to solve complicated and authentic
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problems so they will be immersed in several tasks where they can try to practice
discussing in English language to find solutions for such problems. This in turn is

believed to motivate the students toward the learning process and thus improve their

language achievement in the speaking course as offered by English Foundfo

Programme at this research’s public university. !
Additionally, Libyan students are not used to any student-centred lear

g
approach. Most of the Libyan higher institutions adopt traditional method of\téaching
where teachers dominate the classrooms. Adopting the HPBL allow ers to
icTudents are

tudénts take
charge of their education while emphasising critical thinkin ills, u de,

@
learning how to learn, and working collaboratively. Wense, ere a?chef_}‘z~

explain every step of the approach to students in a lecture way, w

more familiar with. In this regard, White (1996) argued that in

argued that such approach is very suitable to the cas ibyan EFL s dents'T}1~
English speaking classrooms at the university, whovoo m@ being~fed
information by lecturers rather than being self-direeted in their

Moreover, it is believed that such an @9

learners. This is because it involves discussions a 0”&%\/

process.
for Libyan EFL
to K se suitable
Q&ired to conduct
group problem solving discussion, ount g f@ every possible
resource, and presenting their findings\@ m of entati.b%’for the whole class.

L : N
This is in line with Evensen anvlo’s (200 Iarg @t that PBL approach
organises learners in group-w re they nv g.i ious processes to collect

solutions to problems. Learners in their spe

o
= 2
4]

data to solve the problem prQQ{ted an(i they.will be exposed to huge amount
of reading, arguing and ly presenting«their s@ﬁ)ns in the form of report and

presentation. This v Nsu %V}Ibd@%}d source of data is believed to

enhance students’ % achbn n Féglish course. In this regard, Tan (2004)

argued that, the% ility of dat JQwad akes the application of PBL approach

far possible w since we live in c%-puting technology era where students can

find different Nformation from different resources. Tan (2004) further argued that

such g@ to different sources of data would inevitably enhance students’
e Skil

lan

g

Is at different levels.
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2.7 HPBL vsPBL

2.8  Strengths of the HPBL Model \z
entJ

Research carried out at the Harvard University showed that PBL g%
believed that the HPBL method helped them to develop social and humanistic skills,
?; 2004

according to carrio, Larramona, Bafios and Pérez (2011), their school co enced a

and that the programme influenced their thinking about professional issues.

pilot test on exploring how to adapt the bachelor of biol the Bologna

Declaration. And the cornerstone of the study was the introd JCtIVIt es

he
Y

possibility of coming up with a hybrid model of teaching PBL proble s’th

into the traditional curriculum (just as is the case in the present y)

were in due course used in PBL tutorials were built with use <¥t ee catlqua.l

[intg_the trad@ﬁal

eB?ratlo s as @ed in

req@% minimal

changes in syllabus amendments, instead of rastlc ne \ A,
)%y

objectives of the subjects of each term. HPBL was edd

curriculum it apparently resulted in requiring less Wt pr
c:'er:’)

purely traditional approach on the side of the ut princ

Christensen (2004) cited in Armstrong (1997 ifled e strengths of
HPBL for both lecturers and studen\s‘@rvar businés§' sc for example, he
newy ¢

uri e op@(unity to discover in
their own ways and build fr orks of tha’r kn I.ed{s) ut for lecturers HPBL
provides opportunity for mtelgctg,l stlmu‘h L.Ecu,gers deliver lectures in the

approach, as well as N n‘s %ogﬁnlty to approach learning
collaboratively and in &Gntly ampl&j\fdculty members who integrate

identified that students got from the

between traditional t a ntIS—Deport new learning and a refreshing
sense of adven e not co pI tel Qefsakmg the hallmark of traditional
approach

s also been found to be sunable for low proficiency levels. According
to O'Kell '&gl (2007) cited in Doo@ (2015) the approach helps weaker students as
they e how stronger students address problems, while both categories of

stude ave the basic platform of receiving clarifications and new dimensions of real
life ions and clear meanings of new vocabulary and often confused expressions.
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In a large classroom setting according to Lian and He (2013), the HPBL model
has strengths on students’ problem-solving skills and basic knowledge., As measured
by the authors through students written examination at the end of the semester, Thev
findings of their study supported earlier findings that HPBL is not only superi \
LBL at students’ basic knowledge level but also at problem-solving skills. The
students performed better in their results in the short-essay questions and case-analysis
questions. This result indicates that examination testing more advanced dege,
i.e. on the comprehension or analysis level is more appropriate for testiantcome
of HPBL. An intra-group comparison of the two classes of g s further
supported the hypothesis, uncovering that students who underwe ectu*e-based
course scored significantly lower in the short-essay part and, case- naWrt,
whereas their HPBL counterparts scored significantly highe ’ ’C}T
According to Ellis, Creswell and Bernet (1998),%11%0, Rivas“and SaTQ,\
(2015), when students, such as first year students, transi if)'n tea‘e&?—
centred school environment to a more self-directed,_universi i nmen%ﬁsﬁell-
defined problem with considerable scaffoldi @e gi em, “his is our
case in Libya. EFL students who are currently ged.in
transition from school environment to u \%/ leve re fad schooled for
12 years based on traditional teaching%h an@ they:have n c}been exposed to
PBL approach entire of their lives. T e, th her i.:h;ﬁ’emented the HPBL
model in the teaching of speaking rse to libya EFL \ers instead of the full
PBL model. According to W% : thep jor iﬁté&?s between full PBL and
HPBL are the duration of WOblenf , ntilrl%&_inclusion at least one lecture

every week, and the H’M of assessmeént. LS is study, the problems were

ing Kit§ made the

[72]

presented to the stud mthe ecture i'glth format, after which the students
were asked to discqthe roblems in g ups&
X
A S
2.9 Ew Studies on PBL
Sch have discovered the effectiveness of the PBL approach in developing
stu > Tearning skills in various disciplines in different continents of the world. In

t edical sciences, where PBL was first introduced, several studies have confirmed

its effectiveness in developing learners’ acquisition of knowledge, critical thinking
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skills, problem-solving skills and students’ attitude to learning. For instance, in
relation to critical thinking skills, Du, Emmersen, Toft and Sun (2013) revealed that

PBL improved the critical thinking skills of Chinese medical students. It was furtherv
shown that the PBL students performed better than the non-PBL students in six o t?\
seven subscales of critical thinking. Similar findings were observed by tu@
Kunaviktikul, Klunklin and Williams (2008) that PBL was effective in promoting the
critical thinking skills of second-year students in nursing in China. They revealed that

encouraging the students to share their opinions with their peers, to anaWuations
rowhelped to
interaction, and
velo 'nws’
@

critical thinking. §

in different ways and to think of more possibilities for solving

develop their critical thinking. Therefore, the active discussion, g

inductive and reflective thinking involved in PBL play a role 1

Another study was conducted among 464 unde uate mi'di I dents‘r}1~
the% ear Of.the

was @d%?:ted
s’ ﬁqisition of
to _{ ct data on

. The findings

four consecutive batches (two in the first year and

medicine programme) at Melaka Manipal Medicalé€ollege. T

by Hande et al. (2015) to investigate the ef&ﬂej L on
est

knowledge, generic skills and attitudes. A qu aire_was

the acquisition of knowledge, generic ski wttitu&*ﬁ

showed that PBL positively affected nts’ chui ien oncn?)wledge, generic
skills and study attitudes. \ ¥ SQ
N
Relating to students’ pEce;W of PBL, ay @3) examined students’

(
experiences of a PBL nursing um in Scotl g.a tlined the experience of

the curriculum from the stgs’ pels \fNe His éﬁ)_d’lngs indicated the students’
ing the PBL roacf@ nursing. The findings further
showed that PBL hch students dbved;gs)their learning skills, such as the

positive experiences of

ability to analyse %&\_ , work insteams, t@_lk critically, seek out information, and
prioritise work. ral, thie st ts ha@ositive perceptions of the PBL learning

environment aSytheyperceived It as an e.&i?onment which enhances learning (Dochy
etal., 200 N

In science related fields, various scholars in different countries have also
discoveredsthe positive effects of PBL on students’ learning skills. For example, in
relation to academic performance, lji, Emiakwu, and Utubaku (2015) reveal that PBL

improves students’ achievement in learning Trigonometry.Similarly, Fatade, David
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and Abayomi (2013) discovered the positive effects of PBL on Nigerian secondary
school students’ performance in Further Mathematics. Furthermore, in learning
genetics, Araz and Sungur (2007) conclude that PBL is an effective method to bev
used. They observed that the PBL students in their study had higher acad \
achievements and performance when compared with those in traditional class %
same positive result was found by Celik, Onder and Silay (2011) in their ﬂ%\m
undergraduate students’ success in learning physics using PBL. Y.
On the relationship between PBL and students’ motivation,w Epler,

Mokri, Bryant, and Paretti (2013) investigated the effects of co@ﬁtive PBL

cour';es at a

experience on students’ motivation in learning engineering ca
university in the United States. They identified several instruetional elements”that
@

affected the students’ motivation to engage in the courses Such as the /desig oi th§

project, group experience, and advice of facilitators. In ion to ;ro p interacti
experience, Nowrouzian and Farewell (2013) had similarifindings..The ealed~§;t
PBL was effective for improving team-working ski ical a tural

science students. X‘CO)

Another learning skill that is developed

and Tekkaya (2006) found that the PB %Ch h@)ﬁti e effeets on students’
self-regulated learning skills in learni ogy."T r@/ed high school
[

students of both genders in Turkey. Th ngs hat P.\&i_ students had higher
ai l$ elaboration learning

levels of intrinsic goal orien tich value,

strategies. They also had h%e els ‘}t criti a}lﬂl” ng, metacognitive self-
regulation, effort regulatiow peei qu Wh&(wmpared with control-group
students. & g {(}

In language N any studie$ r@%/been conducted using the PBL
method. For exampley Sukdini Moh et a@Ol?) describe a new PBL case design
model for Iang% ctitioners }eme@ from an action research project. They
showed that%: s need for modificgi-on on PBL case-design models to suit

ssrooms. In another studﬁ?uraini Mohd-Ali et al. (2016) trained English

language
language tioners to craft their own PBL cases for a General English Course
usi Case-Design Model (Hung, 2006) as the basis.

ncerning students speaking skills, various studies have established that PBL

approach provides effective learning context that develops students’ speaking skills as
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well as other language skills. For example, a study conducted by Norzaini Azman and
Shin (2012) showed that the students had positive perceptions of problem-based
language learning and PBL had a positive impact on the students’ language skllls,v
particularly their speaking skills. The study was carried out among 57 pre-unive ﬂ\
students enrolled in an English classroom to explore their perceptions of PBL %
find out the impact of PBL on the development of their language skills. A‘q&
experimental design using control and experimental groups was used in the y. A
self-assessment test and programme evaluation questionnaire Wer s the
instruments of the study. The results further showed that PB hzwwe ased the
Mardziah H. Abdullah and Tan (2016) also found that acti |t|‘€5'\g
both linguistic and affective benefits in the ESL class. It stimulated camm Citlf}?

students’ motivation and self-confidence in language learning.

and allowed the students to generate substantial discus on a variety of fopics

provided a meaningful context for language learn I g oration, of

grammatical rules. The findings also showed that
directed learning and a sense of ownershi OCGD earni |t|e QQ/hlch are
important to the development of learner autono
the PBL approach in a language classroonm stud

ibes
Jnfoné‘aq

among ESL undergraduates taking a c angﬂage
ugh aﬁ%ﬁynchronous online

The students engaged in a coIIaboratl J ctivi

ion Technology.

conferencing forum.

Similarly, Othman an ﬁ:hj ‘20&/ conducted another study
using PBL in an L2 classroQKt Was ta 128 undergraduate students

in Malaysia. The findin Wed t ad positive effects on the acquisition of
the course content ang*la ge develo erit o students in that study. The results
specifically show H S we{gﬁble to present critical arguments, to
buttress and to t eigargu ts wi ff|C|ent materials in their post-tests.

Lin (2 5) amined the |mpa 0 PBL on English vocabulary learning and

use by the e , using elementary\tudents in a language classroom in Taiwan. The
flndlng e? d that the PBL group performed better than the non-PBL group in
f-li

ist level of vocabulary in the writing task. The PBL group also used a
icantly higher proportion of vocabulary and wrote significantly longer

compositions compared to the non-PBL group. The findings further showed that PBL
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provided sufficient English conversation practice for the students. Thus, Lin concludes
that it can be used to foster elementary school students' ability to learn and use

vocabulary in context T
Recently, a study was conducted by Aliyu, Yong, Mardziah H. Abdullah R\

Tan (2016) to investigate the effects of PBL approach on the awarenSs 0
metacognitive knowledge in the writing of Nigerian undergraduates. They found
PBL approach significantly affects the students’ awareness of me a?gm ive

knowledge of task requirements, personal learning process, strateg xt and

at

accuracy, problem solving and discourse features.
From the previous studies reviewed so far, it is evident EiL is not

conducted in the Libyan context and particularly in a speakin ssrovc\)f

this study may be significant in providing a better appr that would e\,elog_}
students’ speaking skills.

&
Iite_Qgpe (Murphy
@e motivation as
h&cﬂn individual has

ott (ng define motivation

2.10 Definition of Motivation
Various definitions of motivation could b identi ed i

& Alexander, 2000). For instance, Loew: r‘q?em &Yi
d incentive t

“a psychological construct that refers t ire aq

to engage in a specific activity” (p.lM eck
as a process involving different fEWT, such'as ¢ Il icacy, and perceived
values that instigate ‘“the pe.ra ste ‘. Hauallty of goal-directed

behaviours”. In language IQ;kg, Dor \NZ 07) es motivation as one of the

significant aspects that langu e 1 mg sses because “it provides the
primary impetus to i | rpin d lat drlvmg force to sustain the long
and often tedlous proc ss” P(_m the various definitions given in the
literature, motl n beﬁe n e|t conceptual object, such as drive, goals,
engagement, I, mitment, mterest ort and concern, or a process.

d Lambert (197%roposed two types of motivation namely
instrument otivation and integrative motivation. Instrumental motivation is the
1r1d1 desire to gain social recognition or economic advantages through

e eof foreign language. For instance, one may desire to attain a PhD degree or

get a better job. Integrative motivation is when a person desires to be a representative
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member of the other language community. For example, one may wish to be a citizen
of a particular country. These two types of motivation are argued to affect and control
the procedures and outcome of teaching (Cook, 2000). Gardner and Lambert (1972)Y~
found that learners with integrative motivation were more successful in learni \
second or foreign language than those with instrumental motivation. %

Ryan and Deci (2008) proposed two types of motivation namely |ntr|n5|c d
extrinsic motivation. Intrinsic motivation is the eagerness and interest to dvake
part in certain activities because a person feels that they are attractive easant
Extrinsic motivation on the other hand, is the tendency of taking jin awms because

of the reasons that are not connected to the activity. These reason e an'icipated

of either reward or punishment. For example, one may desiréyto be suctess in
exams and get good mark. Intrinsic motivation is linkeeto Self-Deter nitloq_}
Theory, which integrates multiple personal and so actors that pe aﬁﬁ
encourage student engagement. According to the t > pe e a trinsieally

motivated when they are self-determined. Teache |the sup t or mine
student’s fundamental needs that shape the x udent 0 fﬁ sense of
relatedness in the classroom. They also need to*feel sens eténce in the

Qence a sense of

content and environment of learning. Last den t@dzo
autonomy or self-directed learning |n roorﬁ Te romote all three

factors in their teaching encourage ts t otl\wlé% in the classroom
(Connell & Wellborn, 1991; Deci & an, 1985; 20 )

PBL environments pr% pers al actors Through solving
problems in the PBL e V men mter ay be stimulated thereby
encouraging them to par te acti e &% g process, which results in the
development of thelr a skills. St enls |ven autonomy to decide what to
learn and how to | T y are alsoen oura to conduct self-directed learning.

PBL e nts fit In e f condltlons of motivational framework

proposed b %Io owski an Glnsbe(g (1995) (a) “Establishing inclusion” (b)

“developing, attitude” (c) “enhancmg\’neamng and (d) “engendering competence”.

For instanc PBL, the relationship between students and teachers is a collaborative
n mutual respect instead of authoritative respect in which knowledge is
p wn from teachers to students. Students are given power to choose their own

learning issues related to their own needs in PBL so that they can develop a
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favourable disposition toward such learning experience. The approach also provides a
learning experience that challenges students to incorporate different perspectives and
values to pursue the understanding of concepts and rules by engaging in problemv
solving. Finally, students are valued as they construct their own knowledge. O}

2.11 Motivation and PBL Approach ?
One of the major aims of PBL is to motivate students to partii in the

learning process so that they are able to achieve their learning goals sm@!ﬂmproving
sel

their problem-solving skills, integrating basic concepts, fos f'directed

0).

)N,

In the PBL process, engaging the students in the%learning process s erx}

important as it determines the successes of PBL. Theref ne of trlg important ta
g

ina

learning and higher-order thinking skills (Murphy & Alexander,

of a tutor is to motivate the students and make them engagQ ele

process. Various scholars identify the factors that mgtivaté studentStQ parti
learning process. For instance, Biggs and Ta %) opine sk ﬁstudents’
expectation of success are the two primar%s t% ke -i ents learn.
Students will immerse in tasks that are i %g and r%rt tle for them and
promise them the possibility of succe%nts ould Iikecgl:‘participate in an

activity that would eventually lead M fail more\an activity promises

. AN R
success, the more students are CIWW participat in 9«& an activity just as the
processes of attitude formatio nge or: i ns f attitude explain.

Similarly, Pintrich &Q)asol \S\Q

to participate in a learni Cess: &

N
. Students’ belifs}wtt i%r}cb aqg)gﬁlue of the task.
fi

t sogmctors that motivate students

. Students’ t% out the ability to p@m the task.

. Student% S ab@bl%elve@heir emotional reactions to the task.
These perspectives relate direc&l?)& the cause of students’ resistance during

the initial period of PBL implementat?m. It is a norm if students resist when they feel

unsec@he PBL approach, as they do not possess any prior experience about

Im trast, if students realise that the task fits these two sets of criteria, students

a org likely to adopt mastery orientation. Therefore, the role of facilitators here is

to motivate the students through designing a problem based on the students’ interests
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and prior knowledge. They should also encourage the students and assure them
success. Students value and are motivated by some tasks due to many factors.

Biggs and Tang (2007) referred to extrinsic, social, achievement and intrinsic
motivation as the factors affecting students to engage in tasks as shown in Figure %QN

Motvation

&

Extrinsic, social and achievemen@io \\thI r uIL\Qtraditional
teaching modes and conventional assess m hogs%m tiva"@xs can kill life-
long learning, deep learning and coop %arn' becatisé it g(ﬁ/}zes students for the

wrong reasons. Intrinsic motivation is the |deal.{§trinsically motivated
i?elf, rsi

students are interested in the t;rsei‘ontent

willing to seek out new ideas, keep askin ns q@ their learning progress is

Nus @ructed{&( the pre-existing knowledge
: i0

mor a stntd-{%x is; the more knowledge he/she
rinsic }i\'/at end to adopt a learning style like

's@cing the difficulty and

strongly affected by curi
base (Loewenstein, 20
acquires. Thus, stud
e existence ofigap, b&M/een the current knowledge they have
and the desired ge the eet, t ut a lot of effort to understand what they
learn and e the reasons behinq;&he assignments without having any prior
experien Nle task. Meanwhile, extrinsically motivated students are referred to as
surfac s, who are strongly attached to the outcomes of the task. They focus
ome opics that they will be tested on (Savage, & Birch, 2008).

trinsically motivated students are much less than those who are extrinsically
motivated. Expectation of success at PBL implementation primarily lies in the
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students’ motivation to persist during the learning processes. It is a vital role of
facilitators to stimulate students to be motivated, help them to adopt mastery
orientation and develop intrinsic motivation. Hence, it enables students to find the funT
in learning using PBL teaching methods and to discover and reap its benefits. It i N
role of instructors and facilitators to transform the students from spoon-fed learners t
the self-directed learners throughout the PBL process.

To motivate students to participate actively in the PBL process,Wra’s
(1993) six criteria which teachers should take into consideration come Mance as

in Figure 2.3. In order to motivate students and stimulate their interest; elements

should be taken into consideration. This is because class instruc con\'entional

curriculum are only able to deliver the first element of motivationy by hi hIWhe

@
expected course outcomes at the beginning of the semewy are more e}y tq_gz~

neglect other motivation elements. On the other hand, environment permits

: . L 4
six elements to be tackled. Thus, facilitators need to pw condckt lass ba;i;j
on the criteria in order to promote better learning. ‘ﬁ g

N ®)
A

N
S

1. Course Goal

2. Stndent’s
FPersonal Goal

6. Feedback

3. Student’s
Imterest and
Backgroond
Knowledge

4. Relevant
Materials

A

F@ Key elements of motivation in a PBL classroom (Barbara 1993)
Ge present study which explores the use of HPBL in a speaking classroom in

a Libyan university, will take all the six elements into consideration. For example, two
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major aspects of motivation in the PBL implementation; fourth and fifth element,
which are rarely addressed in conventional teaching and learning environment, are
addressed. Students’ interests are considered while formulating the problems. Thisv
would help in stimulating their interest. This is also to ensure that students are ab \
achieve their goals in the course. In addition, during the PBL process, stude&e@

encouraged to participate actively.

2.12 Research on Motivation in PBL Environments Y'
cts Lhder the

PBL environment (e.g, Bas, 2011; Huang & Wang, 2012; Liu, &S aw(i;
@

Pagander & Read, 2014; Sim, Lian, Kanthimathi, Th:%d\Tan, 11; o,nsof‘,_}"-(h
Jamaludin, Harun & Hassan, 2012). For example, You al. (2012) im ement'a}
the PBL approach in one of the undergraduate chemic ineeri ‘::o s at Ohe/Yc:f

the public universities in Malaysia. The main objn@gt: tu as toﬁlate
students’ motivation. Results from the stu that L ﬁqyach had
stimulated students’ motivation and students l:ex morg self; te& ners.

Furthermore, Liu, Olmanson, Hor:o(ﬂyrac, M e I@Ed the effect of
(]

Several studies were carried out to examine the motivatio

the PBL approach on students’ moti war@ learning sci s in one of the

South-western schools in Texas. ReSLN aled dents2 motivation toward the

learning process had significantly wgsed. BL e@ound to be a suitable

teaching techniques for teach% ncea\ Méi s students toward these
@

Huang and Wa@Z) |eri nted{ﬁfeasibility of utilizing PBL

approach English in Mtio classe i'gl or(ggef the universities in Taiwan by

examining four iables of /student§’ attitude, students’ satisfaction, students’

"
motivation, and% s’ self-dchi ment\%ough qualitative oriented analysis. The
major findingsy indicate that studentsz\;qitudes toward PBL are positive which

classes.

influencesatheir ‘motivation in Iearnﬁ'fg and that ultimately elevates their English

interpr‘e@ Is.
n“Arab countries, the PBL approach was also experimented in the context of

e tioh in different fields of study. For example, Razak (2008) introduced the PBL

approach to educational psychology course in one of the public universities in Bahrain
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in an attempt to address the lack of motivation toward learning in that particular
context. Data were collected by several methods of observation, monitoring of

students’ performance, and students’ personal reflections and group presentations.v
Findings indicated a high satisfaction rate with PBL, as well as improved leargin

outcomes in the educational psychology classroom, with motivation enhancxent
para

The results also suggested interesting implications related to teacher pre y

colleges and educational reform. ?

Although this path of literature continues, very limited studies Mound in
the Libyan context and most of these studies were conducted in t mTVfield (e.0.
Ambarek, Mohammed, Al-tawaty & Naser, 2010). Therefore, this wi'l fill the
gap that still exists in literature by implementing the HPBL mo S avaria L
in the Libyan context particularly in speaking classroom. This study will in st'ga?ga_}‘z~
how far the HPBL model can motivate Libyan EFL Iearn@ard s‘ee in ng'ish.\

Nt

&
A~

In the field of second/foreign langu acquisiti maEQQesearchers

investigated the nature of and role of m IQBW in | e (g.process in the

last three decades. They wanted to di e relationshi beth(E?i motivation and
language achievement (Dornyei, ZOOM s be ed théylearning a second

2.13  Motivation in Second and Foreign n‘@year 1

language differs from learni otYsﬁrool tubje s' be > of its social nature
(Dornyei, 2003). Most of thes%r hes we in ipij lge work of two Canadian
psychologists, namely Garﬁq{and Vl/ N mbe 72) who were the spark of
motivation research in s@angua@sition\ A). According to Gardner and
Lambert (1972) in t Nio ducationall , motivation in second language
acquisition field i%%; as the r;" @\Qgrall goal, orientation, and attitude as
they strive to attain,thesgoal. S D): é\

Orientation 1§ seen to be the mesf,q?nportant aspect of the theory. It includes

integrativesgrientation and instrumental” orientation, Integrative orientation occurs

when learn old favourable attitude to the language or culture, and wish to
ide ith the culture or the speakers of that language. An instrumental
0 ation refers to the utility value of learning a second/foreign language, such

as passing examinations and financial rewards. Noels et al. (2001) found that
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external regulation strongly correlated with instrumental orientation. They
identified regulation and intrinsic motivation correlated with travel, friendship
and knowledge orientation in second language learning. Noels (2003) aIsoY~
suggested that integrativeness is an intergroup substrate and intrinsic/extrins
motivation is an interpersonal motivational substrate. %
Although Garden and Lambert theory continue to be the most influential
theory of motivation in second language context, many criticisms were appmd to
the theory. The theory’s main hindrance is that the research was only tew second

language learners where there is a crucial difference in foreig

That is, learning in second language context involves having some

community, whereas for learning in foreign language contexts

exposure to L2 speakers (Dornyei, 2002). As a result, dmeories ith firen§
fo

perspectives were proposed regarding learners’ motivati ac-11 Pae [(2008)

D

: N Y
that instrumental orientation and external regulatY!!e ba% he Same,
ti are\ different. Tjé‘lgr.mer

concerns not only intrinsic motivation (e.\&'jnvoura a udedwvard the

Research has shown that instruc cont ongl Affects students’

N
motivation. Instructional materials th allengi Ive sméa'lts choices, and
promote perceived autonomy and se terminati hauéié( positive effect on

students’ motivation (Deci & EyaWS; di ra;;ls%zflcz, 2000). Li (2003)

(
argued that there are several s that te;a her an &, oy to enhance autonomy,

competence and relatednessﬁt\he clasi ~One of strategies is PBL approach.
instrdctiona roach where students work in

Mossuto (2009) argued ML is
N
small collaborative gre\pwhen learnin i‘s'ljri\(ggby open-ended and authentic tasks
St

thatencouragestu% e involved i thin@.
Wang (200 ndugt ?ated y to the present study in which he

sought to ﬂa the relationship\‘%etween intrinsic  motivation, extrinsic
n

whereas integrative orientation and intrinsic motiva

motivatior\ nglish achievemem\.cae constructed a scale of English learning
motivation rticular Chinese context) called the Intrinsic/Extrinsic Motivation

S@ nglish Learning (I/EMSEL). The scale was administered to two samples
irst-ye

0 ar non-English-majors. Factor analysis of the results revealed a

multidimensional construct composed of motivation for knowledge, motivation
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for challenge, internal fulfilment regulation and external utility regulation,
together explaining 53.3% of the variance. Pearson correlations and multiple
regression were then performed between different kinds of motivation andY~
English achievement. The finding showed that autonomous extrinsic motivatio
correlated positively with intrinsic motivation and achievement, while coié@
extrinsic motivation correlated negatively with them.

Dornyei (2008) argued that motivation is responsible for achie&?nt in
language learning and without adequate motivation, learners even WithWt talent

will not be able to fulfil this process of language acquisition even if ave good

curriculum and teachers as well. Moreover, Hall (2011) argued tiva'ion is a

S, “it fis W‘to
@

imagine anyone learning a language without some degree o tivation”(p.134). ’ L}‘?
Literature on motivation and classroom learning has sh hat motivation'plays a}r

key factor in order to establish a particular activity, where he

important role in influencing learning and achievementv, 199Q"'\D , 1986).
Studies have also shown a positive relations b motiv, and
students’ learning outcome, grades, achieve n@)n, uat@{Mossuto,
2009). In this regard, Li (2013) argued tha%re SQ@ mﬂ ed toward
their learning, the better they will succeed. am and Deniz

(2008) investigated the factors that aff
in a web-based instruction progran\ i

employed through demographic infopmation questi

ty. A\slrvey method was
N :
ire a@Web-Based Education

(
Attitudes scale. Findings reve t'the mo st e‘ntstz, motivated, the more they

better their degree course a\% gradf \rnts GPA :Q/
As discussed prMy, languag chie@ nt particularly in a speaking

course was found to ENW pecta r} in lg@d As a result, majority of Libyan
EFL students ten change their-major t@her majors where they can study in
Arabic langua i & B '909).séThmali (2007) argued that Libyan EFL

learners, after ‘the completion of their Eggﬁsh courses in four years, are not able to

speak evemyin ple English. He linked this weakness and failure to the teaching
technique in Libyan EFL classrooms (i.e. lecture-based learning approach),
wh tudents are seldom engaged in real tasks to speak due to the lack of

ivation. In general, current motivational theories of SLA have been developed

from the Western perspective and most data that have been collected are based
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on learners who are from Western cultures. Thus, different findings may be
obtained in this study, which is conducted in an Arab country.

2.14  Speaking Skills 3 )
ngui

Speech is defined as the universal means of oral communication that disti S
humans from the rest of the animal kingdom, and is considered by Ilng as the
primary material for study, especially in oral communication situations. efore a
spoken language is a human language in which the words are ,utte rough the
mouth. The success of any spoken communication is based on t e prbcess of
listen, understand, and speak (lyere, 2006).

Speaking is a very important skill in commumca’:Qche next Iog al steQ_}
to listening in any language acquisition process. Effe speaking fis key
success in life. In other words, an effective speaker tr un|
skills. It is, however, saddening that this all- |mpor ts I celve uate

interest and attention in the teaching of ‘q guage~fro stu%(s, school

authorities, and the government.

Speaking is one of the fo o Qb\g for effective
eak

communication in any language, partic hen ren |ng their mother
tongue. As English is universally usem eans unu;é(én especially in the

Internet world, English speaki sk should be de Il pe ang with other skills so
that these integrated skills wil% e com nication 82, vement both with native

speakers of English and ot membe[ inter efti,ona | community. Because of
the significant role of g, Bai 5) an oh (2007) detailed on how to
enhance the develop n sp king thb of syllabus design, principles of
teaching, types o sk and materia ,‘;n peaking assessment. But form the
experience of |n IFibya ere eglect of the speaking skill in many
universities. | , h|s affects the stude}; such that after having spent four or five

years in t university, little or no |rﬁ>act is made on their spoken English. This is
worse‘%c nventional universities where the students see no need for the Use of

% rrently, the key factor in the area of second language is being able to use it

and to communicate through it. The use of modern communicative language teaching
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approaches in the language classrooms and the widespread use of English language,

have increased the demands to have good communication skills, but the existence of

some feelings in the learners may prevent them from achieving the desired goalv
(Tanveer, 2007). They take oral communication courses, and they are expecte \
perform well and develop their communication skills by the means of these courses
However, it has been observed that in EFL classrooms, especially in speaking courses,
students are reluctant to use the foreign language (hereinafter referred to as'W2) they

have been learning. This has been a great challenge for EFL teachers fow and the
teachers complain about their students’ silence during oral co urWn courses,

l

Students do not adopt active speech roles in the classro nd th se\xwdng

@
students are generally resistant to participate in speakinms where the hi)ulgil_gz~

not only in the Libyan EFL setting.

be more talkative in order to develop their communica and spe?ki g
proficiency level of the students is not an affective eithw e problem

exists among EFL learners from beginning to morke adyanced:le Ther,@g; be

many factors preventing students from playi gcqe role the classroom. The
effect of reluctance has been the subject of hn honﬁ ea& hich were
mainly conducted among EFL contexts. c) '\\
For instance, in 1992 Gaudart%i thapsom aache@tribute learners’
ac

passiveness in the classroom discussio 0 tion&ddart (1992) further
. D L
related low participation to lea ers?ﬁlity fun l i communication. In as
much as the students are Ii\% a cou?ty eje ish is not an everyday
. SN AN
language, they lack the praeQKfor de \ng eirc unicative skills because the
classroom is the only p here 122 _students co\ practice the language they are
i:J' hn@git»flewood (1997) found out that the
more speaking activities i’ which students en@ed, the higher they rate their ability to

)

learning; so, they need lotsyof practice.

speak and vicegversaiwwhiclt indigates that’students feel confident about their oral

proficiency m cause they have héchgTot of practice in speaking.

N N
Zﬁgking Skills among Libyan EFL Learners
Ara

Ls are particularly identified as notorious in learning speaking English.

Giving an assessment, Diaab (2016) reported that a body of research indicated that
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Arab EFLs are incompetent in oral communication. The autor went on to assert that
this is particularly the case with Libyan EFL learners that they encounter a lot of
difficulty in speaking English According to him, in many instances In spite of IongT
years of in learning English and in some cases building good linguistic knowle ‘?\
they fail to acquire oral communicative ability used in real life situations. <D€:a‘b’
attributed the negative situation to ineffectual teaching approaches in the_me

classroom of speaking English. This problem manifests itself in chers’

overdependence on the traditional teaching approach which emphasizesSwolumes of

his study show that the participants had insufficient exposure, to the target | gragg_"}‘z~
(i.e. English). And the frequent use of Arabic inside and e classro Iack‘i}ﬁ

speaking activities. V~ \" \‘;/
-

Pathan, Aldersi and Alsout (2014) pointed out that of the four Ianguaée skills
s NI \

ad ~
name listening, speaking, reading and writing, speaking is the most crucial. This is
- 7 Y

because it enables the leaner to successfully establish communication in the target
Vo MmN B -

language, and that is why speaking is the focus of attention in teaching and learning a
-~ S . W N

foreign language. But regrettably this skill according to the authors, is not easy with
AN ~ ¥ &Y

Arab EFL learners, and the Libyan EFL learners speak English with “ flavor of
-— 1~ 1 AN

mother tongue”. And according to Pathan and Marayi (2016) most Libyan EFL
I ¢ \ 8 | :
students are not motivated to speak in English.' 2 \)
O &

2.16  Techniques of Tedehing)Spoke E‘[’gliqn)
faus i ish, as @ond language (ESL) and English as

In the past
foreign language’( con ‘gto be@ methods such as grammar, translation,

audio-lingual §d re. For instance, tlwe?adio-lingual method which was developed
around Waegld War 11, when governm?n-ts realized that they needed more people who

could con onversations fluently in a variety of languages, to work as interpreters,
courtsgoormassistants, and translators.
nother method used for teaching spoken language is Michael Thomas

Method. This method is an audio-based teaching system developed by Michael
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Thomas, a language teacher in the USA (lyere, 2006). It was originally done in
person, although since his death, it is done via recorded lessons. The instruction is
done entirely in the student's own language, although the student's responses are
always expected to be in the target language. The method focuses on constructlng
sentences with correct grammar and building student confidence. There is no | %
practice, and there is no reading or writing. The syllabus is ordered around the eastest
and most useful features of the language, and as such is different for each Ia?ﬁ~

In addition, Contrastive Analysis method was also used in te spoken

language. Linguists have tried to identify potential pronunciation, di es of non-
native speakers of a language by using contrastive analysis, whic
1950s and 1960s. The Contrastive Analysis Hypothesis posits
features of two languages, the difficulties that a language learger might encounte caQ;}
be anticipated (Crystal, 2003). Features of many la es were gatalggue YU&
linguists, but it was not possible to systematlcally p whisb% of English

S

would be difficult for speakers of particular n e langu

version of the hypothesis was eventually put o ich f
influence. Cross-linguistic influence claims that psior langua

impact on the way a language is learne C@ese @%
0).

have predictive value (Brown, 2000; h, 157

This period lasted for a verym me.
and techniques were used. Ho ve CUs has rece

l |E rom those methods to
communicative methods. The |ca anguage ching (CLT), also known

as the Communicative A tera (Qn as both the means and the
uage.

er,m different methods

ultimate goal of learning a nu f criticisms, it continues to be

N
popular, particularly 1 N here ¢ " mgsté views on language learning and
education in ge mm te =ac emlUlscourse Hymes (1971) defined

communlcatlve 0 ceﬁs t in li |st|cs which refers to a language user's

grammatic %v ge of syntax, mon@%iogy phonology and the like, as well as

social kn about how and whén to use utterances appropriately. Within this
process : co? nicative competence is a way of describing what a language speaker
e

nables him or her to interact effectively with others. Therefore, teachers
ve more importance to teaching of the skills in integration in order to

encourage the individuals become communicatively competent.
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With the advancement of Communicative Language Teaching in foreign
language, teaching the significance of speaking has been emphasized in ELT, where
the goal of teaching is defined as developing communicative competence of IearnerST
by acquiring the linguistic means to accomplish the language through sever
functions. There are a number of factors relating to speaking skills to be considere
for effective English speaking performance. Pronunciation, vocabulary%d
collocations are singled out as important factors to be emphasized in building#fluency
for EFL speakers. Providing students with a variety of situationsWrequent

2.17 Speaking Skills and the PBL Approach N
Scholars addressed the effectiveness %pproa
skills in EFL classroom context (Wang, 20 Rosalina,

anﬁspeaking
3; _\ im, 2014;
Permatasari, 2013; Ahlfeldt, 2003; Jogt i‘g)oog).ﬁ? {Rosalina (2013)
implemented the PBL approach in th claggroo sevqlt(? grade in one of
the universities in Indonesia to find OIN hel t PB ﬂ% improve students’

N
speaking skill and to describe tEe ch sifuatio wheE -@blem-based learning is

(
applied to teach speaking cl S100

implementation of problem%d eaTE imprg(@d students’ speaking skill in

En {2’ esults found that the

different aspects namely mar, prenuncigtion a cabulary aspects.

Moreover, Rot’MM) i ?r}dd Q#Japproach to improve the speaking
e

skill of tenth year ﬁ:_ of MA A a’ar{(§ingosari Malang that have difficulties
to respond to guestiens which

quantitative—qﬁlit e research in t Y;rm of classroom action research. The
classroom4action research used two c??es that include planning, action, observation,

and reflect;hl each cycle. The samples of the study were tenth year students of MA
Al- ITSingosari Malang i.e. 46 students of 20 male and 26 female students. The
r cher applied four instruments to assess the students: observation checklist, field

note, questionnaire, and test. The test was taken by two scorers (researcher and

giveé\oy the teacher. The research was a
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collaborator) to increase better validity of the data. The findings showed that the
speaking skill improved 23.37 (based on researcher’s assessment) and 22.94 (based on

collaborator assessment). Y~
Furthermore, Permatasari (2013) finds out how PBL approach could imp v\
the speaking skill of second graders of SMPN 1 Kawedanan, Magetan. %
collection was done using questionnaire, interview guide, field notes or obsﬁbn
sheets and students’ worksheets. Findings revealed that group discussiowlglped
students to improve their speaking skill because the discussions encou the
interact with their friends in small groups before they began to s eaW?big group.
Results of the study concluded that PBL approach is a suc app'oach in

m to

improving the speaking skills of the students.
@

Ahlfeldt (2003) examined the use of PBL approwuic speakin Cf)ursg_gz~

al bas‘é}fi~

in one of the public universities in America and comp It with traditi
learning approach. Results of the study showed that i an&@ methoe, of

Lwerg?&'d to

. ore& students
cre;E speaking
A

anxiety than students in traditional classr : Q
Although this path of literature %s, arf?j as f thqu%‘aarcher is aware,
e

instruction in the public speaking fundamentals cow den:
do better in speaking than those students in tr i%c assr
in PBL were engaged more in the course materia exp@]

none of the studies found in literature t BLn{&fel (being the broad
framework of all the variants,of in the co elt f@wan EFL classroom.
Therefore, this study will b% cted im e‘minik the HPBL modelin a

speaking course at a Lib wivers't minéﬁpw far the HPBL modelcan
improve Libyan EFL lea&achie entdh a sp@ g course.
It is argued tIEMan FL leagnefs qé-léss motivated to learning English

b g
mali) 2007; bid@\/lohammadi and Alzwari, 2012; Al-

(e.g. Mohamed, 2§,
Zahrani, 2008)% xample, | J|,|da @14) reported based on interview data
collected from"20 stadents that one of Eh)e}ﬁain reasons why Libyan EFL learners are

not motivz{ ard learning Englia'rls the teaching technique utilized in Libyan

EFL classroem. That is, lecturers in EFL classrooms in Libya, only prepare students
for tion following Lecture-Based Learning (LBL) approach. This in turn
educational purpose in Libya a matter of test-driven rather than cognitive

one. Lecturers usualy do not think of switching their teaching approach to other
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available approaches such as PBL approach that can take the teaching process to
different path and different outcomes as argued by many researchers (Albanese and
Mitchell, 1993; Hmelo, Gotter & Bransford, 1994; Newman, 2006; Norman &T
Schmidt, 1992; Vernon & Blake, 1993). \
Abidin et al. (2012) investigated quantitatively the Libyan EFL le %

attitude toward learning English in terms of behavioural, cognitive and erﬁal
aspects. Students of the study were purposely chosen to include 180 EFL learners in
one of the universities in the division of Elmergib, Zilten in west of ﬁﬂ@ esults
revealed that the students have a somewhat negative attitude toward Wg English.

sh arhong the

respondents differed in that the mean score of Behavioural As of Attitu

)
@
was lower than that of the Cognitive Aspect of Attitude andthe Emotional A eft o§
-
of b &

In addition, the mean scores of the three aspects of attitudes towar

Attitude (EAA).

Moreover, Al-Zahrani (2008) examined the a I:'I ers toward
learning English in another university. Data weretgollected through, mixe V{r:ods
research including questionnaire survey that @i uted 20/EFL Igarners and

que

semi-structured interview. Findings from the nnw re\rﬁ that most
ish. Int data analysis

of the students had a negative attitude to ning

revealed that the reason of such a negati 'tude'Was imply ction toward the

instructional and traditional techniqu ploye glistﬁ%ﬁguage lecturers in
N

<

EFL classrooms in Libya.

The effectiveness of %Sproacy

pg mg technique to motivate
students toward speaking EQqu\sh IS vr %by several scholars (e.g. Bas,
2011; Westwood, 2008; I&R i & Harackiewicz, 2000; Li, 2003).
For example, Bas ( Nve tigatedthe! e@ges’ of PBL approach on students’
attitude toward le %)ngli imyth Qh@de English classroom in one of the

schools in Tur% (201%).ha Pplo@he pre-post research model where data
0

were obtainedfro students in two%rent classrooms: 30 students represented
the experimental group and the rest r?presented the control group. Findings revealed

that, stude ho were taught English under PBL approach were the most motivated

tm ing English in that they engaged in every possible task offered by the
classroom.

as
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Albeit the above studies had reported the reasons why Libyan EFL learners are
not motivated to speak English and why Libyan EFL learners’ language achievement
is below expectations, none of them had taken a research action to tackle theseT
problems. This warrants further research since motivation aspects among Libyan
learners affect Libyan EFL learners’ educational outcomes. Therefore, this re§earc
)
being a framework under the PBL approach in the context of EFL classroormbya,
in an attempt to examine how far HPBL motivates Libyan EFL Iew toward
learning English, how far HPBL enhances Libyan EFL ,lea language

achievements in speaking course, and how far lecturers affe Libyan EFL
learners’ motivation and language achievement under HPBL context. \d

From the literature presented so far, the following have been identi ie‘ \T
Libyan EFL undergraduates face a lot of challenges in % English. One of ﬂ?e-

main challenges is lack of motivation mainly due tovor &@ pproaehes
adopted by their lecturers. On the other hand, mast of the studi at imp@x;ued

any of the varieties of PBL are in medical c(ﬂ) engin nd@gr related
fields. Very few are in language studies. In ad n, Most o studies”conducted

using HPBL are in America, East-Asia rﬁ?ope.@* a eéanducted in the
Arab world. Therefore, this research wi i 03 in literature by

implementing the HPBL modelin thM of e Lt W&i“l'nvestigate how the

. : N
HPBL model motivates Libyan EFL ers tg Eng hlla@e.
' g

P 4 %
2.18 Summar &\ @ <§J
: y NS
In this chap[c,\h@'at e Jrelated_to study was reviewed. First, the

‘S
theoretical underpimming-of the IHP odelis highlighted and discussed. Definition
ahs

intends to fill the gap. It implements the Hybrid Problem-Based Learning (

of PBL and its"f

relation to speaking¥in a foreign Ianguggefgnd some empirical studies on motivation.
cha&

Finally, t r closes by highlighing speaking in a foreign language classroom

N
arg presented. ZEE? chapter also discusses motivation in

and empirl udies on speaking.

N



