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INAHOBHI YN TAUI!

Jl03BOJIbTE MPEACTABUTH PE3yibTaTHU AOCHIJKEHHS, MpoBeaeHoro 15 Bukia-
nadamu (HaKyJbTeTy 1HO3EeMHHUX MOB BiHHHIIBKOTO JE€p>KaBHOTO TEAAroTiyHOTO YHi-
BepcuteTy iMeHi Muxaiina Korroouncekoro. [IpoTsrom aecsatu TwxkaiB 2015-2016
H.p. OH-JIaH HaB4YaHHS Ha MaTdopmi NovoEd Bukiagadi meperiManu JOCBiA KOJET 3
MaacTpuXTChKOTO YHIBEPCUTETY MO0 3aCTOCYBaHHS MPOOIIEMHO-OPIEHTOBAHOTO
HaBuyanHs ([IOH). ¥V upomy HifiepaaHACHKOMY YHIBEPCUTETI BKE MPOTATOM TPUILSTH
POKIB YNIPOBAKYETHCSI TaKe HaBYAHHS JJI1 MalOyTHIX JliKapiB, a TakoXk (axiBIiB Y
rajxy3i MeIUYHOI FOPUCTIPYACHIIIT 1 MEIUYHOT 1HXKEHEPIi.

[To3HalioMUBIINCH, 3 JOCBIIOM KOJIET, OMNpAIfOBAaBIIA Cy4YacHY HayKOBO-
METOIWYHY JIITEpaTypy 3 JAHOTO MHUTAHHS, BHKIadadl (akyJbTeTy 1HO3EMHHUX MOB
3poOuiK crpoOy TEOPETHUHO OOIPYHTYBATH Ta MPAKTUYHO MEPEBIPUTH MOKIIHUBICTDH
3acrocyBanHs [IOH y BukiIanaHHi i1HO36MHUX MOB Y BUIIIOMY HaBYaJILHOMY 3aKJIaJi,
nuIAxoM nopiBHsAHHSA ¥ aHanmizy IIOH Ta iHIIMX CyyacHUX METOJUK 1 3’sICyBaHHS POl
BUKJIa/Iaua B TPAAUIIIIHOMY Ta IPOOJIEMHOMY HaBUaHHI.

Buknanauamu, ki Opanu y4acTb y MPOEKTIi, pO3PO0JIeHO MPaKTHUUHI PEKOMEH/1a-
uii g poboTH ThIOTEPIB, 5Kl 3acTOcOBYIOTh [IOH Ha 3aHATTAX 1HO3EMHOI MOBH;
OKpecJIeHO TICUXOJIOTIYHI apaMeTpH, SKi CJiJ BpaxoBYBaTH IiJl 4ac PO3MOJLIY po-
Je# 1 AUCKYCIi; 3alpONOHOBAHO PiBHI YYAaCHHKIB 1 pIBHI HABUAHHS, a TAKOXK KpUTEPii
oriHOBaHHs cTyaeHTiB 3a [IOH; BixiOpano Te3aypyc BuKIagada-ThioTepa i A0MOMI-
kH1 (pa3u sl TPOBEAEHHS 00rOBOPEHb CTYACHTaMH; MiAITOTOBJIEHO HU3KY PI3HOII-
JAaHOBUX MPOOJEMHUX CUTYAIlIH 13 TOKPOKOBUM METOJAUYHUM CYTPOBOIOM.

ABTOpPCHKHI KOJIEKTHB IpAIfOBaB CHUIILHO HAJl CTBOPEHHSAM KOXKHOTO PO3LTY,
OCKUJIbKY po00Ta nependayaia BUBYCHHSI MaTepially, CTBOPEHHS y3araJibHEHb, BUCHO-
BKIB, TIPE3CHTAIII} ITiJ1 Yac OH-JIAMH HABYaHHs, a TaKOX JOTIOBHEHHS 1 pelaryBaHHS
MaTtepiaiiB y mponeci miAroToBkd MoHorpadii. OmpaltoBaHHSl YCIX PO3JLIIB 3/1HC-
HIOBAJIOCH Y TICHIM piBHOMpaBHiM criBmpaili. ToMy aBTOPCTBO ¥ BIANOBIIAIBHICTH 32
MpeCTaBIeHy POOOTY HAJICKUTHh KOKHOMY 31 CITIBaBTOPIB.

VY naniif koJekTUBHIN MOHOTrpadii yBech po3poliaeHuii MaTepian Oyiao cuctema-
TU30BaHO, y3arajJbHEHO i MMOJaHO y BUTJISAI JBOX YAaCTHH: YKPaiHCHKOI Ta aHTIINCH-
KOl 3 METOI0 3aJy4YeHHs MIMPIIOro Koja yurayiB. [lepmia yacTuna, sika mpeacraBieHa
YKpaTHCHKOIO MOBOIO, CTHCIIO BiJoOpaXkae MaTepiaiu APyroi YaCTHUHU MPEeICTaBIeHOT
AHTJIIHCHKOI0 MOBOIO.

CriomiBaeMocsi, 0 TPECTaBIeHA KOJIEKTUBHA MOHOTpadis 3allikaBUTh 1 HAIUX-
HE yciX HeOalIy>KuX, Cy4yaCHUX, NMPOTPECUBHUX IEAAroriB Ha 3aCTOCYBaHHS MpoO-
OJIEMHO-OPI€EHTOBAHOTO HaBYAHHS Ha 3aHATTAX 3 1HO3EMHOI MOBH Yy BHUIIIOMY HaBYa-
JHLHOMY 3aKJIaJll i CIOHYKAaTUME J0 MOJANBIIOT0 IITMOOKOT0 BUBYEHHS PO3TIISTHYTOTO
HaMU aKTyaJbHOTO METOY BUBYECHHS IHO36MHOI MOBH.

3anporryemo 1o criBmparii it oorosopenss [IOH.

3 MoBaroro KOJIEKTUB aBTOPIB.






BCTYII

IBuakuii TeMIT PO3BUTKY CY4aCHOTO CYCIIJIbCTBA BUMAara€ HeTalHUX pilly-
YuX 3MiH B OCBITHI ramy3i. ChbOTOZeHHSI BUMArae BiJl BUCOKOKBai(pikoBaHUX (a-
X1BIIIB MUTT€EBOI TPOQECIHHOI peakilii, MUCIUTH KPUTUYIHO, TIIXOAUTH KOMILJIEKC-
HO JI0 PO3B’sA3aHHS NpoO0JeM, IyKAaTH HECTAaHAAPTHUX PIIIEHb, AISITH BUBAXKEHO U
37IaTOPKEHO y KOMaH i, KOOPAUHYIOUHM CBOI il 3 Kosieramu, €(peKTHBHO Hajaro-
JOKyBaTu NpodeciiiHi KOHTAKTH, Yy TOMY YHUCII U 3 KOoJeramu 3-3a KopJaoHy. Tomy
HAarajJpHOIO CTa€ motpeda MOUIyKY IHIIMX MiAXOJIB A0 Oprasizaiii HaB4aJbHOTO
MpoIIeCy, OHOBJICHHS METO1B, 3ac001B, (OpM HaBYaHHS, pO3pOOKa U iIMIIJIEMEHTa-
1115l B OCBITHIM MpOIlIeC HOBUX MEAaroriyHuX TEXHOJOT1H.

3 omsAny Ha BUIICBUKIIAACHE, MPIOPUTETHUM HAMPSMOM BHINOI OCBITH Mae
cTaTH mpodeciiiHa CIpSIMOBAaHICTh HABYAHHSI, HEB1JI'€MHOIO YaCTUHOIO SIKOTO € 1H-
IIOMOBHA MIArOTOBKAa MaOyTHIX (haxiBiiB. /[0 IHIIOMOBHOTO CIIJIKYBaHHS 3aiy-
YaeThCA BCE OUIbINA KUIBKICTh JIIOJIEH pi3HOTO BiKy, mpodeciii, iHTepeciB. Tomy
TOJIOBHHMM 3aBJaHHSIM y BUBUCHHI iHO3€MHOI MOBH € OIaHyBaHHS HEIO SIK 3aCO00M
CHUIKYBaHHS.

VY MmeTonuuHuX peKoMeHaaIisx MiHiCTepcTBa OCBITH 1 HAyKH YKpaiHU MPo
BUBYEHHS 1HO3eMHUX MOB y 2016-2017 HaB4aJIbHOMY POIIi HAroJIOUIYEThCS HA HE-
0OX1JTHOCTI 3/IICHIOBATH 1HIIIOMOBHE CIUJIKYBaHHS Ha MIKKYJITYPHOMY PiBHI, 1110
€ BUKJIMKOM HAIIIOT0 Yacy, 3yMOBJICHUM CY4aCHUMHU PEalisIMH CBITY, KM rio0a-
J13y€ThCA.

BuBumBIIM METOMWYHY JiTEpaTypy, MOXKHA CTBEP/DKYBAaTH, IO 1HIIOMOBHA
0013HaHICTh MalOyTHIX PaxiBIiB MOCIIAE YIJIbHE MICIIE Y iX MPOPeCciiHOMY CTaHO-
BJIeHHI. HaykoBIli po3misiAatoTh MpOIEC OBOJIOJIHHS 1HO3EMHOIO MOBOIO, K 1H-
CTPYMEHT Yy J1ajio31 KyJIbTYp, 3aCi0 PO3BUTKY OCOOMCTOCTI, POKPHUTTS il BHYTpIIII-
HBOTO TBOPYOTO MOTEHIANy, 3alOPYKY YCHIITHOI TpodeciitHOl AisIBbHOCT, CTPIM-
KO0 Kap’€pPHOTO 3pOCTaHHS, 3aCi0 KOMIIETEHTHOrO (DYHKIIIOHYBaHHS y Mpodeciii-
HOMY CEPEIOBUIIII.

[HTeHCH(IKYBaTH HaBYAJIBHHUI MPOLEC, CTUMYJIOBATH MI3HABAIBHUI 1HTEpEC
CTYJIEHTIB, MOTUBYBATH iX JO BHBUEHHS 1HO3EMHHUX MOB, MOKPAIIUTH PIBEHb 1H-
IIIOMOBHO1 MIATOTOBKK MaiOyTHIX (paxiBIlIB JOTIOMOJXKE, HA HAIY AYMKY, 3aCTOCY-
BaHHS TPOOJEMHO-OPIEHTOBAHOTO HABUYAHHS HA 3aHATTAX 3 1HO3E€MHOI MOBH Yy BHU-
X HAaBYAJbHUX 3akiagax. Ha Takux 3aHATTAX CTyIEHTH CaMOCTIIHO 3700yBa-
I0Th HEOOXIJHI 3HAHHS, Y HUX BUPOOJISIIOTHCS HABUYKUA MHCIICHHEBHX OIEpalii i
JIi{, pO3BUBAETHCA yBara, TBOpUa ysiBa, 3/10TaJika, POPMY€EThCS 3/IaTHICTh BIAKPH-
BaTH IOCh HOBE JIJIs ce0e Ta 3HAXOJUTHU HOBI CIIOCOOM [ Yepe3 BUCYBAHHS MPHU-
NyIIEeHb U (POpMyYIIIOBaHHA JOKAa31B YU CIPOCTYBaHb.



3JACTOCYBAHHA
[TPOBJTIEMHO-OPIEHTOBAHOI'O
HABYAHH/ HA SAHATTIAX
3 AHITIICHKOI MOBI Y BH3

»  Jlxi pucu npumamanni IIOH?
* 3 akux emanib ckaadaemuoca npoyec peasizayii IOH?

= JlepeBaeu i nedorixu sacmocybanna IIOH na 3sanam-

masax 3 iH03eMHo1 MoBu?




3ACTOCYBAHHSA NPOBJEMHO-OPIEHTOBAHOI'O
HABYAHHSA HA 3AHATTSAX 3 IHO3EMHOI MOBU
Y BUIIIOMY HABYAJIBHOMY 3AKJIAJII

VY cyyacHiii BUIIMIA IIKOJII BEJIMKA yBara MPUALISETHCS 3aCTOCYBAHHIO 1HHO-
BaI[ifHMX METOIB HaBYaHHS B HaBYAJbHO-BUXOBHOMY mpoiieci. PaiioHansHe 1o-
€THAHHS TPAJAUIIMHUX Ta THHOBAIIMHUX METO/IIB HAaBYAHHS CIPUSE PO3BUTKY TIi-
3HABAJILHUX IPOIIECIB 1 TBOPUUX 3/11I0HOCTEH CTYACHTIB, X MIATOTOBIII 10 MTPaKTH-
YHOI poOOTH. B CTpIMKO 3MIHIOBaHOMY CBITi, /¢ KOHKYPEHIIiS 3 KOXKHUM JTHEM
CTa€ BCE CWIBHIIIO, BIJICYTHICTh MPAKTUYHOTO JOCBITy Ta HABUYOK Yy CTYICHTIB
MOXXYTh OyTH CEpPHO3HOIO 1 BarOMOIO IEPEIIKOI00 Ha IUIAXY J0 IMparieBIIaIlTy-
BaHHS 1 Kap €PHOTO 3pOCTaHHA. Y 3B’SI3KY 3 IIUM BCE OUIBIIOT MOMYJISIPHOCTI HA0Y-
BAIOTh Cy4YacHI METOJMKU HaBYaHHS, COPSAMOBaHI Ha (OPMYBaHHS Yy CTYJECHTIB
NIEBHUX MPAKTHYHUX HABUYOK.

3riJIHO 3 OCTaHHIMH CBITOBHUMH TE€HJICHIIISIMU YOCKOHAJICHHS CHCTEMH ITi-
JNrOTOBKM BUITYCKHHKIB, TOJIOBHUMH HaBUYKaMHU, SIKi IOBUHH1 OyTH c(hOpMOBaHi

11T YaC HaBYAHHS, € HACTYITHI:

—  BUpIIICHHS TPOOJIEMHU: KpUTUYHE MUCJICHHS, BMIHHSI aHAJTI3yBaTH;

- HaBYaJIbHI HABMYKH: 3aTHICTH 37100yBaTH HOBI1 3HAHHS, POOUTU BH-
CHOBKH 3 JIOCBIJIy 13aCTOCOBYBATH iX Yy MOIIYKY 1HHOBAIIiH;

—  KOMYHIKAaTHBHI HaBHUYKHW: BMIHHS YATATH Ta MUCATU, 3HAXOIUTH U BU-
KOPUCTOBYBATH 1H(OPMAIIO JJIs1 CHIIKYBAaHHS 3 THIIUMU;

—  0COOMCTI HaBUYKHU: CaMOOpraHizailisi, IPUUHATTS OOTPYHTOBaHUX Pi-
HI€Hb 1 MOHITOPUHT PU3UKIB;

—  ColllaJIbHI HAaBUYKH: CIHIBPOOITHUIITBO W MOTHMBYBAaHHS 1HIIUX YJICHIB
KOMaH/Ii, KEpyBaHHSA CTOCYHKaMH 3 KIJII€EHTOM, 31HCHEHHS KEPIBHUIITBA, BUPI-

HI€HHS! KOH(JIIKTIB, HETBOPKIHT.

Cepen cydacHHUX HOBITHIX METOJIB OpraHizaiii HaBYaJIbHO-BUXOBHOTO
MpoIIECy, SIK1 3aCTOCOBYIOThCS i (POPMYyBaHHS 1 PO3BUTKY OKPECICHUX HaBH-
YOK, MOKPAIIyIOTh MPOLIEC 3aCBOEHHS MaTepially, BUaTh CTYAEHTIB MUCIHUTH 1
MO-CIIPaBKHHOMY 3aCTOCOBYBATH 3HAHHS Ha MPAKTHIN, YUTbHE MiCIe IOCIIae
npodjemHo-opienToBane HaBuaHHs (IIOH). Came npobOiieMHO-Opi€eHTOBaHE
HABYaHHS JIO3BOJISIE OCOOMCTOCTI Ha OCHOBI HasgBHOI OaraToacnekTHOol 1HdOop-
Marrii chopMyBaTH CBOi BJIaCHI MO3MIII1, CIIIBBIIHECTH iX 13 MOTJISAaMU 1HIIHX,

3HAUTH cepel HUX Ti, 110 MEPETUHAIOTHCS 3 BIACHUMHM HOTJISAaMU, 1 po3poOUTH
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CBOE CTaBJICHHS JI0 PI3HUX TOYOK 30pYy, TOOTO CTBOPUTHU 1H(OpMaILIiifHE CBITO-
CHPUMHATTSA, SIKE € BIAKPUTUM JIJIs1 YTOUHEHHS, TOTIHOJICHHS 1 3MIHU.

MeTta npo61eMHO-0piEHTOBAHOTO HABYAHHS MOJISIrae y 3abe3MedeHHl IH-
OO0KOro i BCEOIYHOr0 PO3yMIHHSA HABYAJILHOIO MaTepiaily, PO3BUTKY aHaJIITHY-
HOT0, KpeaTuBHOrO MucieHHs. Lle € 3aci0 cTBOpeHHsI MOTHUBAIlli, CTUMYJIIOBaH-
Hs MI3HABaJIbHOI AISUIBHOCTI CTyJeHTIB. [IpoOiieMHO-Opi€eHTOBaHE HaBYaHHS
CIpHsi€ IHTETPYyBAaHHIO HAaBUYAJILHOIO MPOILIECY 3 HAYKOI0, 3 MpoOjeMaMu peab-
HOi JINCHOCTI 1 3 JKUTTEBUM JOCBIIOM THUX, XTO HABYA€TbCA. 3aCTOCYBAHHS
[IOH no3Bouisie BUSBUTH piBEHb 3HaHB 1 3A10HOCTEN CTYJEHTIB, Kpallle 3p03yMi-
TH ix ncuxosiorito. I1ix yac nmpoOIEeMHO-OpPIEHTOBAHOTO HABUAHHS Y CTYJCHTIB
3’ABIISIETHCS. MOXIIMBICTh camopeanizallii 1 pO3BUTKY HABHUOK KOMaHIHOI pOOOo-
TH.

[Tpo6reMHO-0pi€EHTOBAHOMY HaBYAHHIO MTPUTAMaHHI TaKi PUCH:

— TIEHTpaJIbHE MICIle KypCcy YHM TporpaMH 3aiiMae CKJagHa, TOTaHO
CTPYKTYpOBaHa, OpUriHajgbHa Ipodiema;

— opuriHajbHa 3a/1aua MPUB’sI3aHa 10 PEATbHOI JKUTTEBOI CUTYAIIii 1 MO-
TpeOye BiJl CTYICHTIB 3aCTOCYBaHHS IIUPOKOTO CIEKTPY 3HAHB 1 BMiHb;

— TIpolieC HaBYaHHS OPIEHTOBAHUU Ha CTYACHTIB 1 OUIKY€ETHCS, IO BOHU
BI3bMYTh Ha ce0e IHIIIaTUBY 1 BIAMOBIMAIBHICTH 3a IMPOIEC HABYAIBHOTO IIi-
3HAHHS,

— IHAMBIAyaJdbHUU MiAX1T 0 CTYASHTIB y MpPOIleCi BUPIMICHHS MpooIIe-
MU;

—  MYJIbTUIUCHUIUTIHAPHUN MIAX1JT IO BUPIIIIEHHS MPOOIeM;

— BHUKJIaJIad BUKOHYE POJIb CYNMPOBOKYIOUOTO (acmimiTaropa, HACTaB-
HUKa (ThIOTEPA), a HE € JKEPEJIOM 3HAHD;

— CTYJIEHTHU MPaLIOI0Th Y MAJIEHbKUX TpynHax, JIJIsl TOTO, 00 BU3HAYUTHU
noTpeOu Mi3HAHHS 1 3HANTH BUPIIICHHS MPO0JIieM;

— OI[IHKa JOCBIAy HaBUaHHS MICTUTh OLIHKY ThIOTEPA, CaMOOI[HKY 1
OLIIHKY OJIHOTPYITHHUKIB;

— OIlIHKa BHUKOPHUCTOBYETHCA K 1HCTPYMEHT pediekcii Ta aHamizy Ha-
BuanpHOTO TIporecy (Hmelo, 2004).

OCHOBHUMH XapaKTePUCTHKAMM MTPOOJIEMHO-OPIEHTOBAHOTO HABYAHHS €:
— aKTYalIbHICTh, fIKAa OOYMOBJIOETbCS HEOOXIJHICTIO AaKTHBHOI Y4acTi B

KOMITJIEKCHUX MPOEKTaX, 110 3a0e3nedye po3BUTOK 3/110HOCTEM, TBOPUOTO MHC-
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JICHHSI 1 CAMOCTIMHOCT1 CTYJIE€HTIB, 3aCTOCYBaHHS HAaOYTUX HUMH TEOPETUUHUX
3HaHb 1 TPAKTUYHUX HABUYOK, BMiHb;

— MDKAUCIUIUTIHAPHUI XapakTep HaBYaHHS, MOB’sI3aHUN 3 MOCTIHHOIO TO-
TpeOOI0 BUKOPUCTAHHS CTyJEHTaMU 3HaHb, HAOYTUX Y MpoIleci BUBYEHHS Pi3-
HUX TUCUUIUIIH 3 METOI0 BUKOHAHHA 3aBAaHb, €(EKTUBHOIO BUPIIIEHHS MOCTa-
BJICHUX 33]1a4;

— KOMIUJIEKCHE PO3B’SI3aHHS 3aBllaHb, SIKE CTABUTh 3@ METY MOCTAHOBKY 1
CHUIbHE JOCTIPKEHHS CKIAQIHUX Mpo0OJieM, aHalli3 1 y3aralbHEHHS BUBUEHOTO 1
310paHOTO CaMOCTIMHO MaTtepially 3 METOK BIJHAXOHKEHHS ONTHMAaJIbHOTO
[UISAXY 1 BUSBJICHHS] MOKJIMBUX BapiaHTIB BUPIIICHHS 3a/1a4;

— MOTHUBYIOUUN XapakTep HaBYaHHS, CIPSIMOBAHUN Ha PO3BUTOK 1HTEPECY
CTYIEHTIB 10 HaBYaJIbHOIO MpOIECy, iIX MOTpPeOUM B MOCTIHHOMY cCaMOBIOC-
KOHAJICHH1, CAMOOCBITI IIAXOM MPOMOHYBaHHS iM IpaBa BUOOPY, MOKIMBOCTI
caMUM KOHTPOJIFOBATH MPOLIEC 1 CIIBOPALIOBATH 3 OJJHOTPYTHUKAMU;

— JIOCTOBIPHICTh 1 pealiCTUYHICTh HaBUYAHHSI, CIIPSIMOBAHOTO Ha peai3alliio
TaKUX MPOEKTIB, SIKI MPEACTABISIOTh IHTEPEC JIJISi CYYaCHOTO CYCIIJIbCTBA, HaY-
KU Ta OCBITH,

— HaJIAIITYBaHHA Ha CIIBMPALIIO, 10 3yMOBIIEHO MOTPEOOIO CIIJILHOTO BU-
KOHAHHS 3aBJaHb, PIIICHHSM CKJIAIHUX 3a/1a4, BCTAHOBJICHHSIM MapTHEPCHKUX
CTOCYHKIB 13 BUKJIaJa4eM;

— MO3UTUBHUI HACTPIiH, IKMI BUHUKAE BHACIIIOK CTUMYJIIOBAaHHS Mi3HaBa-
JILHOI JISJIBHOCTI CTYJICHTIB, HAJIal0uM iM CBOOOAY BUOOPY ¥ CAMOCTIMHOCTI.

Ha BigMiHYy BiJ TpagulliMHUX 1HCTPYKIIH, Kl JOCUTh YacTO CTYJCHTH
OTPUMYIOTH 13 JIEKIIIHHOTO KypcCy, BUBUEHHs Matepiany B npoueci [IOH 3a3Bu-
Yyail MPOXOJUTh Y BUIJIS/AI MPAKTUYHUX 3aHATh, Y HEBEIMKUX 3@ YMCEIBHICTIO
rpymnax CTyAeHTIB, y GopMi IUCKYCii, IKy CIPSIMOBY€ BUKJaga4. BHacmigok To-
ro, mo o0’em npamux iHcTpykiid B [IOH 3BeneHo no MiHiMymy, CTyI€HTH Oe-
pyTh Ha ce0e OUIblly BIANOBIAANBHICTS 32 BjIacHe HaB4YaHHSA. [Ipu nuboMy posnb
BHUKJIaJa4a MOYKE€ 3BOJUTHUCS JO POJII €KCrepTa 3 0OroBOPIOBAHOI MPOOIEMH,
KEpIBHUKA 3 BUKOPUCTAHHS 1HQOpMAIIHHUX JKEepesl 1 KOHCYJIbTaHTa Y BUKO-
HaHHI TPYTOBOTO 3aBaHHSI.

[Ipo6aeMHO-0OpieHTOBaHE HaBUaHHS OOYMOBIIIOE IIUPOKE BUKOPUCTAHHS
B Tpolieci HaBuaHHA iHGOPMAIIMHUX i KOMyHIKaliiHUX TexHoorii. Ix 3a-
CTOCYBAaHHS JIO3BOJISIE CYTTEBO MIJBUIIUTUA €(PEKTUBHICTh MOSCHEHHS MaTepi-
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ajy, pO3IIMPUTH Jl1ana30H MOIIYKIB Y BUKOHAHHI MPOEKTHUX 3aBIaHb, 3a0€3-
NEeYUTH BI3yaJbHUM CYNMPOBiJ HagaHUM (akTam 1 pe3yjbraTaM JOCIiTHOI Ji-
SITBHOCTI.

Takum 4ynHOM, y TPOOIEMHO-OPIEHTOBAHOMY HaBYaHHI pOJib BUKIIaJlaya
HOJISITA€ B 3a0XOYEHHI aKTUBHOTO OOTOBOpPEHHS MPOOJIeMH, OpTraHi3allii B3aeMo-
JIOTIOBHIOIOUOT POOOTH CTYJEHTIB, 3a0€3MeYeHH] MOKJIMBOCTI OTPUMAaHHS BiJ-
MOBIAHOT 1H(OpMaILii, TIATPUMaHHI CyTi MPOOJIEMH i1 YaC OOTOBOPEHHS.

VY mporieci npo6IeMHO-OPIEHTOBAHOIO HaBYaHHS BUKJIAJA4 HE MOBIIOM-
Jsi€e TOTOB1 3HaHHS (1H(OpMaIllilo), a CTaBUTh Mepel CTyJeHTaMu MpoliieMy i
HUISIXOM TPOOYKEHHS 1HTepecy M0 Hei CTUMYJIOE€ B HUX Oa)KaHHS 3HAWTU
crocoOu ii po3B’si3aHHs. Y JaHOMY BHUIIAQJKy MOBa HE e MPO BUPIMICHHS
npo0JieMH, siKka CTOITh NEpe] HayKoIo, a MPO XapakTep nepegadi (BUKIaJaHHS)
B1JIOMOi HaBUaJIbHOI 1H(OpMaIIii, X04a i HEe BUKJIFOYAETHCS MTOCTAHOBKA Ta 00-
TOBOPEHHS MUTaHb, SIKI HE PO3POOJIEHI HAYKOIO 1 HE BUPIIIEH] HA MPAKTHIII.

3MICT HaBYaJILHOTO MaTepially BU3HAYA€ PIBHI MPOOJIEMHO-OPIEHTOBAHOTO
HaBYaHHS, TOOTO 3aJICKHUTHh BiJl HaSBHOCTI BU3HAYCHUX YMOB JJIi CTBOPEHHS
MpoOJEMHHUX CUTyallll TOTO YU 1HIIOTO CTYMHEHS CKJIAJHOCTI. 3 OISy Ha BU-
1IecKa3aHe, MOKHA BUAUIATHA YOTUPHU PiBHI MPOOJIEMHOCTI:

1. PiBens, sxuii 3a0e31euye 3aCTOCYBaHHS MOMEPEIHBO 3aCBOEHUX 3HAHb Y
HOBUX CUTYAIIIsIX.

2. PiBenp, skmii 3a0e3medye MisUTBHICTH, 3aCHOBaHY Ha PEMpPOAYKIIii, TO-
BTOPCHHI.

3. [TourykoBO-penpoiyKTUBHUMN PiBEHb.

4. Topuwuii piens (Cockrell, 2000).

KitouoBUM muTaHHIM MPOOJIEMHO-OPIEHTOBAHOTO HABUAHHS € «IP00OJIeM-
HA CUTYallis», 1Ka CTBOPIOETHCS BUKIIAJaYeM 3 HAYaJIbHOIO MeTOw. BoHa Mic-
TUTh CKJIQJIHE TEOPETUYHE i MpaKTUYHE MUTAHHS, sIKe BUMarae BUBUCHHS, PO3-
IIUPEHHS, JOCHIPKEHHS Y CIIBBITHOIIECHHAX 3 MEBHUMHU yYMOBaMHU ¥l 0OCTaBH-
HaMH, SIK1 CTBOPIOIOTh Ty 4M 1HIIY cuTyaiito. [IpoGiaemua curyaiis, sk npaBu-
710, Ma€ Bl CTOPOHMU:

—  npeomMemHo-3Micmogy, TOB’A3aHy 3 BHOKPEMJICHHSIM CYIEpEYHOCTEH
0a30BUX 3HaHb, HEJIOCTATHIM 00’ €MOM TIEBHOI CyTTEBOI 1HGOpMAIIiT;

—  MomusayiuHy, IKa COpSAMOBaHA Ha YCBIJOMIIGHHS CyNEpEYHOCTEH 1
CTUMYJIFOBaHHS Oa)KaHHSA iX MOJ0JIATH 32 YMOBU 3aCBOEHHSI CTYJEHTAMU MTEBHUX
HOBUX 3HAaHb.
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[Ipo6ieMHO-Opil€EHTOBaHE HaBYaHHS J03BOJISIE CPOKYCYyBaTH yBary CTyACH-
TIB Ha aHaJi31 ¥ PO3IMIUPEHHI KOHKPETHOI MPOOJIEMHOT CUTYaIllii, 1[0 CTa€e BiI-
PABHOIO TOYKOIO B MPOIEC] HABYAHHS.

OCHOBHMMHM pUCaMU BJIaJI0 pOo3p00JIEHOT MPOOIEMH €:

— 3B’SI30K 3 peaJIbHUM XKHUTTSIM 1 MOTHBAIII€IO CTYJICHTIB;

— OIMC KIJIBKOX B3a€EMOIIOB’SI3aHUX SBMIIL 1 ITOIIH;

— He3aJI0BUIBHO c(hopMyJIbOBaHA KOMIUIEKCHA ITpo0iema;

— notpebda y IpUUHSATTI pillieHb, PO3CYAJIMBOCTI Ta TOMIPKOBAHOCTI;

— HEOOX1JIHICTh IPYNOBOI0 MPUUHATTS PIIICHB;

— mnotpeba y pO3TOpPHYTHUX BIAMOBIANX, K1 CIIOHYKalOTh O OOrOBO-
pPEHHS;

— moTtpeba y BUBYCHHI HOBUX KITFOUOBUX KOHIICTIITIH;

— [OB’sg3aHa 3 HaBYAJILHUMH LIJISIMH 1 3aJJa4aMU;

— aJIalTyEeThCS 3 MONEPEAHIMU 3HAHHIMU;

— TMpeACTaBj€Ha Y BIANOBIIHOMY ayTEeHTUYHOMY KOHTEKCTI;

— CTUMYJIIOE IHTEPEC;

— BKJIIOYA€E 1HTETPaLil0 MUCJICHHS;

— Mae€ MiJICYMKOBHUI Pe3yJbTaT, KM MOXHA 3aCTOCYBaTH B PeasbHO-
my xwutti (Maurer, 2012).

[cHyIOTB pi3HI clocoOM CTBOPEHHs NpoOiaeMHHMX cutyarii. Lle migBeaeHHs
CTYJICHTIB JI0 CYTIEPEUHOCTEH 1 IPOIO3HIIisA IM CAaMHUM 3HAWTH PIIICHHS, 31ITKHEHHS
3 CYNEPEYHOCTSIMHU MPAKTUYHOI JISUTHOCTI, BUKJIAJIEHHS PI3HUX TOYOK 30py Ha
OJTHE i1 Te caMe MUTAaHHS, IPOMO3HULIIS PO3MIIIHYTH SIBUIIE 3 PI3HUX MO3UIIIH, CIIO-
HYKaHHsI pOOUTH BJIACHI MOPIBHSAHHS, y3araJlbHEHHsI 1 BUCHOBKH.

MoBiieHHEBA CHUTYyarlisl, sIka MICTHThH MpoOaeMy i moTpedye i1 yCHIIHOro
pPO3B’s3aHHs, CIIPUSIE CAMOCTINHIN MONIYKOBIH MISUIBHOCTI CTYA€HTIB, CTUMYJIIOE
iX Mmi3HABaJILHUM 1HTEpEC, 3a0e3Meuye PO3BUTOK KPUTHYHOT'O MUCIICHHS i TBOP-
quX 3710HOCTEN YYaCHUKIB, 33 ITHUX B OOTOBOPEHHI.

Taka ¢opma criiKyBaHHS 1O3BOJISIE€ YCIIIIHO OOTOBOPIOBATH BC1 MUTAHHS,
aocsaTaTH iX CyTi, 1 0 HAWBaXJIWBIIIE, 3aJIMIIAE OB TIUOOKHHA CHIT Y
mam’siTi, HK «03BY4YyBaHHs» aBTOPUTAPHOI JyMKHU BUKJIa1a4a.

VY HayKOBO-METONWYHIN JITEepaTypl MpoOJieMHa CHUTYyallisi BU3HAYAETHCS SIK
MICUXOJIOTTYHUM CTaH, 10 BUHUKAE B PE3YJIbTATI MUCIIEHHEBOI B3a€EMO/I1T Cy0’€KTa
(ctynenTa) 3 00’€KTOM (HaBYAJILHUM MaTeplajioM), sIKUH CTUMYJIIOE IMi3HABAIBHY
noTpedy PO3KPUTH CYTh MPOIIECY a00 SIBUILIA, 1110 BUBYAIOTHCS. Y TMEAaroriii mpo-
OneMHa CHTYyallisl PO3IISIAEThCS SIK CTaH PO3YMOBOTO YTPYAHEHHS, SIKUW BUKIIU-
KaHUN 00’€KTHBHOIO HECTAu€l0 3HAHb 1 CIIOCOOIB PO3yMOBOI UM MPAKTUYHOL JIisi-
JBHOCTI, HEOOX1THUX JIUIsl PO3B’sI3aHHS MIPOOJIEMHOTO 3aBJaHHSI.
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IIpoGaema cutyamisi npeacranisie co0O0 Mi3HABaJbHY TPYAHICTh, IS
MOJI0JIAaHHS SIKOi CTYJIEHTH TOBUHHI OTPUMYBATH HOBI 3HaHHS a00 3poOUTH 1H-
TenekTyanbHe 3ycuiuis. [Ipo6neMHi cutyarii MOKyTh OyTH 00’ €KTUBHUMU (CH-

Tyalis, o 3aJa€ThCA BUKJIaga4eM) 1 cy0’ eKTMBHUMHU (TICHMXOJIOTIYHHM CTaH 1H-

TeJICKTyaTbHUX 3yCHIIb ITPU BUPIIIEHH] MTOCTaBICHOI MPOOJIEMH).

Buaingiots 4oTHpu B3a€MOIOB’si3aHUX (PYHKIIT TPoOJIEMHOI cUTyaIlli: a)
CTUMYJIIO0Ya; 0) HaBuar4a; B) OpraHidyrwoua; I') KOoHTpodtowda. [Ipodmemua
CUTYyaIlisl CTUMYJIIOE MOBJICHHEBY JISUTHHICTB, 301IIbIIYE i1 0OCAT 1 pI3HOMAHITTS
¢bopM BHCIIOBIIOBaHHS, a TAKOX CIPHUAE MIIHOCTI MOBJICHHEBHX HABUYOK 1
BMiHb, 1110 (hOPMYIOTHCS.

[IpobGneMHa cutyaiisi, AKy yCBITOMWIHM ¥ MPUWHIN 10 PO3TJISIAY CTYJIEHTH
nepepoctae y mpobisemy. [Ipobiaema 3 BkazaHUMH TTapaMeTpaMH i yMOBaMH BH-
PIIICHHS € MPOOJIEMHHUM 3aBIaHHSIM.

IIpobGiema — 1e yCBIIOMJIEHHS CTYyACHTaMU HEMOXJIMBOCTI IOJ0JIATH
TPYIHOII i MPOTUPIUYS, 3 SKUMU BOHU 31IITOBXHYJIMCA MiJl Yac 3aHATTA B Ja-
Hil CUTYyallil, 3aCTOCOBYIOYM HasIBHI Y HUX 3HAHHHS 1 TOCBIJI.

IIpoGieMHe 3aBAaHHsl — 1I€ HAaBYajJbHA MPOOJIeMa 3 MEBHUMH YMOBaMH,
10 OOMEXKYIOTh KOJIO MOIIYKY PIlIeHHsS LbOro 3aBaaHHs. [loenHaHHsS Takux Ii-
JIECTIPSIMOBAHO CKOHCTPYWOBAaHUX 3aBJIaHb 1 Ma€ Ha MeTi 3a0€3MeYUTH OCHOBHI
¢yHK11i MPOOJIEMHOr0 HaBYaHHS: TBOPYE ONMAHyBaHHSA HABUAJIHLHOT'O MaTepiairy
Ta 3aCBOEHHS JIOCBITy TBOPYOI MISUTBHOCTI.

bynp-sika npobiema Gepe CBiif MMOYATOK y MPOOJIEMHIN cUTyallli: yCcBigo-
MMUBIITU CKJIAJHICTD, III0 BUHHUKJIA Y€pe3 HEMOXKJIMBICTD 11 MOI0JIaTH, MAIOYH T1e-
BHHI pIBEHb 3HaHb, CTYJCHTA OXOILIIOE OakKaHHS 3HAWTH BUXI1J 13 CUTYyaIlii, 1110
CKJIajacsl MUITXOM MUCJEHHS. (TPOXU BUKHHYJA) 3 I[LOTO MOMEHTY MpobiieMa
MEPETBOPIOETHCS B 3aBAAHHS, sIKE MOTPeOye PO3yMOBOI aKTUBHOCTI, OCKILJIBKH
CTYJICHTY B1JIOMO 3 SIKOIO METOIO TOBOPHUTH, IIPO 1[0 TOBOPHUTH, ajie€ HEBIJOMO,
AK MOTPiIOHO POpMYIIIOBATH TYMKY, K1 3aCOOM MOBJICHHS CJIiJi BUKOPUCTOBYBA-
TH.

Ockinbku MpOOJIEeMHE HABYaHHA Tependadae YiTKO MPOJAYMaHy CUCTEMY
MpoOJIEMHUX CUTYalll, MpoOIeM Ta 3aBlaHb, SKi BIAMOBIIAIOTH Mi3HABAILHUM
MOJKJIUBOCTSIM CTYJICHTIB, MOHA BUOKPEMUTH TaKi PiBHI CKIAAHOCTI:

1-# piBeHb. Bukiagau cam anamizye npoOJIeMHY CHUTYallil0, BUSBIISE MPO-
onemy, dopmynroe 3amady 1 HampaBlig€ CTYACHTIB Ha CAMOCTIHHUM TOIIYK
MUISIX1B i1 BUPIIIICHHS.
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2-i1 piBeHb. Bukiamau pa3om 31 CTyJeHTaMH aHaJIi3y€ CUTYallll0 1 BKa3ye
iM Ha mMpobIeMH, a BOHU CaMOCTIMHO (POPMYITIOIOTH 3aBJaHHS 1 BUPIIIYIOTH KO-
ro.

3-i piBeHb. Bukianay 3HaHOMUTH CTYAEHTIB 31 3MICTOM MPOOJIEMHOI CUTY-
arii, a ii aHami3, BUSBIEHHS IPoOIeMu popMyBaHHS 3aBAaHHS 1 BHOIp onTUMa-
JBHOTO PIIICHHS CTYJEHTH 3[1HCHIOIOTh CAaMOCTIHHO.

Jlo npo6sieMHOI cuTyallii BUCYBalOTh TaKi BUMOTH:

— HAasBHICTH €JIEMEHTY HOBU3HH;

— mpoOseMHa CUTyallis MOBUHHA MICTUTH MEPETOHU HA IUISAXY 10 J1OCs-
THEHHSI TIOCTaBJICHUX ITiJICH;

— mpoOyieMu MOTPIOHO Mpe IBIATH B JTOTTYHIN ITOCTIJOBHOCTI.

Kpim Toro mni3HaBaqbHO-KOMYHIKAaTHUBHI MOTpeOM MOBUHHI BIANOBIIATU
MOJKJIUBOCTSIM CTyJIEHTIB. TOMy BapTO MOJAENIOBATH TaKi CUTYyallii, sIKi CTyJIeH-
TH MOIJIK O peasizyBaTH B MOBCSKIECHHOMY JKUTTI, MEPII 3a BCE, PIAHOIO MO-
BOIO, a BXKE MOTIM 1HO3EMHOIO, BIAMOBIIAIM O IXHBOMY JIOCBiIy M (POHOBUM
3HAHHAM, 3aTHOCTI BUPILTYBaTH MpoodsieMu. Jlo iHIIIOMOBHOI 3[aTHOCTI MOKHA
BIJIHECTU: BXKMBAHHS OLIbII CKJIAJIHOT CTPYKTYpH BHUCIOBIIOBAHHS (KUIBKICTB
PO3MOBHHX KJIiII€, BUKOPUCTAHHS JOBIIMX 1 CKIAAHIMMX (hpa3, MOIIUPEHUX
CKIIQIHOCYPSAIHUX 1 CKIQJHOMIIPSAAHUX PEUYCHB); JI0 MOBJICHHEBOI HAJICKUTH
NeTanbHUM BiOIp CIB (3MEHILIEHHS JEKCUYHUX U CHHTAaKCUYHHUX MOBTOPIB, Bi-
JCYTHICTh 3aTsDKHHMX May3, CJIB-TIApa3uTIB); 10 CMUCIOBOI — IIMPIIUN 0OCST
peAMETY 0OTOBOPEHHS.

3acTocoByOUM MPOOJIEeMHE HaBYAHHS, CIOHYKAlOYU CTYACHTIB CAMOCTIMHO
3HAXOAUTH I BUKOPUCTOBYBATH HEOOXiIHY 1H(POpPMAIIiI0, BUKIAga4 MOXKE 31I1I-
TOBXHYTHCS 3 HACTYITHUMU TICUXOJIOTTYHUMH MPOOJIeMaMHU:

—  BMIHHS c(pOPMYJIIOBATH NPOOIIEMY;

—  BMIHHS BU3HAYUTU HEOOXiJHY KUIBKICTH MPOOJeM /s 0OTOBOPEHHS
Ha 3aHATTI;

—  BMIHHS BUUTH 3 CUTyalli, KOJU Ha NpOoOJIEMHE MUTaHHS HE BUCTAYa€e
iH(hopMaIli He TIIIbKU Yy CTYJICHTIB, ajie 1 y BUKJIajaya.

Buxkiagauesi ciij HAaMaraTucsl CTaBUTH MPOOJIEMHI MTUTAHHS CTyJACHTaM Ha
3aHATTI. SIK BiJOMO, MPOOJIEMHICTh MOTPEeOye MOSICHEHHS, OOTPYHTYBaHHS, aHa-
73y ¥ OLIHKH, JOKa3zy, TOMY CTBEP/KyBajbHE (POPMYIIIOBaHHS HaBYAIHHOTO
MUTaHHA MOTPIOHO NMEPEpOOIATH Ha MPOOJIEMHE.
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VY3aranpHUBIINM JOCBIJ BITYM3HSIHUX W 3apyOKHUX YUEHHX, MU MOXKEMO
BUOKPEMHUTH TE€BHI CIIOCOOM CTBOPEHHSI MPOOIeMHMX CUTYAIiii:

— CHIOHYKaHHSI CTYAEHTIB JO TEOPETHUYHOIO MOSCHEHHS (haKTiB, SIBUIL,
30BHIIIHBO] HEBIAMOBIAHOCTI MK HUMU;

— 3aCTOCYBaHHSI HaBYAJIbHUX 1 KUTTEBUX CHUTYAIliH, IKI BUHUKAIOTH ITi]T
yac BUKOHAHHS MPAKTUYHUX 3aBJaHb. Y IIbOMY BHUIIQJKy MPOOJIEMHI CHUTYyaIlii
BUHUKAIOTH ITiJ] 4ac CIpOOH CaMOCTIMHO JTOCSTTH MOCTABICHUX ITIJICH;

— Opl€HTallisl MPOOJIEMHHUX 3aBJaHb Ha TMOSCHEHHS SBUI a00 MOIIYK
HUISIX1B IX MPAKTUYHOI'O 3aCTOCYBaHHS;

— CIIOHYKaHHS CTYACHTIB JI0 aHali3y (DaKTiB Ta SIBUII, SIKI CHPUYHUHSIOThH
CYHEepPEYHOCTI M) BJIACHUMHU YSIBIICHHAMH i TEOPETUYHUM TPAKTYBAaHHAM ILIMX
¢dakTiB;

— BHUCYBAaHHSI MPUITYLIEHHS, 0()OPMJICHHS BUCHOBKIB Ta iX MEPEBIPKa;

— CIIOHYKaHHS CTY[ICHTIB IMOPIBHIOBATH, 31CTaBIATH (DAKTH, SBUILIA, [Tpa-
BUJIA, J111, B pe3yJIbTaTl YOr0 BUHUKAE MPOOJIEMHA CUTYyallis;

—  CIOHYKaHHS CTYACHTIB /10 MOINEPEIHBOT0 y3arajbHEHHS HOBUX (ak-
TiB. 3aBJIaHHs MICTUTh HOBHI MaTepiall, nepeadayae NOpIBHSIHHS NEBHUX (hak-
TiB 1 SIBUIII Ta 31HCHEHHS CAMOCTIMHOTO y3arajJbHCHHS.

— 03HaOMJICHHS 3 (paKTaMH, SIKi MaIOTh HE3PO3YMUIMM XapakTep 1 Mpu-
3BEJIM JI0 YTBOPEHHS HaYKOBOi mpoOsemu. Sk mpaBuiio 1i GpakTH 1 SBUIIA CyTIe-
pedaTh CTYACHTCHKUM YSIBJICHHSIM 1 MOHATTAM, 110 MOKHA MOSICHUTH HEIOCTaT-
HIMH TIOTICPEAHIMH 3HAHHIMU.

— oprasizaiisi MDKIIPEIMETHUX 3B’S3K1B, OCKUJIbKM HaBYAJIbHUIM MaTepi-
aJI IEBHOTO MpeaMeTa He 3abe31euye CTBOPEHHS MPOOJIEMHOT CUTYaITIi.

—  BapiloBaHHS 3aBJaHHS, epedpasyBaHHS MUTAHHS.

CtBOproro4M pi3Hi MpoOJEMHI CUTYaIllli, BBAXKAEMO 3a JOIIJIBHE TIOTPUMY-
BAaTHUCh MEBHUX MpaBWJ iX YKJIaJaHHSI. A came: BUKOHAHHS 3aJlaHHSI TTOBUHHO
nepeadayaTy OBOJIOJIIHHS HOBUMHU 3HAHHSIMH, YMIHHAMH, TPAKTUYHUMU HABUY-
KaMH; caMi 3aBJIaHHS MAlOTh BIJIOBIATH 1HTEIEKTyaIbHUM MOXJIHUBOCTSIM CTY-
JICHTIB; MICTUTH IOCTOBIPHI Ta peajiCTUYHI MpOOJIeMHU, SIKI NPE/ICTABIAIOTh 1H-
Tepec JIJIsl Cy4acHOTO CYCIIJIBCTBA, HAYKU Ta OCBITH; MepeadayaTy KOMILIEKCHE
iX BUpIIIEHHS, aHATI3 1 y3arajlbHEHHSI BUBUYEHOI'O i 310paHOr0 CaMOCTIHHO Ma-
Tepiady 3 METOI BiIHAXOJKEHHSI ONTHUMAJIbHOIO IUIAXY JIOCATHEHHS MOCTaB-
JIEHOT METH; MaTh MDKIUCHUIUTIHAPHUN XapaKTep; MOTHUBYBATH CTYIEHTIB [0
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CaMOBJIOCKOHAJICHHSI I CAMOOCBITH; MepeadadyaT mpaBo BUOOPY I MOXKIUBICTD
KOHTPOJIIOBATH TPOIEC; HANAIITOBYBATH Ha CIIBIPAII0, BCTAHOBJICHHS MapT-
HEPCHKUX CTOCYHKIB OJIUH 3 OJJHUM 1 3 BUKJIaJladyeM; CTUMYJIIOBATH I13HABAIbHY
TISUTBHICTD CTYIEHTIB, HaJAAI0UU iM CBOOOIy BUOOPY ¥ CAMOCTIMHOCTI.

Y npo0reMHOMY HaBYaHHS LIEHTPAIBHOIO JIAHKOIO € IPOOJIEMHA CUTYAITisl.
Big Toro, Ha CKUIBKY BAaj0 BOHA CTBOPEHA, Oarato B YoMy 3aJICKHUTh YCITIX Ha-
BUYAJIBHO-T13HABAJILHOTO Tpoiiecy. ToMy BUKIaaaueBl CIII;

—  CTBOpIOBaTH MpOOJIEMHI CHUTyalli Ha peajbHOMY >XUTTEBOMY Ma-
Tepiaii, SIK Ha ICTOPUYHOMY, SIKUM OMKMCAHO B JITEPATypl, TaK 1 HA Cy4YaCHOMY,
aJjie B KOJJHOMY BHUIIQJIKy BOHH HE € JIOBIJILHOIO PO3YMOBOIO KOHCTPYKIII€IO;

—  mpoOsieMHI cUTyallil CIiJl HAPABIATA HA CTUMYJIIOIOUYE MUCIICHHS,
sIKe HE € CaMOIIJLIIO, TaK 5K 1y BCIX BHUIAJKaX LU0 BUCTynae GOpMyBaHHS y
CTYJICHTIB HAaBUAJIbHUX HABHUYOK POOOTH, KOMYHIKAaTUBHUX BMiHb, HEOOX1THUX
JUTSL TIOBCSIKJIEHHOT O SKUTTSI 3HaHb 1 BMIHb 1X 3aCTOCOBYBATH;

—  KOHCTPYIOBaTH MPOOJIEMHY CHUTyaIlll0 B TakKWil crociO, mo0 ii 3micT
y3rO/KYBaBCSl 3 TEOPETUYHUMU 3HAHHSIMH CTYJEHTIB. SIKIIO CTYIEHTH HE Ma-
I0Th SIKUXOCh BHUXIJTHUX TEOPETUYHUX 3HAHb, BUKJIAJAa4yeBl MOTPIOHO HUIIXOM
PO3’SICHEHDb JIONOBHUTHU 3HaHHS, IKUX HE BUCTAYa€, MEepIl HI)K BOHU BI3bMYThCS
110 BUpIIISHHS TIPOOJIEMHOI 3a1a4i;

—  mpoOJIeMHY CHTYallilo Ciifi BUOYJOBYBaTH Ha 3HAKOMOMY MaTepiaii,
SIKUH paHillle He aHaJi3yBaBCs;

—  1poOJieMH1 cuTyalli 000B’SI3KOBO CHUPAIOTHCA HA MEBHUM MPAKTUY-
HUH 1OCBIJ] CTY/ICHTIB;

—  (dopMyIIOBaTH MUTAHHS TaKUM YUHOM, 1100 BOHHU JiHCHO OyJd Mpo-
OJIEMHMMH 1 BUKIIIOUANM OYyJllb-KYy CIpOoOy OOINTHCS 3aBYCHUM MaTepiajioM 1
noTpeOyBajau CaMOCTIMHOTO MUCJIEHHS, TBOPYOi MOO1II3aIlli BCIX paHilIe OTpH-
MaHUX HUMU 3HaHb, SIKI MO’KHA BUKOPHUCTATH JIJIsl MPABUIIHHOI BIJNOBIAL HA Ja-
HE MUTaHHA-TIPOOJIEMY;

—  TpH CKJIaJaHHI NMpoOJeMHUX NMUTaHb CIiJ] BPaxOBYBaTH, IO YCl IH-
TaHHS MOBUHHI MOTpeOyBaTH ab0 MOSCHEHHS TUX YM 1HIIUX SBUIL, a00 J0Ka3iB,
TEOPETUYHOTO OOTPYHTYBaHHSI MPaBAUBOCTI BIJIOMUX IOJIOXEHb, 110 BHBYA-
FOTHCA B JaHINA TEMI.
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BaxiiBoo yMOBOIO po3pOoOKH MPOOJIEMHOI CUTYaIlil € MOCTiA0BHA CUCTe-
Ma i1 BIpOBa/KEHHSI Y HaBYAJIbHUU Tpoliec. BBaxkaeMo 3a Jo1iJIbHE HABECTH
paBuia, SKi BU3HAYAIOTh MOCTiIOBHICTH MPOOJIeMHUX CUTYANii.

1. IIpogymytoun mpoOJieMHY CHUTyallio, Tpeba po3poOUTH CUCTEMY
3aB/laHb, siKa O cIyryBaja MiAIPYHTSIM CTBOPEHHS caMoi MPoOJIeMHOI CUTYyallii.

2. Po3pobnena cucrtema npoOJEeMHUX 3aBAaHb MOBUHHA OXOILTIOBATH
MOBHICTIO BCIO TEMY, 1110 BUBYA€ThCs. L5 cuctema mae 3a0e3nedyBaTu mociijo-
BHHI PO3BUTOK 3HAHH 1 BMIHb.

3. Ha pi3Hux eramax BUBUYEHHS MEBHOI TeMU MPOOJIEMHI CUTYyaIlil BU-
KOHYIOTb pi3H1 IuaakTuuHi QyHkuii. Ha mouyarkoBoMy erami npoOiemMHa cuTya-
1is1 Mae 3a0€3MeUnTH Mi3HABAJIbHY NOTpeOy onaHyBaTtH Temy. [IpoGiemHi curty-
aIrii, siki IepeyrTh OBOJIOAIHHIO CUCTEMOIO 3HAaHb, € OCHOBHUMH a00 TEMaTH4-
HUMU. HacTymHi KOHKpeTHI poOJeMHI CUTYyaIlii CIyTyloTh MOAAIBIIOMY OTpa-
I[IOBAaHHIO OCHOBHOTO MPOOJIEMHOTO 3aBIaHHs, SIKE€ MOTpeOye HE OKPEMUX KOH-
KPETHUX 3HaHb, & YCIET CUCTEMU 3HAHB 1 BMIHb, IIIO OMTAHOBYIOTHCS.

4. IpobreMHi cutyarli TOBUHHI MICTUTH KOHKPETHI MOCTYTOBI1 KPO-
KM OINaHyBaHHS HOBUMHU 3HAHHSIMU Ta JIAMH, K1 Ma€ 3IMCHIOBATH KOXHUU
CTYACHT 3aJIeKHO BiJI CBOIX MOXKJIMBOCTEH.

5. BapTo BUOKpEMUTH OCHOBHI 3HAHHSA 1 J1i ¥ BUSHAYUTH iX ONTUMA-
JIbHO €()EeKTUBHY MOCHIAOBHICTh 3aCBOEHHS, IO CTUMYJIOBATUME Ii3HABAIbHY
TISUTBHICTD CTYCHTIB.

Cnin 3ayBakuTH, 110 TpoOJIeMHa CHTYyaIlis TOBUHHA BUKIWKATH 3aIliKaB-
JIHICTh Y CTYJIEHTIB, Oa)KaHHsS Y BCbOMY po3iOpatuch camoctiiiHo. Tomy iH(o-
pMarlisi, sSIKy BOHH OTPUMYIOTh y pe3yJbTaTl BHUPIIICHHS MpOOJIeMH, MTOBHHHA
MaTH OCOOWCTICHY 3HAUYYIIICTh, OYTH BAXJIMBOIO B HABUAJHLHOMY TUTaHI U Mpak-
TUYHOMY 3aCTOCYBaHHI.

Xouya kopinHa [TOH moxyTh OyTH mpocTexeH1 BiJf METOIIB TaK 3BaHOTO
I[IJIbOBOIO HaBYaHHs, skl Oysu 3ampornoHoBaHl JIx. J[proi 1 loro mociiJoOBHU-
KaMu, HalaKTUBHIIIE IS MeJaroriyHa CTpaTerisi cTajga pO3MOBCIOIKYBATHCS B
CIIA 3 gpyroi nmonoBunu 1960-x pokiB. CTpyKTypa BUKJIaJaHHs, sKa Oyia po-
3pobiiena B 3axigHoMy yHiBepcuteTi KaniopHhii Ta kaHaICbKOMY YHIBEPCHUTETI
MakMacrtepa, 3apa3 CIyrye OCHOBOI 0OaraThb0X HaBUaJbHMX PEKOMEHJAIH 1
BUKJIQJIAlIbKUX TJIAHIB y MPOBIAHUX BUIIMX HABUYAJIBHUX 3aKJajax CBITYy. €Bpo-
NEeNChbKl TpaJauiii B MpOoOJIEeMHO-OPIEHTOBAHOMY HaBUaHHI PO3BHUBAJIMCS Mapa-
JISNBHO 1 HE3aJeKHO Bl MIBHIYHOAMEPHKAHCHKOTO Miaxony. HaitaktupHirie
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[TOH po3pobmsieThes 1 3aCTOCOBYEThCS B yHIBepcuTeTax Maactpuxta (Himep-
nauan), OnpOopra 1 Pockunbaa ([anis). IIpobieMHO-OpieHTOBaHE HaBYAHHS
IIMPOKO BUKOPUCTOBYETHCSA 1 B ABCTPATINCHKUX YHIBEPCUTETAX.

Peagizaunis mpo0ieMHO-OPIEHTOBAHOTO HABYAHHS CKJIAAAETHCA 3 JEKiJb-
KOX €TariB:

I. ITnanyBaHHs:

— (hopmyIIIOBaHHSA NMPOOIEMU;

— BHUBUYCHHS CTYJEHTCHKHMX CTWJIIB HaBYaHHS, BU3HAUYECHHS, 10 IM BXKeE Bi-
JIOMO, 1 SIK Tepen0auynuTH MOTpeOr HaBYAHHS;

— BU3HAUYEHHS Pe3yJIbTaTiB HABYaHHS;

— MPOXOJPKEHHS YChOTO IMPOLIECY PO3B’s3aHHS MPOOJIEMH 3 METOIO Iepe/l-
OadeHHsI MOXXJIMBUX MUTaHb CTYJCHTIB, HANPSMIB, SIKI BOHM MOXYTbh 0OpaTH 1
BHUSBJICHHS OTECHIIMHUX 3001B;

— miaoip HeOOXITHUX MaTepiaiiB, BKIOYaroun [HTEepHET-pecypcH, Bpaxo-
BYIOYHM MOXJIMBI TUTAHHS CTYJICHTIB.

II. ITponec:

— pO3MOALI CTYIEHTIB MO Ipynax (3a IHTepecamu, CTUJIEM HaBYaHHsI, BMIH-
HSMHU Y4 TIOE€JHYIOUU PI3HI (DaKTOpH) ISl MOKPALIEHHS MPOLECY BUPIIMICHHS
npobieMu;

— BHUOKPEMJICHHS Halle()eKTUBHIIIUX HUISIXIB PEryJIIOBaHHA POOOTH Malie-
HBKOI IpyIH;

— e()eKTUBHE 1HTErpyBaHHs B HABYAJbHUIN MPOLEC TEXHOJIOTTYHUX IHCTPY-
MEHTIB 1 PECYPCiB;

— po3po0Ka CTpaTeriyHUX 1HCTPYMEHTIB MIATPUMKUA HaBYAHHS CTYJECHTIB,
HAIMPUKJIAJ], CTBOPEHHSI B€O-CalTy 3 MpsIMUM MOCUJIAHHSAM Ha MOTPiOHI pecypcH,
BUKOPHUCTOBYBAHHSI 3aroJIOBKIB, 1100 CTYJIEHTH YITKO YSBJISUIM CYTh KOKHOT'O
eTary HaBYaHHS,

— MIATOTOBKA JI0 ONTUMAJIBHOTO BUKOPUCTAHHS TEXHOJIOT1i, 0COOIMBO, 5K
IHCTPYMEHTY PO3BUTKY, I 3aCTOCOBYBAaHHS HA MPAKTUIIl HOTPIOHUX HABUYOK.

Moaeasn nporiecy npo0IeMHO-OPIEHTOBAHOTO HABYAHHS MiCTHUTB!

1. 3naiioMcTBO 3 MPOOIEMOIO, CIIOCTEPEIKEHHSI 1 OOTOBOPEHHS OTPUMAaHO1
1H(pOopMaIlli: CTyJIeHTaM MPOMOHYETHCS OOTOBOPUTH MPEACTABICHY BUKIaIaueM
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2. @opMyIOBaHHS MUTaHb, 171eH 1 TIMOTe3: I KPauoro po3yMiHHsS IpO-
0JIeMU CTy/I€HTH BUKOPUCTOBYIOTh 3HAHHS 3 MONEPEAHBOIO JKUTTEBOTO JOCBITY
Ta 3’SICOBYIOTbH, 1110 3aJUIIAE€THCS HEBU3HAUYCHUM 1 (POPMYIIIOIOTh MUTAHHS JJIs
MOAAJIBIIOTO AOCI1HKEHHS.

3. 30ip iH(popMmaIrii a1 BUPIIICHHS TPoOJIeMH: PO3MOILIT pojcH 1 3aB/IaHb,
MOITYK He0OX1aHO1 iH(popMarlii, caMOCTIifHE HaBUYaHHS.

4. Ilnan nmiil: CTyIeHTH 1HTETPYyIOTh OTpUMaHy iH(OpMaIlio, MOPIBHIOIOThH
pe3ysbTaT, OOMIHIOIOTHCS ApryMEHTaMu Ta MPOMNOHYIOTh IUISAXH PIIIECHHS
npoOaemMu.

5. Peduiekcisi: cTyneHT 00roBOpIOIOTh, SIK1 3HAHHS 1 HABUYKHU BOHU HaAO0Y-
JIM B MPOIIeC] BUPILIEHHS MPo06JieMHU, IPOBOASTH CaMO 1 B3a€MOOLIIHIOBAaHHS.

III. Ominka:

— CTBOPEHHSI MOJIMBOCTI JJIsl CaMOaHali3y, OI[IHKYA TPy, OL[IHKK BHUKJIa-
1ava i OJHOTPYIHHKIB;

— po3pobOka eHeKTUBHOT METOJIMKH OI[IHIOBAHHS, Y CITIBBIIHOIIICHH] 31 CITO-
coOOM HaBYaHHS, 3MICTOM JUCLUIUIIHYU ¥ pe3ybTaTaMu MPOrpaMu;

— 3a0e3neyeHHs] e(PeKTUBHUMH 1HCTPYMEHTAMH OL[IHIOBAaHHS 3 aKIIEHTOM
Ha MOCTINHY OIIIHKY 3aBJIaHb KypCY;

— 3aMpOBa/KEHHS TIOCTIMHOTO OLIIHIOBAHHS SIK HEB1JI'€MHOI YAaCTHHH IPO-
IleCy BUKJIaJJaHHS 1 HABYAaHHS.

VY nporeci BUpilieHHs] TPOOJIEMHU KOKEH CTYJIEHT BUKOHYE MEBHY KOMaH/-
HY POJib, SIKa 3MIHIOETHCS 3 KOKHOIO TPOOJIEMHOIO CUTYAIIi€l0, a00 3K MPOTATOM
BUpIIIEHHS OAHIET MpoOsiemMu (3a meBHUX yMoB). Lle Moxe OyTu:

1. Jlimep komaHau, IKUI Kepye POOOTOIO CTYJEHTIB.

2. Cexkperap, skuii pikcye TyMKH, BUCIOBIICHI B X011 OOTOBOPEHHH.

3. BukoHaBuMii TUPEKTOp, SKUU BUCIYXOBYE, NENErye, MATPUMYE, 30-
CepeKye Ha MUTaHHSX.

4. JlociigHUK, SIKUM BUKOPUCTOBYE Pi3HI JpKepelia, BMi€ BU3HAYATH TOT-
pi0OHY 1HpOpMALLiTO.

5. Jlronuna, sika CIAKY€E 32 4acoM 1 TepMiHAMU BUKOHAHHS 3aB/IaHb.

6. IlpencraBHHK — JIFOIUHA, KA IPEICTABIISIE POOOTY IPYIIH.

7. JlromuHa, sika poOUTH 3aKIIOYHI BUCHOBKM W BH3HAYa€ HaWKpariui
BHOID.
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8. KpeaTuBHuUi1 KOHCYJIBTAHT, SIKWUW BIJNOBIJIa€ 32 TBOPYE MPEICTABICH-
HS pe3yIbTaTiB KOMaHIHOT pOOOTH.
9. IOpuan4HMII KOHCYIBTAHT, IKUW TIEPEBIpsI€ TOTPUMAHHS TPABUI IIUTY-
BaHHJ 1 IocuyIaHb Ha niepmopkepena (Beringer, 2007).
3a ipo06JIEeMHO-OPIEHTOBAHOTO HAaBUAHHS POJIb BUKJIa1aua-ThIOTEPA TOJISTAE
y CTUMYJIIOBaHHI TPYIU 0 MPOBEACHHS OUIBII A€TaIbHOTO JOCIIKEHHSI, BUKO-
HaHHI 000B’s3KIB (pacuimiTaTopa HaBYAIBHOTO TMpoIiecy H (GopMaTbHOTO KOHTPO-
JIFOBaHHI OKPEMHX CTYJIEHTIB y Tpymi. [ismpHICTH menmarora nepeadayae mosic-
HEHHS 3MICTy HaWOLIBII CKIaAHUX MOHATh, CACTEMAaTUYHE CTBOPECHHS MPOOJIeM-
HUX CHUTYyaIlii, MOBIAOMJICHHS HaBYAJBHUX (DaKTIB, OpraHizaililo HaBYAJILHO-
Mi3HABAJILHOT TISUTBHOCTI TAKUM YMHOM, 11100 Ha OCHOBI aHaJIi3y (DaKTiB CTYJACHTH
CaMOCTIMHO MOTJIM CTBOPIOBAaTH BHUCHOBKU M y3arajibHEHHs, (JOpPMYJIOBATH 32
JOTIOMOTOIO TIeAarora MeBH1 MOHSTTSI, 3aKOHHU.
[1lix yac po6oTH 3 rpynor0 BUKIIAAay (TbIOTEP) TOBUHEH:
— CHpPUSTH B3a€MOJIT MK CTyJICHTaMU ¥ CIIBMpalll B Tpymnax sl 10Cs-
THEHHS IIJICH;
— YB&)XHO BHUCIIYXOBYBATH CTYJEHTIB 1 TOTYBATH iX JO HOBUX MPOOJIEM;
— 3aJaBaTH MMUTAHHS 1 CIIOHYKATH JI0 OOrOBOPEHHS;
— TIOSICHIOBATH SIKUM YHHOM OPraHi30BaHO HaBUAJLHUI MaTepia;
— CJIIKYBaTH 3a MIPOTPECOM 1 BUKOHAHHSIM.
Trr0oTEpy CIIiJl yHUKATH HACTYITHUX JI1iA:
— BHUCTYHNaTH B SIKOCTI KEPIBHUKA, TOJIOBU;
— YUTaTH JEKIlii Ha TpaauIliiHIA OCHOBI,
— HaB’sA3yBaTH TPYIl CBOI 3HAHHS 1 CTAHAAPTH, a JOTMIOMAaraTu CTYICH-
TaM CaMHUM BUBYATH MPOOJIEMY.
Jlo kommneTeHuiil Bukianaya-hacuaiTaTopa HajaexKaTh:
— BOJIOJIHHS BHYTPINTHBOIO MOTHBAIlII0, TOOTO MIIIHOIO BIPOIO B IMiAXII,
30pI€EHTOBAHUI Ha CTY/ICHTA,
— OOI3HAHICTB, SIK pO3pOOUTH rapHy MPOOJIEMHY CUTYAIIIIO;
— BOJIOJIHHS 3HAHHSAMHU 3 MPEMETa 1 BHYTPIIIHIMHU pecypcamu;
— 3JaTHICTh €(EKTUBHO CYIPOBOJKYBATH MPOIEC HABYAHHS, IOTIOMOT-
TH CTyJCHTaM CaMOCTIHO BECTU BJIACHY IMI3HABAJIbHY IISJIbHICTH 0€3 HaaMip-
HOTO KEpPIBHUIITBA Ta HACTAHOB;

— aJleKBaTHE KepyBaHHS poOOTOIO B TPy,
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— yMiJe crpsIMyBaHHS CTYJEHTIB A0 JOJATKOBUX PECYPCIB;
— 3JaTHICTh €(EKTUBHO 3aCTOCOBYBAaTHM TEXHOJIOTIi B SIKOCTI iH(pOpMa-
HIHHOTO JuKepena Ta iHcTpyMeHTy po3Butky (Dmitrenko, 2016).

OT1xe, mpoOJIeMHO-OpIEHTOBaHE HAaBYaHHS J103BOJIsIE (POPMYBATH Ta 3aKpi-
IUTIOBATH HABUYKH, PO3BUBATH BMIHHS, IOCSATaTH KOHCEHCYCY, OPIEHTYBATHUCS B
iH(OpMAIIHHUX TTOJISIX Ta MUKAUCIUIUTIHAPHUX cUTyallisX. OHIE€I0 3 TOJIOBHUX
Bumor [IOH € akTuBHE CIIBPOOITHHUIITBO 3 METOIO BCEOIYHOTO BHBUCHHS IIPO-
OnemMu Ta (POpPMYBaHHS >KUTTE3ZATHUX pIllIeHb. 3aCTOCYBaHHS MPOOJIEMHO-
OpIEHTOBAHOT'O HABYAHHS MOXJIMBE y Oyb-sIKil raiay3i HayKH, aje BUMarae pe-
TeJIbHOI MIJATOTOBKM B OpraHizallli HaB4aJlbHO-BUXOBHOTO MPOILIECY i BpaxyBaH-
HS 0COOJIMBOCTEH BUBUYEHHSI, sIKI PUTaAMaHHI Tiil 4M 1HIIN JUCIIUTLUTIHI.

[Ipouiec BUBUYEHHS 1HO3EMHOI MOBU MOX€ CTaTH €(PEKTUBHILIUM 3a JIOTO-
MOTOI0 3alPOBAKEHHS MPOOJIEMHUX CUTYyalll 0 HaBYaibHOro mpouecy. [IOH
PO3MIISIIAETHCS K TMPUHITUIT HaBYAHHS 1 SIK HOBHM THIT HaBYAJIBHOTO TPOIIECY,
SIK METOJI HaBYaHHS 1 K HOBa AMJIAKTUYHA cucTema. [IpobieMHICTh, K NpiopH-
TETHUN HampsiM OCOOMCTICHO-OPIEHTOBAHOIO IMIJIXOJy B HaBYaHHI 1HO3EMHOI
MOBH, MOXKE peajli30ByBaTHCs Ha BCIX PIBHSIX OpraHizailii HaB4aJbHOTO MaTepi-
aly W camMoro HaB4aJbHOTO mporiecy. [IpobnemHa momaua martepiaidy crpuse
M1JBUILIEHHIO €()EKTUBHOCTI MPOLIECY HAaBUAHHSI, OCKUIbKU 1I€ CTUMYJIIOE PO3Y-
MOBY JAISUTHHICTH, CAMOCTIHHUHN TOIIYK 1H(GOpPMAIIi 1 MparHeHHs 10 aHalli3y Ta
y3araibHeHHs. [IpuHIUI mpo6aeMHOCTI 30/IMKY€E Mk COOOI0 MPOIeC HaBYaAHHS
3 MPOLIECOM IMi3HAHHS, JOCIHIJKEHHS, TBopyoro MuciieHHs. CyTh akTuBi3allii
HaBYAJIBHOI JISUTBHOCTI 3aco0aMu MPOOJIEMHOTO0 HAaBYaHHS IOJISATAaE HE B 3BU-
YyaiiHiil pO3yMOBIM aKTUBHOCTI 1 MUCJIEHHEBUX OIEpalisix 3 pO3B’sI3aHHS CTEpe-
OTHIHHUX 3aJlay 1 BUKOHAHHS PEMpPOIYyKTUBHHUX 3aBJaHb, & B aKTHUBI3allll MHC-
JICHHS [IUISIXOM CTBOPEHHS NMPOOJIEMHUX CUTYallii, y ¢opMyBaHHI Mi3HaBaJIbHO-
ro 1HTepecy W MOJIETIOBaHHI PO3YMOBHUX MPOIECIB, 5IKI 00YMOBIIIOIOTh CIIPABXK-
Hii TBopumi miaxia. [Ipu nboMy HopMyrOThCS HaBUYKHU IMOIIYKOBOTO, AOCTI-
HOTO MiXOAY /10 PIIEHHS TEOPETUYHUX a00 MPaKTUYHUX MpoOJieM. 3acTocy-
BaHHSI MPUHIUITY TPOOJIEMHOCTI JO3BOJISIE BAapiIOBATH HABYAJILHUM MaTepiai,
IPUHOMH BHUKJIQJaHHS 3 YpaxXyBaHHIM 3MICTy OCBITH, ()OpM opraHizallii HaB4a-
JBHOTO MPOLECY, PIBHS 3HAHb CTYJEHTIB, 1X MIATOTOBJIEHOCTI 10 CAaMOCTIIHOTO
poboTH.

[Ipo6GnemMHo-OpieHTOBaHE HaBYAHHS HAa 3aHATTI 3 IHO3EMHOI MOBH JI03BOJISIE
PO3BHUBATH TBOPYY AKTUBHICTH CTYJEHTIB, MIJBUIYBAaTH iX MOTHUBAIil0, CAMOC-
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TIAHICTB, MOIH(OOPMOBAHICTh MIPO 3MICT MalOyTHBOI mpodecii, po3BUBATH MHUC-
JeHHeBI BMiHHS. HaitOoinpi eekTUBHUM y MPOIIeCi BUKIAAaHHS 1HO36MHOI MO-
BU € PO3BUTOK IHIIIOMOBHOI MpodeciiiHol KOMyHIKaTUBHOT KoMmrieTeHii. [Ipu
bOMY 3aBJIaHHS B MPOOJIEMHO-OPIEHTOBAHOMY HABYaHHI MalOTh SICKPABO BH-
pakeHuid npodeciiiHuii xapakTep, a BUKIAJACHHS NpooOsieMu, OOIpyHTYBaHHS il
aKTyaJdbHOCT1, OTUC METO/IIB 1 XOAy AOCTIIXKEHHS, MPECTABICHHS BUCHOBKIB 1
pe3yabTaTiB BiI0YBa€ThCS 3 aKTUBHUM BUKOPUCTAHHSM JIEKCUKH Ta (ppa3eostorii
iHO3eMHOi MOBH. [IpoGyiemMH1 cutyallii 3 BUKOPUCTAHHIM 1HO3EMHOT MOBH JI0-
3BOJIAIOTh AKTHBI3YBAaTH PO3YMOBY IiSIbHICTH CTyJeHTIiB. [IporpaBanHs Ha 3a-
HATTSX 3 1HO36MHOT MOBH BEJIMKOI KUIBKOCTI PI3HOMAHITHUX CHUTYAIli SIK YCHO-
ro, Tak 1 MUCEMHOTO CIIJIKYBaHHS, JOIMOMAaratoTh CTyJI€HTaM IHTETPyBaTUCS B
MpoIleC 1HIIOMOBHOI TpodeciitHol afanTailii 1 OyTH TOTOBUMH 10 peaytiil Maii-
OyTHBOI TpOQeCiiHOT AISITHHOCTI.

3acTocyBaHHs MPOOJIEMHO-OPIEHTOBAHOTO HAaBYaHHS Ha 3aHATTAX 3 1HO3E-
MHOI MOBHU JIOlIOMarae IykaTd e(eKTUBHIII NIUIAXU ¥ crocoOu nepedynoBu
PEnpoyKTUBHOTO MUCJICHHS Ha POAYKTHUBHE, TBOPUE.

Cneundika npeamery «[HozeMHa MOBa» 1 CTyIiHb HOr0 CKIJIaJHOCTI 00Y-
MOBJIIOIOTh 3aCTOCYBaHHS IMPOOJIEMHO-OPIEHTOBAHUX 3aBAaHb, SIKI CHPUSIOTH
ONTHMI3aIlii MOBJICHHEBOI JISTILHOCTI CTYJEHTIB 1 ()OPMYBaHHIO BMiHb MPAKTH-
YHO BUKOPUCTOBYBAaTH 1HO3EMHY MOBY $IK 3aci0 CHUIKYBaHHS, MiJABUIIYIOThH
e(eKTUBHICTh HABYAIBHOTO MPOIECY U MO3BOJSIOTH JOCITTH KpaIluX Pe3yJib-
tatiB. PoOoTa Haj mpoOJEMHUMHU CUTYaIlIIMHU Ja€ MOXKJIMBICTh CTyJACHTaM aK-
TUBI3yBaTW IMi3HaBaJbHI MOTPEOU, PO3YMOBO-MOBJIEHHEBY AiSUIBHICTB, Kpalle
3aCBOIOBATH HOBHI MaTepiall.

Y KOHTEKCTI BUBUEHHS 1HO3€MHOI MOBHU OCOOJIMBY 3HAUYIIICTh HAOYBaIOTh
Takl Tpylnd NOpoOJIEMHUX 3aBJaHb: IMONIYKOBO-rpOBI, KOMYHIKaTUBHO-
MIOITYKOBI, KOMYHIKaTHBHO-OPIEHTOBAHI, M13HABAIHHO-TIOIIYKOBI, KyJIbTYpOJIO-
riufi. /o OCHOBHHMX BIacCTUBOCTEN MPOOJEMHUX 3aB/IaHb HAJIEKATh:

1. ABTEHTHYHE CHUIKYBaHHS Ha 3aHSTTI.

2. AKXTyalbHICTb 3aBJaHHS JJISI YYaCHHKIB.

3. CkJagHICTh 3aBJAHHS.

4. TadopmariiiiHa HEpIBHICTh MapTHEPIB (YUACHUKH, SIKI MAIOTh Pi3HI 1H-
TepecH, pi3H1 3aXOIJICHHS JOMOBHIOIOTH OJUH OJHOTO).

5. TBopuwuii xapakrep.
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Jliist Toro, mo0 pO3BUHYTH Y CTYJICHTIB KOMYHIKAaTUBHI BMIHHS 11032 MOB-
HUM  OTOYEHHSM,  HEJOCTaTHbO  HAINOBHIOBATH  3aHATTA  YMOBHO-
KOMYHIKaTUBHUMH 200 KOMYHIKaTUBHUMU BIIpaBaMH, SIK1 JJO3BOJISIOTH BUPIIITY-
BaTH KOMYHIKATHBHI 3ajJadi. BaXXJIMBO 3ampomnoHyBaTH CTyA€HTaM MUCIHUTH,
BUPIIITYBATH MPOOJIEMH, K1 MOPOKYIOTh TYMKH, MIPKYBaHHS HaJl MOXJIHBUMU
[UIIXaMU PIIIEHHS UX TMpo0JieM 3 THM, 100 CTYJACHTH aKICHTYBaJIu yBary Ha
3MICTI BUCJIOBJIFOBaHHS, 1100 y LIEHTP1 yBaru Oyyia 1ymMKa, a MOBa BUCTyMajia y
CBOIH mipsaMil QyHKIT hopmyBaHHS 1 HOPMYITIOBAHHS IUX TYMOK.

[1in yac 0OroBOpeHHs TEOPETUYHUX 1 TPAKTUYHUX MPOOJIEM HA 3aHATTIX 3
AHTJIICHKOT MOBH JIOIUJIBHO BUKOPUCTOBYBATH METOJ TUCKYCIi 151 OOMIHY J10-
CBIJIOM MIX CTYJEHTaMHU, JJIs1 YTOYHEHHS W Y3TOJKEHHS MO3UIINA yCiX y4acHH-
KiB 0OTOBOpEHHSI, JIJIsi BUPOOJICHHS €IMHOTO MIAXOAY /10 aHai3y MEeBHOTO SBH-
1A Ta 1H.

Metoa HaBUaNBHUX JUCKYCIH MOKpAIy€e 1 3MIITHIOE 3HaHHSI, 301JIbIITyE 00-
CSIT 3aCBOIOBAHOI 1H(OpMAIIii, pO3BUBAE BMIHHS CliepeyaTUCs, IOBOAUTH, 3aXU-
IIaTH 1 BIZICTOIOBATH CBOIO TOYKY 30pY, a TaKOX MPHUCITYXOBYBATHUCS 10 TyMKHU
1HIITHX.

Jluckycis moTpedye HaJIe)KHOI OpraHizallii, ToMy BUKJIaJa4eBl CIiJ 3aBYa-
CHO CKJIACTH IUIaH ii mpoBeJieHHs. B HbOMy 3a3BHUYall epen0ayaroTh:

— JICKUIbKa KJIIOYOBHMX MUTAHb 1 OJIOKIB (MO 3-4 101aTKOBUX MUTAHHS JI0
KOXXHOTO BY3JIOBOTO), 32 JIOTIOMOTOI0 SIKUX ONAHOBYIOTh OCHOBHUM 3MICT TEMU;

— BCTYI, CIPSMOBaHUI Ha 3aB’ 3Ky AUCKYCIi;

— OCHOBHI apryMeHTH W Te€3H, Kl OyyTh TOJIOBHUMU OpPIEHTUpaAMU Mij
yac 0OrOBOPEHHS,

— 3aBIaHHA JJI HAWOUIBII YCHIIIHUX CTYICHTIB, sIKi Iepen0adaroTh B3AT-
TS Ha ceOe POl ONMOHEHTIB 3 HU3KU KIIOYOBHMX IMTO3UIINA. [HOI OCHOBHI MHUTaHHS
Oo(pOPMITIOIOTHCSI Y BUIVISAJI CHCIIAIBHAX CXEM, B SIKUX JIMIIE OJHE 3 TPhOX-
YOTUPHOX TOJIOKEHD € BipHUM. HeoOXiIHICTh BUOOPY NPOOYIKy€e aKTUBHICTh MU-
CJICHHS1, 0a)KaHHS TIOJIUCKYTYBaTH, BUCIIOBUTH BJIACHY TOUYKY 30DY.

Jluckycis Mae MEeBHY IWHaMIKy, B SIKIM SIBHO BUIUISIOTBCS TPU €TaIlu:
3aB’s13Ka, KOJICKTUBHE OOTOBOPEHHS, MABEACHHS TT1JICYMKIB.

3ap’s3ka auckycii. Tema nponoHyeTbCsl y BUTIISAI1 pO3YMOBOI 3aj1a4i, BU-
PIIATH Ky OJHO3HAYHOIO BIAMOBIIII0 HEMOXKJIMBO, aJke BOHA MOTpeOye po3-
IyMiB, SKI JalOTh Pi3HI BapiaHTH BIAMOBiAl. 3ajadi MarOTh BIAMOBITATH 1HTE-
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pecaM 1 BIKOBUM MOTpedaM CTYAEHTIB. 32 TAKMX YMOB JIUCKYCisl CIIPUNMAETHCS
SIK )KUTTEBA, aKTyaJibHa Ta Baroma.

Y BCTymHOMY CJIOBI BUKJIa/1a4 HE IPOCTO MPOIOHY€E BUCTYIIUTH, B1MOBIC-
TH Ha 3allUTaHHS, a CTBOPIOE 1HTEIEKTYyaJbHO-EMOIIIMHY aTMoc(depy, sika cro-
HYKAa€ YYaCHUKIB JUCKYCIii BUJIBHO BHUCIJIOBJIOBATHCS, CTaBUTH HOBI NMUTaHHS,
OyTH aKTUBHHUMHM 1 JONMUTIMBUMH. BUKIIanay CTUMYIIOE AMCKYCII0O Ha TOpPIB-
HSHHI ABOX 200 O1bIIIe yMOK, 31CTaBJICHH] TO3UIIIH 1 BIAMOBIAHUX apTyMEHTIB.
He menmm eexTHBHUMU € 3aBIaHHSI, OPIEHTOBaHI Ha TOIIYK MIPUYHUH 1 MOTHBIB
NEBHUX MOJIN Ta pillleHb, Ha MPOTHO3YBAHHS MOXJIMBUX PE3yJIbTaTIB 1 HACTIA-
KiB. PO3B’s13aHHA Takoro poay npoosem € 100poro 6a30r0 A1 AUCKYCIH.

KosnexkTuBHe 00roBopeHHsi. [3 3a1y4eHHsIM CTYJIEHTIB 10 CHUIBHOIO IO-
IIYKY BUPIIICHHS MOCTABJICHOI MPOOJIEMU 3’ ABISIETHCS 3MarajibHUM AyX 1 3alli-
KaBJICHICTb.

JlJis KepiBHMIITBA TUCKYCI€I0 BUKOPUCTOBYIOTh Yy TOMY YHCIII TakKi MpHUiio-
MU

— «NIAKUAAHHS JPOB Y MIY», TOOTO CTUMYJIIOBAHHS IPOLIECIB KOJEKTHU-
BHOTO MUCJICHHSI IIIJISTXOM TPOTIOHYBaHHS 3alMTaHb, CUTYaIllil Ta MPUKIAIIB,
K1 OTPEOYIOTh CIUILHOTO 0OOTOBOPEHHS, 1] Yac SIKOTO BUCJIOBIIOIOTHCS Pi3HI
TyMKU Ta (OPMYJIIOIOTHCS BIJNOBI/IHI BUCHOBKU. BapiaHTOM 3acTocyBaHHS 3a-
3HAYEHOI'0 MPUHUOMY € CIJIbHE OOTOBOPEHHSI TOUKHU 30PY, BUCIOBIEHOI OJJHUM
13 YYaCHUKIB;

— CTUMYJIIOBAHHSI aKTUBHOCTI MOXBAJIOIO Ta BUSIBOM 1HTEpECY 0 BUCIIO-
BJIEHOI IYMKWU;

— 3ampoUIeHHS O AMCKYCil MAaCHBHUX CTYACHTIB LUISIXOM IOCTaHOBKH
pEJIeBaHTHUX IXHIM 1HAUBIIyaJIbHUM 1HTEpECaM Ta HaXWJjiaM 3allUTaHb;

— M AKE€ CTPUMYBaHHS 3aHAJTO aKTUBHHX YYAaCHUKIB TUCKYCIl HUIIXOM
MOCTAaHOBKU MMUTaHb, Kl BUMAralmTh 4acy Ha MEPEOCMUCICHHS 1 BIAMOBIAHOI
NpEeAMETHOI MATOTOBKHU, a00 XK Yepe3 NpsMi 3aKJIUKU A0 CTPUMAHOCTI;

— 3HATTS €MOILIITHOrO Hampy»XEHHs Ta HaBiTh KOH(MIIKTHUX CUTYyallli B
rpyni 3a paXyHOK BAAJIOTO, JOPEYHOrO M CBOEYACHOIO KApTy, BUKOPUCTAHHS
IryMopy;

— MOHITOPUHT TIOCJIIIOBHOCTI JOCSTHEHHS IIJIEH JHMCKYCil 3a paxyHOK
dbopMyITIOBaHHS MPOMIXXHUX BUCHOBKIB, sIKI (JIKCYIOTh YCHIITHICTh PO3B’SI3aHHS
OJIHOTO MUTAHHS 1 MOXJIUBICTD MEPEXO/TY 10 PO3TJIISTY 1HIIIOTO.
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[lin yac mpoBeeHHs TUCKYCIT CIIiJi BpaxOBYBaTH 1HAUBIIyalbHI TUIU TO-
BEIHKHU i1 OKpEMUX YYaCHHUKIB: TAKTOBHO 3YIUHATH TUX, XTO CXUJIBHHUM J10 €KC-
TEHCUBHOI BepOabHOT KOMYHIKallli, a TAKOX THX, XTO 3MIIIY€ aKIEHTH 3 00ro-
BOPIOBAHOI TEMU Ha 1HIIY, HE PEJIEBAHTHY, MPOOJIEMATUKY; YACTIIIE IKABUTHUCS
IYMKOIO THX, XTO HaMaraeTbcs BIMOBUYBAaTHCS; AOMOMAaratu MpaBUIbHO CTa-
BUTHU MHUTAHHA 1 BUKA3yBaTH CBOIO JYMKY IIOJI0 aHAII30BaHOI MPOOIEMU; CBOE-
YacHO pearyBaTH Ha HEMPABWIbHI y3araJlbHEHHs Ta iH.

OcCkUIbKM JUCKYCIS sIK (opMar CHUIKYBaHHS 3 METOKO TOIIYKY 1CTHHU
3B MICTHTh B COOl €JIEMEHT CYTEPEUKH, BAKIMBUM BUSBISIETHCS AKIICHTY-
BaTH yBary CTyJCHTIB Ha TOMY, IIO:

— y cymnepeull noTpiOHO OyTH TOTOBUM JIO TOTO, IO TBOSI TOYKA 30pYy
MOK€ CKENTHYHO CHOpUMMATHCA IHIIMMHU ydacHukKamu. [Ipu 1ipomy He BapTo
BBa)KATH MOJIIOHE CTABJIEHHS O3HAKOIO KOHCEPBATU3MY ayIUTOPIi YU BUSBIICH-
HSM 3 OOKY 1HIIIUX OCOOMCTICHOTO HECTIPUMHSATTS aBTOpa 171e1, ke BOHO MOXKE
MaTH LI1JIKOM BUIIPaBAaHUM 00’ €KTUBHUM XapakTep;

— U TIOJIOJIAHHS BIJHOIIEHHS HECHPUMHSATTS HEoOXiJHa iHTeNeKTya-
JpHA MOOLTI3aIlis, 3HAXOJDKEHHS MEPEKOHIMBOI apryMeHTallii MpaBUIBHOCTI
CBO€T MO3UIIIi;

— Ccymepeyka He € CaMOLUUIIO: He CIIiJ crepeyaTcs Jniie 3aaJis 3a10-
BOJICHHSI OOMIHY KOHTpapryMeHTaMu;

— JIIOJIMHI BJIACTUBO MOMMJIATUCS: TOMHIIOK OOSITUCH HE CIIIJI;

— 1CTHHA HApOJKYETHCA JIUILIE Y TUX, XTO 3[1ACHIOE MEHTAJIbHI 3yCHUILIS
TSI 11 TIONITYKY, TeHEpYeE 1€l 1 CTaBUTh iX IiJl CYMHIB, CTAaBUTh MUTAHHS 1 BiHA-
XOJIMTH BIAIIOBII HAa HUX;

— cynepeuka — 1e OaxxaHe SIBUIIE 32 YMOBH, SKIIO IPOXOIUTH B aTMOC-
¢epi po3yMoBoro 3maranHs 3a npaswiamu fair play: po30ixHoCTelH HE YHUKHY-
TH, aJie cama cylnepeyka He TOBUHHA MPU3BOJUTH JI0 B3a€EMHUX 00pa3;

— HaJ3BUYalHO BaXXKJIMBO HAMPAIIOBATH B COO1 KYJIbTYpPY YCHUX BHUCTY-
1B, TIaM’ATAIOYH, [0 BPEHITI-PEIIT OLIBII MEPEKOHIUBOIO € M’ sika MaHepa, 0e3
3aiiBOT KATErOPUYHOCTI Ta arpeCUBHOCTI.

[Tig yac migBeAeHHS MiACYMKIiB IMCKYCII CITiJT HAMaraTucs MIATH CIIUTBHOT
MOTOJIKEHOT MO3UIlT B MeXaX BiJBeAeHOro yacy. OCKUIbKH JOCATHEHHS KOHCe-
HCYCYy BHMAarae He JIMIle CIUIbHUX 3yCWJIb YCIX CTOPIH, aje ¥ BIAMOBIAHOTO Ya-
Cy, HOTPIOHO CHIAKYBaTH, a0W TUCKYCisl, IKOIO O I[1IKaBOIO BOHA HE OyJia, HE Tie-
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peTBopuUiIacs Ha CaMOIlIb — 1HO/I 11 TOIUIBHO HABITh MPUIMHUTH 3a37aJI€T1/b,
aOW 3aJIMIIMBCS Yac Ha IMIBECHHS MiICYMKIB.

Peanizariiss npuHIUITB MPOOJIEMHOT0 HaBYaHHS Ha 3aHATTAX 3 aHTUIMCHKOT
MOBH y BHIIIM IIKOJI TIOB’Si3aHA 13 3aCTOCYBAaHHSIM HHU3KH aKTUBHUX METOJIB:
METOIY «KPYTJIOTO CTOIY», AUIOBUX Ir0p, MO3KOBOTO IITYpMY, aHaJIi3y KOHKpe-
THHUX CUTYAIIiil.

KonexktuBHuil OOMIH JyMKaMmH, CIUIBHUM TMOWIYK ICTUHU 33 «KPYIJIHM
CTOJIOM)» BU3HAHO OJHHM 13 €(EKTUBHUX JIHTBOAUIAKTUYHUX METO/IB, 3aCTO-
CYBaHHS IKOTO BUSIBJISIE BUXOBHUM, HABUAJIbHUN, PO3BUBAIOYUI BIUIUB Ha MPE-
CTaBHUKIB CTYJIEHTCbKO1 ayauTopii. [lompu 30BHIIIHIO CIOHTAaHHICTH MOBJICH-
HEBOT TOBEJIHKM YYaCHHUKIB JUCKYCIi, «KpPYyTJl CTOJIM» BHUMArarTh PETEIbHOI
H1rOTOBKH, /10 SIKOi aKTUBHO 3aJTy4alOThCs CTYICHTH.

30KkpeMa, CTYJIEHTH MOXYTh MPOTMOHYBAaTH NPOOIeMy JJii OOTOBOPEHHS,
sIKa 3aBYACHO IMOBIIOMJISIETHCS 3aNPOIICHUM Ha «KPYTJUW CTim». Bukiamay sk
HOMIHAJIBHUM BEyUHi TIUCKYCii peTEebHO TOTYEThCS B pAMKax 3alpONOHOBAHOI
TEMAaTHUKH, BPAaXOBYIOUH BC1 MOOAKAHHS JJISl TOTO, 1100 3aHATTS IPOUIIIO aKTH-
BHO, a CTY/ICHTHU HE TUIbKW CTaBWJIM MMHUTAHHS, aji€ i BUKA3yBalli BIACHY TOUKY
30py.

Buknamgau miaHye 3axiJ TakuM 4UMHOM, 1100 B HHOMY Opalii ydacTh ycCi
NPUCYTHI, a HE JIMIIIEe BEIy4Mid 1 3alpollieH] TocTi. [Hakue e Oyae He Kpyriui
CTiJ1, @ 3yCTpiu MHUTaHb 1 BiamoBigen. Ciig HaMaraTucs CTBOPUTH Ha 3aHATTI JI0-
BIpJIMBY, 10Opo3uuInBy atMmocdepy. [lig gac miaBeaeHHS MiACYMKIB JTUCKYCIT,
000B’SI3KOBO MOTPIOHO BIJI3HAYUTH TUX, XTO OpaB y Hiil OCOOJMBO AKTHUBHY
y4acTh.

JI1s1 i ABUITICHHS 3aI11KaBICHOCTI CTYJCHTIB O BUBUCHHS 1HO3EMHOI MOBH,
CTUMYJIIOBaHHS IXHbOI AKTUBHOCTI B OBOJIOAIHHI MPEAMETHUMHU 3HAHHSIMU Ta
crocobamMu CcomiaabHO MPUUHATHOI 1 MpodeciiiHO MOUUIBHOI MOBEMIHKH CIIT
3aCTOCOBYBATH B JIIHTBOAUAAKTUYHOMY Ipoiieci popmMar I1JI0BOI IPH.

JlisioBa rpa — 1e negaroriyHuil NpuiloM MoJIeTIOBaHHS MPOOJIEMHUX CUTY-
arid mpodeciiHol MISTBbHOCTI, SKUA Ma€ Ha METI HaBYaHHS CTYJICHTIB MPHHHST-
TIO pillieHb. 3aHATTSA Yy opMI I1I0BOi IPU B 3HAYHIA Mipl aKTUBI3YIOTh HaBYa-
JIbHO-BUXOBHHI TPOIIEC, CIPUSIOTH PO3BUTKY TBOPYOTO MUCIECHHS ManiOyTHIX
(daxiBIliB, HABYAIOTH IIIJICCIIPSIMOBAHO 3aCTOCOBYBATH 3HAHHS Ha MPAKTHII].

Oprani3aiis AUJI0BOI IPU Ha 3aHATTAX 1 NIATOTOBKA A0 HE1 — TBOPYMM MPO-
1ec, KU MoTpedye 3arlikaBiIeHOCT! Ta 1HIIIATUBHOCTI BHKJIajgada 1 CTyJEHTA.
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[1nanyroum AUIOBY TPy, CIIiJl MPOTHO3YyBaTU €Tanu W 3aco0u JOCATHEHHS ii He-
OOX1THUX TPOMDKHHUX 1 KIHIICBUX I[JIEH, a TaKOXX JOTPUMYBATHUCS BU3HAUYCHHUX
METOJMYHUX BHMOT 33Ul HAMOLIbII MOBHOI peai3allii JIHTBOAUIAKTHYHOTO
MOTEHIIaTy 1bOTro (popMaTy HaBYAJIBHOI CITIBIPAILI].

30Kkpema, J1710Ba Tpa MOBUHHA MPOBOJUTHUCS B aTMOC(eEpi HEBUMYIIEHOCTI
i TBOPYOTO MOLIYKY 13 3aTyYEHHSM MaKCUMaJbHO JOILIBHOI KIJIBKOCTI ydac-
HUKIB. EQEKTUBHICTh 3aCTOCYBaHHA JIJIOBUX IFOP 3aJIEKUTh Bl TOTO, HACKLIb-
KM BpaxOBaHO IHTENEKTyallbHI 3110HOCTI, BIKOBI Ta I1HJWBIAyaJbHO-
MICUXOJIOT1YH1 OCOOMBOCTI CTYJIEHTIB, IXHIN PiBEHb 3HAaHb 1 chepa IHTEPECIB.

JlinoBa rpa 3a3BUYail CKJIAJA€ThCA 3 TPHOX €TamiB: 1) MIArOTOBUMM eTar
(bopmymroBaHHS 1iIEH TpH, po3poOKa il mpaBwiI, BA3HAYEHHS 1 PO3MOILT poJieh
3 ypaxyBaHHS 1HAMBIAYaJIbHUX OCOOJIMBOCTEU CTYJEHTIB, IPOJYyMYBaHHS KpH-
TepiiB OLIHKK €(EKTUBHOCTI I YYaCHUKIB, METOJIUYHE W MaTepiajibHe 3a0e3-
NEYCHHS TPH, BU3HAYCHHS 3aBJIlaHb Ha CaMOIIIIIOTOBKY, PO3paxyHOK 4acy, T€O-
peTUYHa MIATOTOBKA Ta 1H.); 2) MpOBEACHHS A1IO0BOI I'pH; 3) MiABEICHHS MiACY-
MKIB.

Takum 4UHOM, JIIJIOBI irpU 3MIHIOKOTH 3BUYHUM X1/ 3aHSTH 3 1HO3€MHOT MO-
BU, PO3BUBAIOTH TBOPY1 3A10HOCTI CTYJIEHTIB, (DOPMYIOTh NPAKTUYHI HABUYKHU i
yMiHHA, 10 3a0e3MevyroTh €PEKTUBHICTh I y MIHJIMBUX peamisx mnpode-
CIMHOTO Ta COLIAJIBHOTO KUTTS, BIJITAK CTBOPIOIOTH YMOBH JJIsi caMoOpeai3allii
11 CaMOBJIOCKOHAJIEHHSA OCOOMCTOCTI.

CyTHICTh METOJTY «MO3KOBHIi IITYPM» TOJISATAE€ B KOJIEKTUBHOMY TOIIYKY
HETpaJAUIINHUX IIUIAX1B BUPILICHHS IpOOJIeMHU, 1110 BUHUKIA. MO3KOBU LITYypM
CIpHsi€ PO3BUTKY JAMHAMIYHOCTI PO3YMOBHUX IIPOIIECIB, 3AaTHOCTI aOCTpary-
BAaTHCS BiJ MTOBCSIKJICHHUX YMOB Ta ICHYIOUHMX OOMEKEHb, BiJl 3BHYANHUX IIOT-
JSA71B Ha SIBUIIA U mpouecu, GopMye BMIHHS 30CEpeKyBaTUCS Ha OyAb-sKiii
BY3bKii aKTyaJIbHIi METI.

[lin yac muaHyBaHHS «MO3KOBOTO ILITYPMY» CIiJI TOTPUMYBATHCS TaKHX
YMOB 1 IPaBUJI: CIIPSIMOBaHICTh TBOPUOTO MOUTYKY HA OAWH 00’ €KT, HEAOIMYCTH-
MICTh BIJIXOJIy BiJ CTPM)KHEBOTO HAIPSMKY; CTHUCIICTh 1 3pO3yMUIICTh BHUpa-
KEHHS yMKU YYaCHHUKaMHU MO3KOBOTO HITYPMY; HEMPHUITYCTUMICTh KPUTUUHUX
3ayBa)XKE€Hb I10/I0 BUCJIOBJIIOBAHUX TOYOK 30DPY; HEJOMYCTUMICTh TyOJIFOBAaHHS
TOYOK 30py, CPOPMYJILOBAHUX IHIIMMU yYaCHHMKaMU MO3KOBOTO IUTYypMY; He-
O0a)XaHICTh YHUKHEHHSI YYaCHUKIB B1J] MTPOIO3UIIIT BUCIOBUTUCS M1 IPUBOJIOM
TOTO, IO IHIIMMH BXKE BCE CKAa3aHO; CTUMYJIIOBAHHS CAMOCTIMHOCTI MUCJICHHS ¢
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BUCIIOBJIIOBAHHS CYI’KE€Hb; MOMJIMBICTD 1 OaKaHICTh MOAAJIBIIOTO PO3BUTKY TO-
JIO’KEHb 1 AYMOK, BUCJIOBJICHHX paHillle; TAKTOBHE i JOOPO3UUINBE IPOBEICHHS
MO3KOBOTO IITypMYy BEAy4YHM; BEIy4YMM IpHU3HAYAE€TbCA JIOAMHA, KA J00pe
o0i3HaHa, KOMIIETEHTHA Y MPOOJIEMATHIIl, 10 OOTOBOPIOETHCSA, 1 KOPUCTYETHCS
aBTOPUTETOM; BIIKPHUTICTh Y NMPEACTaBICHHI 17IeH, sIKi OTpUMaJId BU3HAHHS.

MeToa «IHTENEeKTyalbHOIO IITYpMYy» CHpusie (POPMYBAHHIO y CTYIECHTIB
BKJIMBUX HABUYOK COIIaJIbHOI B3a€MOIIi Ta KOMYHIKaTUBHUX YMiHb, PO3BUBAE
3110HOCT1 CaMOCTIMHO 3HAXOJUTH W BUKOPUCTOBYBATU HEOOX1IHY 1H(pOpMaIiito,
J03BOJISIE YAOCKOHAJIUTA HABUYKH CAMOKOHTPOJIO 1 B3aEMOKOHTPOJIIO0, BUXOBYE
TOTOBHICTh JI0 B3a€EMOJIOTIOMOTH, TOJIEPAHTHICTh, €MIIATIIO.

J171st po3B’si3aHHSI BUXOBHHUX, HABYAJIBHHUX 1 PO3BUBAIIBHUX 3aJ1a4 3aco0aMu
npoOJEMHOTO HABYAHHS METO/ aHAJi3y KOHKPEeTHHMX CHUTyauliil € HalOiIbII
e(eKTUBHUM MPUHOMOM Ha BCIX €Tamax JIHTBOAMIAKTUYHOTrO mporecy. Ilepe-
Bara IbOr0 METOJY MOJISITa€ y TOMY, IO Ha 3aHATTAX 3 SIBISETHCA yHIKAJIbHA
MO>KJIUBICTh CTBOPUTH KOHKPETHI MPOOJIEMHI CUTYallii, K1 B3STI 31 CTyA€HTCh-
KOro, MOOYTOBOT'O 1 CIMEMHOI0 KUTTA. MoJioAs 3 0COOJIMBUM €HTYy31a3MOM Oe-
pPYTh ydacTb B aHajli3l cUTyalli 1 TpUIMalOTh ONTUMAJIbHI PIIIEHHS, OCKUIbKU
TEMHU JJIsl OOTOBOPEHHS BUSIBIISIETHCS PEJIEBAHTHUMU Ta 3PO3YMUIMMH, a BiJIIO-
BIIHO IIKABUMHU W aKTyaJdbHUMH. 3aJICKHO BIJl TEMH M OCOOJIMBOCTEH 3MICTY
Marepiaily MOXHa 3aCTOCOBYBATH Pi3HI B NMPOOJEMHUX CUTYAIIil.

1. Curyamis-umroctpaiis. HaBoauTbest mpukiaa 3 MpakTUKH BIAMOBIIHOT
cepu AisubHOCTI a00 ocobuctoro nocBiny. Hampukiian, nokasyrooTrbes podoTu
IHIIKUX CTYACHTIB, SIK1 JOCSATJIM 3HAYHUX YCITIX1B B HABYAHHI.

2. Curyarisi-omiHka. YYacHHKaM TPOTIOHYEThCS OMHCATH KOHKPETHY
MOI110, HAIIPUKJIAJ, OI[IHUTH 3HAUYYIIICTh CUTYAIIIl 1 TPAaBWIBHICTD JIIH CTYJICH-
TiB. HeoOxiHO TpoaHamni3yBaTH CHUTYaIlilo, JAaTH OI[IHKY MPaBHJIBHOCTI A 1
3aMpoONnOHYyBaTH BIACHUHN BapiaHT PO3B’sI3aHHS.

3. Curyamis-pnpaBa. CTyJIeHTH MPOBOJAATH HA 3aHATTI OKpeMe JOCIi-
mkeHHs. Hanpukian, KOHUN y4aCHUK OTPUMYE 3aBJIaHHSI — MPOBECTH JIOCIHI-
JDKEHHS B IpyMi (CKUIBKM Yacy OMUTYBaHI MPOBOMASTH OLIsl TeNeBi30pa, K1 iXHI
yJr00JIEHI TPOrpaMu Ta 1H.), OIMUTATH IHIIUX CTYJICHTIB, 3alIOBHUTH TaOJIULIIO,
MIPOAHAJII3YBATH PE3YJIbTaTH, 3pOOMTH BUCHOBKH, 1aTU MOpaay ad0 MOAUTUTUCA
JIOCBIJIOM.

bepyun 1o yBaru HampaifoBaHHS NMPOBITHUX (axiBLIB Yy raixy3i mpoosiem-
HOTO HABYaHHSA W OMUPAIOYUCh HA HAIl BJIACHUM JOCBi, MU MOXEMO CTBEp-
JDKYBaTH, 110 MPOOJEMHI CUTyallli JOPEYHO aKTMBHO BHUKOPHCTOBYBATH y Ha-
BUYaHH1 1HO3eMHOI MoBHU y BH3. 3acTocyBanHs npo0ieMHUX CUTYalllil Ha 3aHAT-
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TAX 3 1HO3€MHOI MOBHU IEPEOPIEHTOBYE MPOIIEC HABYAHHS Bijl CyX0ro Hee(eKTu-
BHOI'O 3ay4YyBaHHS JIGKCUKM Ta rpaMaTHUKHU, Ha 4YOMY TPAIUIIHHO 0a3yBajocCh
BUKJIaJlaHHs 1HO3eMHOI MoBU y BH3, 10 peanizaiiii koMyHIKaTUBHUX HaMIpiB.
HaBenemo mpukiagy nesKuX MpOOJIEMHHX CHUTyallii B Mexax Temu «Bwuiia
ocBiTa. HaliBioMiIili yHIBEpCUTETHY, SIKa BXOJIUTH JI0 3MICTY NUCIHIUTIHA «AH-
rIIichbKa MOBa IS PO(ECIHOTO CIIKYBaHHS.

BBegeHHst TeMU MOKe CYITPOBOJIKYBAaTUCh HACTYITHOIO MPOOJIIEMHOIO CUTY-
amiero. CtyaeHtaM npoTaromM 1 XB. IPOMOHYETHCS YBAXKHO BUBUUTH KapTHUHKY,
Ha sKi 300paxkeHo (acaa yHIBEpCUTETY / TEpUTOpi0 / HaBYAIbHUM mpolec /
610moTtexky Tomo. KapTtuHky 3abuparoTh. Jlam BUKIagad 03BYy4dy€e TBEPIKCHHS
13 3aCTOCYBaHHSM aKTHUBHOI JeKCHKH. CTyaeHTH abo MiATBEPKYyIOTh, abo
CIIPOCTOBYIOTH 1H(GOpMAIIi0. 3 HACTYITHOI KapTHHKOIO CTYJCHTH IPAIIOIOTh Y
MaJIX rpymnax i caMi CKJIaJaloTh TBEPKEHHS JT0 KAPTHUHKHU.

HactynHoto npo0ieMHOIO0 CUTYaIl€l0 MOKE CIIYTyBaTH CTBOPEHHS MPE3EH-
Talliii 00paHuX CTyJICHTaMU HaBiOMIMKX yHIBepcuTeTiB. [1ig yac mpesenHTartii
Ti, XTO CIIyXalOTh, 3alOBHIOIOTH 1H(OpMaliiHy TaOIUII0, MOTIM MOPIBHIOIOTH
OTpUMaHI JaHH1, BUCIIOBIIIOIOTh II€PEBAru Ta HEJOJIIKM HABYAHHS B KOXKHOMY 13
BKa3aHUX YHIBEPCUTETIB. TaOmuisl BMINTye HACTYMHI TOJIS JJIs 3allOBHEHHS:
Name of the educational establishment, The year/ century of foundation,
Structure, Admission requirements, Curriculum, Library, Students’ life
(societies, clubs, sports teams, etc.), Scientific achievements, Famous graduates,
Peculiarities.

Ha 3akntoyHOMy eTamni BUBUEHHS TEMHU CTYJIEHTaM MOXHA 3alpolOHyBaTU
B35ITU Y4acThb B YSABHOMY IeAarorivHoMy (opyMi 4¥ KOH(EpeHIii. Y YaCHUKH
3a37ajeriap MmoijaeH! Ha Maii rpynu no 2-3 oci6. KoxHa rpymna mpeacTasiise
MIEBHUM B1IOMUN HaBYAIbHUM 3akian. Jlo rpynu BapTO BKIIOUYUTH KEPIBHUIITBO
3aKjaay, BUKJIajada Ta CTyJIeHTa. YHIBEPCUTET Ma€ BiAMOBIAaTH oOpaHoMy (a-
Xy CTYJEHTiB (Ilelaroriunuii, TeXHiuHuii, Mequunuii). Ixne 3apnanns nonsarae y
BUCBITJICHHI I€peBar HaBYaTHUCS caMe€ Yy IXHbOMY YHIBEPCUTETI il MEepeKOHATu
a0ITypIEHTIB BCTyHaTH CaMe JI0 iXHbOTO YHIBEPCUTETY TOIO. Y Cl YYaCHUKH Oe-
pPYTh aKTHBHY y4acTb B OOTOBOPEHHI, 33/1al0Th MUTAaHHS, HABOASATH MPUKIIAIH,
HAJIaI0Th MMEPEKOHJIUBI JOKa3H TOLIO.

CtBOpeHHs NOoI0HUX MPOOJIEMHUX CUTYAIlld Ha 3aHATTSAX 3 1HO3EMHOI MO-
BU CHPUSE PO3BUTKY 1HTEJIEKTyalbHUX 1 TBOPUUX 3110HOCTEH CTYAEHTIB, (Hop-
My€ Taki HaBUYKU ¥ YMIHHS, K1 JOTIOMOXYTh 1M CaMOCTIMHO 37100yBaTH HEOO-
X1H1 3HaHHS, M1JIBUILYE SKICTh IXHBbOI MPOQECIHHOT MIATOTOBKH.
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OT1xe, po0OJIEMHO-OPIEHTOBAHE HABUAHHS Ha 3aHATTAX 3 aHTIIMCBKOI MO-
BU «HABYA€ BUUTHUCA» 1 CTBOPIOE aTMOC(epy HEBUMYIICHOTO CIIJIKYBaHHS, J€
3MIHIOETBCS POJIb BUKIagada. OcoOJIMBO TMOMITHO II€ CIIOCTEPITAEThCS TiJ Yac
3aCTOCYBaHHSI aKTHUBHUX (popM HaBuaHHs. B3aeMoBIIHOCHMHH, MOOYI0BaHI Ha
CIIBIIpAIli, B3a€EMOJOIOMO31, HABUAIOTh KUTH B comiymi. Buknagau 6epe akTu-
BHY Y4acTh SIK IOMIYHUK, MOPAAHUK, JKepeno iHdopmallli, MoaUIsSI0un 3araib-
HY BIJIMTOBIAABHICTD 3a PE3yiIbTaT.

[IpoOneMHO-OpieHTOBaHE HaBYaHHS Ha 3aHATTAX € €(PEKTUBHIIIUM, SKIIO
npoOJIeMHl THUTAaHHS CTOCYIOThCSI CaMOTO CTYJAEHTa, IepeadavyaroTh BHUKO-
pUCTaHHS HOTO BJIACHOTO KHUTTEBOTO JOCBIAY (B3a€EMOBITHOCHHM B POJIMHI, 3a-
XOIUIEHHS, npodsieMu MoJioai). JJocBia poOOTH CBIIUUTH, IO HAOIMXKATH HPO-
OJIeMHI TTUTaHHS 10 YMOB PEaJbHOTO CHIJIKYBaHHS MOKJIMBO HE TUIBKHU 3a pa-
XYHOK JKUTTE€BUX CUTYyallld, aje i 3a paxyHOK HIJBUIIEHHS HOBU3HU 1H(DOpMa-
1ii, 1m0, 6€3 CyMHIBY, MPOOYIKYE MIKaBICTh J0 HUX.

[Ipo6ieMHO-OpIEHTOBAaHE HABYAHHSA Ha 3aHATTAX 3 AHIVIIKWCHKOI MOBU Mae
NPAKTUYHY 3HAYYLIICTh Y (pOPMYBAHHI OCOOUCTOCTI, OCKUIBKH CTYJEHTH OTPUMY-
I0Th MOXKJIMBICTH OOTOBOPUTH MPOOJIEMH, OB’ sI3aH1 3 ICTOPI€l0, MEAAroTiKo0, re-
orpadi€ro, MCUXOJIOTIEID, JITEPATYypOrO, MY3MKOIO TOIIO. IHTErpoBaHI 3aHATTS
COPUSIOTh CTBOPEHHIO IUIICHOTO CHIPUUHSATTS OTOYYIOUOTO CBITY: TOTYIOTH MO-
J0Ab 10 KyJbTYpPHOTO, MPO(MECiitHOTo i 0COOUCTICHOTO CIIKYBaHHSI, PO3BUBAIOThH
ysiBy, (paHTa3it0, MUCIIEHHS, CTUMYJIIOIOTh 1HTEPEC, MIATPUMYIOTh BUCOKY MOTH-
BAI[iI0 /10 BUBYECHHS 1HO3E€MHHUX MOB, JOJYYaIOTh JI0 KYyJbTYpHOTO CHAJKy Ta JIy-
XOBHHUX IIHHOCTEH CBOI'O HApO/y 1 HAPOJIIB YChOTO CBITY.

[IpoOneMHe HaBuaHHA mNepeadayvae 3aCTOCYBaHHS HOBUX NMPUHOMIB y Ha-
BUAJILHOMY TPOIIEC], TTOKBABIIIOE Ta aKTUBI3YE 1X, BUKIIIOUAE OE3lyMHE 3ayuy-
BaHHS 1 MIEPEKa3 «KHMKKOBUX» 3HaHb, 31y4a€ aKTUBHE MUCIIEHHS, TBOpUY ca-
MOCTIHHICTb B MPOIIEC Mi3HAHHS CBITY.

Meroanka npoOIeMHO-OpPIEHTOBAHOTO HAaBYAHHS BIAPI3HAETHCA Bia Tpa-
JTUIIMHOT TUM, IO CTaBUTh CTYJCHTA B TaKE€ CTAHOBMIIIE, KOJM BIH BUMYIIICHUN
aAKTUBHO 1 1HTEHCHBHO MHCJIMTH, MOOLTI3YIOUM CBIM 1HTEJIEKTYaJIbHUI MOTEHIII-
an sl po3B’si3aHHS MpoOJieMH Ta (POPMYBaHHS TEOPETUYHOIO BHUCHOBKY.
OTtpumaHuii B CaMOCTIMHOMY TOIIYKY TEOPETHUYHHIA BUCHOBOK 3aCBOIOETHCS
CTYJICHTOM SIK pe3yJIbTaT MOoro BIACHOI mpall. A BUKJIaJad JI0NOMAarae B Moury-
Ky SIK BIIy4YHUM (HOPMYJIFOBAHHSIM 1 MMOCTAHOBKOIO MPOOJIEM, TaK 1 MOKa30M JIO-
rKM IXHBOTO PIIICHHS, ajie He y (OopMi MMiIKa3KU BUCHOBKIB-BIJIOBIIEH.

Takum ymHOM, MPOOIEMHO-OPIEHTOBAHE HABUAHHS HA 3aHATTIX 3 aHTIIH-
ChKOI MOBH JIONMOBHIOE TPAIUIINHE 1IIOCTPATUBHO-TOSCHIOBAJIbHE HABYaHHS
CTyIeHTiB. Pa3oM 3 TUM, BOHO cripusie pyHHAIlli CTapUX CTEPEOTHUITIB TACUBHOTO
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HaBYaHHS, 3MYIIY€ CTYJICHTIB MUCIIUTH, IIIyKaTH Pa30M 3 BUKJIAJa4eM BiAMOBIII
Ha CKJIQJH1 )KUTTEB] TUTAHHSI.

VY3aranpHI0I04YM BUILECKa3aHe, BAPTO BIAMITUTH, 110 MPOOJIEMHE HAaBYAHHS
CTUMYJIIOE OCOOWCTICHY AaKTUBHICTH CTYJEHTIB, a 1€ 3a0e3redye iHII[IaTUBHE
CTaBJICHHS JI0 37I00YTTS 3HaHb, CHCTEMATUYHICTh 1 HAIIOJICTJIUBICTh Mi3HABAJIb-
HUX [id, 1 Hacammepe., MO3UTUBHUN pe3yibTaT B HABYAHHI ¥ BUXOBaHHI. Y
CTYJICHTIB 3MEHIIIYEThCS OCTpaxX MPUITYCKATHCS MOMUJIOK, BOHU CTalOTh OUJIBIII
BIICBHEHUMU B CO01, CIIOKIHHIIIUMH, YBOKHIIIMMU, a I/ YaC BUKOHAHHS IpaK-
TUYHUX 3aBJaHb MPOSBISETHCA CAMOKOHTPOJIb. OKpIM I[bOTO, 3MIHIOETHCS MO~
BE/IIHKA CTYACHTIB B KOJICKTHBI1: BOHH MOBOJIATH c€0€ aKTHBHIIIE, JOCTyXal0Th-
Csl OIVH OJIHOT'O, 3aXHUILAI0Th CBOIO TOUKY 30py. CTYJIEHTH CTal0Th KOMYHIKa0e-
JBHIMIAMH, TOHKO Bi9yBalOTh TBOPH MHCTEIITBA, BMIIOTh OOTPYHTYBaTH CBOIO
TOYKY 30Dy, 3HAXOJATh CBIM COCIO BUPAKEHHS AYMOK 1 MOYYTTIB. 3HUKAE Oaii-
TYXICTh 1 TIACHUBHICTb, 3’ SBJISETHCS 3allIKaBJICHICTh, JOMHUTIMBICTH, BIICBHE-
HICTb, yBara.

Buknagadi 1HO3€MHOT MOBH, 3aCTOCOBYIOYHM HPOOJIEMHO-OPIEHTOBAHE Ha-
BUAHHS, HEHAB SI3JIMBO CTUMYIJIIOIOTh CTYACHTIB MpaIfOBaTH Ha 3aHATTAX TBOP-
40, aKTUBHO, CIIOHYKAIOYM iX O MPOTHO3YBAaHHS MOMIM IIe 0 ONpalroBaHHS
Marepiaiay, pO3BUHYTH TOJIOBHY JAYMKY, y 3MaraibHiid (opMi 3HANTH KIIFOUOBI
BUCJIOBJIFOBaHHSI, BUKOHATH MPOEKTHY pOOOTY Ha OCHOBI ONpalboBaHOi iHGOp-
Mmarti.

[lepeBaramMu mpo6IEMHO-OPIEHTOBAHOTO HAaBYaHHS y BUBUYEHHI 1HO3EMHO1
MOBH BBaXKalOTh: CAaMOCTIMHE OBOJIOJIIHHS 3HAHHSIMH IIJISIXOM BJIACHOI TBOPUOI
JISTTBHOCTI, PO3BUTOK MPOJYKTUBHOIO MHUCJICHHS, BUCOKMHM IHTEpeC 10 HaBYa-
JBHOTO Tporiecy. Jlo HenoiKIB Halle)KaTh: cliadka KePOBAHICTh Mi3HABAIBHOIO
JISTBHICTIO CTYJEHTIB, BEJIMKI 3aTpaTH 4acy Ha JOCATHEHHS 3alpOEKTOBAHUX
[IJIeH, HEAOCTaTHIA piBEHh MOBHOI ITIITOTOBKHM CTYJEHTIB, HECTa4a 4acy Ha pe-
TeJIbHE BUBUCHHS TI€1 YU 1HILIOT TEMH.

CranoBieHHs (axiBUs HOBOTO PIBHS, HAAUIEHOTO TBOPYUMHU 3/110HOCTIMH,
KPUTUYHUM MUCJICHHSIM, MTPO(ECiiiHOI0 KOMIIETEHTHICTIO, 3/IaTHICTIO BUPOOJISTH
W mpuiiMaTH pillIeHHS B MIHJIMBIM CUTYyallii, B TOMY YHMCII 3ac00aMM 1HO3EMHOI
MOBH 3 BpaxyBaHHSIM OCOOJMBOCTEH KyJbTypHU IHIIOTO HApOHy, Mepeadayae 3a-
CTOCYBaHHSI IPOOJIEMHO-OPIEHTOBAHOIO HaBYaHHS. Take HaBYaHHS J103BOJISIE
MaiOyTHIM (paxiBIsIM Oy/b-sIKOT Tay3i (h)OpMyBaTH MEBHI MOJIEI1 HAYKOBOTO JI0-
CJIIJDKEHHSI, BUIIPOOOBYBATH cebe Ha mpodeciiiHy MpHUIaTHICTh, IITyKaTu Haiede-
KTUBHIII NUISXH PO3B’S3aHHS TIOCTaBJICHUX 3aBJIaHb i POTHO3YBATU PE3yJbTa-
TH 1X BUPIIIECHHS 3ac00aMU IHIIIOMOBHOT KOMYHIKATUBHOT KOMITETEHIII].
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BUCHOBKHA

bepyun 1o yBarm HampaifoBaHHS MPOBITHUX (axiBIiB Yy ramy3i mpoosiem-
HO-OPIEHTOBAHOTO HABYAHHS W ONMUPAIOYMCh HA HAll BJIACHUW JOCBiJ, MU MO-
xKemo cTBepkyBaTH, o [IOH nopeyHo akTUBHO 3aCTOCOBYBATH y HaBYaHHI
iHo3emMHoi MoBM Yy BH3. 3acTocyBanHs mpoOieMHUX CUTyalliil Ha 3aHATTAX 3
1HO3€MHOI MOBH CIIPUSIE€ PO3BUTKY 1HTEJIEKTYaJIbHUX 1 TBOPUYUX 3/110HOCTEH CTY-
NeHTIB, GOpMye€ TaKl HABUYKU M YMIHHS, SIK1 JOTIOMOXYTh 1M CaMOCTIMHO 3710-
OyBaTH HEOOX1AH1 3HAHHS, MIJIBUILYE SKICTh IXHBbOI MPOPECIHHOT MIATOTOBKH.

[IpoOneMHO-OpieEHTOBaHE HABYAHHS HA 3aHSTTIX 3 aHIIINCHKOI MOBU «Ha-
BYA€ BUUTHUCS» 1 CTBOPIOE aTMOC(hepy HEBUMYIIEHOTO CHUIKYBAaHHS, 1€ 3MIiHIO-
€THCA POJIb BUKIIAMada. B3aeMoBiAHOCMHU MOOYI0OBaHI Ha CHIBIpalli, B3a€EMO-
JI0TIOMO31, HaBYAIOTh KUTU B colliyMi. Bukiagauy Oepe akTHBHY y4acTh SK IO-
MIYHUK, TIOPATHUK, € JpKepelaoM iH(opmMalii, po3auise 3arajibHy BiINOBIIaTb-
HICTb 3a pe3yJIbTar.

[IpobGneMHO-Opi€EHTOBAaHE HABYAHHS Ha 3aHATTAX 3 aHTIIHACHKOI MOBU Mae
NPaKTUYHY 3HAYYLICTh Y (POPMYBaHHI OCOOMCTOCTI, OCKIIBKU CTYJIEHTH OOro-
BOPIOIOTH MpoOJieMH, sIKIi MOB’Si3aHI 3 ICTOPI€l0, IMENarorikoro, reorpadiero,
TICUXOJIOTIE0, JITEPaTypor0, MYy3HKOIO 1 T. 1. IHTErpoBaHi 3aHATTS CIPHUSIOTH
CTBOPEHHIO LIICHOTO CHPUUHATTSA OTOUYYIOUOIO CBITY: TOTYIOTh MOJIOJb 0 KY-
JBTYPHOTO, MPOGecIiHOro M OCOOUCTICHOTO CIJIKYBAaHHS, PO3BUBAIOThH YSBY,
¢daHTa31t0, MUCJICHHS, CTUMYJIIOIOTH 1HTEpEC, MIATPUMYIOTh BUCOKY MOTHBAIIIIO
710 BUBYEHHSI 1HO3EMHUX MOB, JIOJIy4YalOTh O KYJbTYPHOIO CHAJKy 1 JyXOBHUX
I[IHHOCTEH CBOT'O HapOy ¥ HAPOJIIB yCHOTO CBITY.

[IpobGrneMHO-OpieHTOBaHE HABYAHHS BHOCUTH Y HaBYAJIBHUUM MPOIEC HOBI
MPUHOMH, 0XKUBIIIOE 1 aKTUBI3YE iX, BUKJIIOYAE O€3lyMHE 3ay4yBaHHS 1 IIEpeKa3
«KHWKKOBHX» 3HaHb, 3ajydyae aKTHBHE MUCIEHHS, TBOPYY CaMOCTIHHICTH Y
MpoIIeC MI3HAHHS CBITY.

Meroanka 3acTOCyBaHHSI MPOOJIEMHO-OPIEHTOBAHOIO HABYAHHS BIJIPI3HS-
€THCSA BIJ TPAAUIIIMHOTO THUM, IO CTYACHT ONMHUHSETHCSA B CHUTYyallli, KOJHU BIH
3MYILIEHUN aKTUBHO M 1HTEHCUBHO MHCIUTH, MOOUTI3YyIOUN CBiil 1HTEIEKTyalb-
HUW MOTEHUIAJ JJIsl BUPIIIEHHS Mpo0sieMu 1 (OpMyBaHHS TEOPETUUHOIO BUCHO-
BKYy. OTpuMaHuil B CAaMOCTIITHOMY MOIIYKY TE€OPETUYHUIA BUCHOBOK 3aCBOIOETH-
Csl CTYJIEHTOM SIK IUIIJI Ioro BJIacHOI mpaili. Buknagau nonomarae BIy4Ho cdo-
PMYJIIOBATH 1 MOJIATH MPOOJIEMY, HAIITOBXY€E Ha JIOTIYHUHN NMUTSX 11 po3B’sA3aHHS,
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1 B KOJHOMY pa3l HE MPOINOHYE TOTOBY MiAKa3Ky y (opmi BHCHOBKIB-
BIIITOBIIIEH.

Ha 3aBepienHs ciiff BiIMITUTH, 110 MPoOJIeMHEe HaBYaHHS 3a0e3Meuye ak-
TUBHE CTaBJIECHHS CTYACHTIB JI0 BIACHOI OCBITH, Tlepeadadac CUCTEMAaTUYHICTD 1
HAIOJICTJIUBICTh Y 3/I00YTTI HOBHUX 3HaHb, PIBHOMPABHY CIIBIPAIIO, MOTHBYE
CTYJCHTIB JI0 BUBUCHHS aHTJIINCHKOI MOBU. BOHU CTarOTh KOMYyHIKaOEIBHIIIN-
MU, TOHIIIE BIIYYBalOTh TBOPU MUCTELITBA, BMIIOTh OOTPYHTYBATH BJIACHY TOUKY
30py, 3HAXOHATh CBIM HEMOBTOPHHUM CIHOCIO BHUpa)X€HHS JYMOK 1 IMOYYTTIB,
3 SIBJISIETHCS 3aIlIKaBJICHICTh, JOMHUTIMBICTh, €HTYy31a3M. Y CTYJACHTIB 3HHMKA€E
CTpax MOMUJIUTUCS, BOHU CTAIOTh CIOKIWHINIMMU, BIEBHEHIIITUMU, YBaKHIIIN-
Mu. CriocTepiraeThCsi MOMITHE MOKBABJICHHS B3a€MOJIT CTY/IEHTIB Ha 3aHSATTAX.
MoByeHHS 3 HE3B SI3HOTO ¥ OJTHOCKIIAIHOTO MEPETBOPIOETHCS Y CBIIOMY PO3IIO-
BiJIb. XapakTep 1 piB€Hb CKJIQJHOCTI MUTaHb CTYJICHTIB 3MIHIOETHCS BiJ] pEIpo-
JTYKTUBHHX JI0 TPOXYKTUBHUX. [IOMITHMUM CTa€ CaMOKOHTPOJIb. 3MIHIOETHCS T10-
BEJIIHKA CTYJCHTIB Y KOJEKTHUBI: BOHU CTAIOTh aKTUBHIIIMMHU ¥ €HEPriMHIIINMH,
aJie YBOXXHO CIyXarTh 1 YYIOTh OJMH OJIHOTO, 3aXUIIAI0Th CBOIO MO3HIIIIO, MPO-
T€ MPOSIBISIIOTH TOJIEPAHTHICTD JI0 MPOTUIIEKHOT TOUKHU 30DY.

TakuMm 4MHOM, MPOOJIIEMHO-OPIEHTOBAHE HABYAHHS HA 3aHATTAX 3 aHTJIIN-
ChbKOi MOBH JIONOBHIOE TPATUIIIMHE 1IFOCTPATUBHO-TIOSICHIOBAJIbHE HABUYaHHS
CTYJIEHTIB, CIPUsi€ PyWHALI] CTApUX CTEPEOTHUITIB MACUBHOTO CIPUIHATTS 1HPO-
pMairii, 3MyIIy€e CTYJCHTIB MHUCIUTH, IIyKaTH BIAMOBIAI Ha CKJIAIHI JKUTTEBI
MUTaHHSA ¥ CAaMOCTIMHO MpUMMATH PIIlICHHS, CTUMYJIIOE€ PO3BUTOK Mi3HABAIBHOI
aKTUBHOCTI, JOTIOMara€e MoJIeJIFOBaTU PI3HOMAaHITHI CUTYaIlll y MallOyTHI# mpo-
dbeciitHil TISUTBHOCTI.
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INTRODUCTION

In modern higher educational institutions much attention is given to
application of innovative methods of study in educational process. Rational
combination of traditional and innovative methods of study promotes
development of cognitive processes and creative abilities of students, their
preparation for practical work. According to the latest world tendencies of
Improvement graduates’ system of preparation, the main skills which should be
set during the study are the following:

— the decision of problem: critical thinking, skill to analyse;

— educational skills: ability to extract new information, to draw
conclusions from experience and to apply them in search of innovations;

— communicative skills: skill to read and write, find and use the
information for dialogue with others;

— personal skills: self-organizing, acceptance of the proved decisions
and monitoring of risks;

— social skills: cooperation and motivation of other members of a team,
management of relations with the client, realization of management, the
decision of conflicts, networking.

Among modern newest methods of the organization educational process
which are applied to formation and development of the outlined skills,
improvement process of mastering the material, teaching students to think and
put knowledge into practice. Problem-based learning (PBL) occupies the main
place in this process and allows the person to generate own positions on the
basis of the available multidimensional information, to correlate them with
thoughts of others, to find among them what are crossed with own opinions, and
to develop the attitude towards the different points of view, that is to create
information for specification, deepening and changes.

The purpose of the problem-based learning consists in maintenance of deep
and all-round understanding of teaching material, development of analytical,
creative thinking. It is the means of creation of motivation, stimulation of
cognitive activity of students. The problem-based learning promotes integration
of educational process with science, with problems of reality and with students’
life experience. Application of PBL allows revealing a level of knowledge and
abilities of students, it is better to understand their psychology. During the

36



problem-based learning students have opportunity of self-realization and
development of team-work skills.

Problem-based learning is an approach of teaching students through
analyzing and solving real-life problems related to the course. It has proved to
be an active-learning and a learner-centred approach where problems are used
as the starting point for examining the given information and finding the
possible solution or explanation.

However, PBL is not just about problem-solving processes. Realistic
problems are used as a starting point for learning where inquiry activities, self-
directed learning, information mining, dialogue, and collaborative problem-
solving are incorporated. Tutors rather facilitate the process of learning than
merely teach. This approach stimulates students to play an active role in the
learning process as compared to the passive information transmission, typical of
traditional teaching methods.

The increasing demand of multidisciplinary learning has triggered the
development of PBL which is thought to be the link between theory and
practice. PBL emphasizes real-life competencies. Students learn to ask question
and draw their own conclusions. PBL also helps promote critical thinking. To
solve the problem students collect data, read available online materials, scan the
information, discuss problems in groups and try to figure out the possible ways
of solving problems.

According to our survey foreign language proficiency is a complex
phenomenon which is an integrated part of specialists’ professional competence.
English is treated as a means of specialists’ training. The knowledge of the
language is not a goal but also a way to succeed in growing into an expert in a
person’s field of interest. At the same time the ambition to become a well-
educated specialist helps students learn English.

Though PBL is considered to be an efficient method of teaching English
for specific or professional needs, it is used only occasionally by some
enthusiasts in Ukraine. Unfortunately, only some teachers try to implement PBL
as a teaching approach in higher educational institutions for teaching English.
They admit coming across the problem of organization and implementation of
PBL in educational process.
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THE IMPLEMINTATION OF PROBLEM-BASED

LEARNING IN UKRAINIAN HIGHER EDUCATIONAL

INGTITUTIONS

What is PBL?

What are the main goals, components and principles of PBL?
How and when can we use PBL?

What are the major factors with the implementation of PBL in

higher schools?

How to implement interdisciplinary approach (on which PBL is used)

within Ukrainian context?
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THE IMPLEMINTATION OF PROBLEM-BASED LEARNING
IN UKRAINIAN HIGHER EDUCATIONAL INSTITUTIONS

PBL is a learner-centered approach introduced by Medical faculty at
McMaster University in Canada, almost 50 years ago. Its origin comes from
information processing theory, which suggests that learning is more effective
when learners are motivated to restructure their previous knowledge based on
additional information from a realistic context and by reflecting about recently
acquired knowledge. Currently, it’s largely employed in medical education
worldwide, but also in other fields. This methodology considers the content of
the curriculum, the way of learning is processed and empowers the student on
learning process (“learning how to learn”).

There is no consensus on a definition of PBL. The reason is that several
variations of PBL have been implemented and studied. Schmidt (1995) made an
attempt at providing a general characterization of PBL: “A collection of
carefully constructed and engaging “problems” is presented to small groups of
students. These problems usually consist of a description of a set of observable
phenomena, situations, or events. The task of the group is to discuss these
problems and elaborate on tentative explanations for the phenomena in terms of
some underlying process, principle, or mechanisms” (Schmidt, 1995, p. 247).

Problem-based learning is a learning approach that seeks to create a link
between theoretical knowledge and practice (Cockrell & Caplow, 2000). PBL is
based on the concepts of Lev Vygotskyi about Social Development Theory,
which considers learning as a social construction of knowledge. Due to this
origin, PBL recognizes nothing can be learned in totality and learning needs to
be shared among transdisciplinary groups (Missimer & Connell, 2012). It is
essential to have collaborative groups in learning contexts to explore, analyze
and solve the problems presented (Cockrell & Caplow, 2000).

PBL main goals are:

— to develop group learning environments;

— to help students to learn and understand curriculum contents;

— to help students to acquire problem solving skills, to be used in their
future practice;

— to improve communication and professional interaction (Sefton &
Frommer, 2013).
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Five components can be considered as the minimum standard set of
necessary and sufficient characteristics that should be present in PBL.:

1. Il-structured problems are presented as unresolved so that students
will generate not just multiple thoughts about the cause of the problem, but
multiple thoughts on how to solve it (Barrows, 2002).

2. A student-centered approach provides the students with the
opportunity to determine what they need to learn: to derive the key issues of the
problems they face, define their knowledge gaps, and pursue and acquire the
missing knowledge (Barrows, 2002; Hmelo-Silver & Barrows, 2006).

3. Teachers act as facilitators or tutors in the learning process.

4. Problems are selected from professional or “real world” (Barrows,
2002). The problems are inherently cross-disciplinary and require students to
investigate multiple subjects (Barrows, 1996) in order to generate a workable
solution.

5. PBL is typically undertaken in a small group setting (Barrows, 2002;
Hmelo-Silver & Barrows, 2006). While groups of five to nine students were
used in the original McMaster model for PBL (Barrows, 1996), these later
definitions allow for the possibility of PBL without small group work. Thus,
cases of large group PBL which were investigated by Barrows with favorable
results (Barrows, Myers, Williams & Moticka, 1986).

Problem-based learning as a method of instruction stands firm within the
rationalist tradition and is strongly influenced by cognitive psychology. Its roots
can be traced to Dewey’s plea for the fostering of independent learning and who
stressed the importance of learning in response to and in interaction with real-
life events, and also to Bruner’s notion of intrinsic motivation as an internal
force that drives the person (Schmidt, 1993).

Theoreticians and researchers have proposed a variety of learning
principles that are implemented in PBL.:

1. The prior knowledge people have regarding a subject is the most
important determinant of the nature and amount of new information that can be
processed. The availability of relevant prior knowledge is a necessary, yet not
sufficient, condition for understanding and remembering new information. Prior
knowledge also needs to be activated by cues in the context of which the
information is being studied.
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2. Knowledge is structured. The way in which it is structured in memory
makes it more or less accessible for use.

3. Storing information in memory and retrieving it can be greatly improved
when, during learning, elaboration of the material takes place.

4. The ability to activate knowledge in the long-term memory and to make
it available for use depends on contextual cues.

5. High learning motivation prolongs the amount of study time (or
processing time) and, hence, improves achievement (Clayton, 1996).

These principles are considered to be basic to many forms of human
learning, comprehension and problem-solving and are the core of PBL.

There are several educational approaches which are based on similar
principles. They include:

— project-based learning;

— case-based learning;

— competency-based learning;
— content-based learning;

— team-based learning;

— flipped classroom learning;
— task-based learning.

Comparing to all other existing methods based on direct instruction, PBL
positions itself as a method involving heuristic search of a solution through
engaging in team discussions, facilitated rather than led or dominated by the
teacher.

While in other learning contexts, PBL is the tool for translating theoretical
knowledge into practical decisions within a certain professional domain such as
engineering, economics or science.

What makes problem-based learning unique is its core focus on learning
through solving real, open-ended problems to which there are no fixed solutions
(Ertmer, Lehman, Park, Cramer, & Grove, 2003).

Interest in learning has led to several new theories and related research
about the underlying principles in the few past decades (Ormrod, 2006). It has
also been shown that the four main strategies of PBL are collaborative,
contextual, constructive and self-directed learning (Dolmans, De Grave,
Wolfhagen, & Van der Vleuten, 2005). (See app. A). These strategies create an
active and meaningful learning environment. Together they foster the cognitive,
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motivational and social goals related to learning. Literature reveals that in PBL
curricula students are more interested and motivated about their learning
(Dolmans & Schmidt, 2006), have better interpersonal skills, better
competencies in problem solving, self-directed learning (Schmidt, VVermeulen,
& Van der Molen, 2006) and are more satisfied with the learning situation
(Albanese & Mitchell, 1993).

The PBL approach is characterized by working in small groups on a
presented scenario (e.g. problem or case), a teacher who facilitates the process
by guiding the students and sufficient time for self-directed learning (Hmelo-
Silver, 2004). In theory this approach enables the students to become more
effective collaborators, develop self-directed learning and problem solving
skills, construct an extensive flexible knowledge which goes beyond the
learning of facts and raises the intrinsic motivation (Dmitrenko, 2016).

The main steps of a tutorial session are:

1. First, a problem is presented to the students.

2. Students discuss the problem in a small group PBL tutorial. They clarify
the facts of the case, define what the problem is, brainstorm the ideas based on
the prior knowledge, identify what they need to learn (learning issues), reason
through the problem, and specify an action plan for working on the problem.

3. Students are also motivated to an independent study out of the tutorial
guidance. This can include: library, databases, the web, resource people and
observations.

4. Students come back to PBL tutorial(s) for sharing information, peer
teaching and working together on the problem.

5. Students present their solution to the problem.

6. Students review what they have learnt from working on the problem. All
who participated in the process engage in self, peer and tutor review of the PBL
process and reflections on each person’s contribution to that process (See app. B).

Tutorial groups typically consist of 6 to 10 students who meet for 2 to 3 hours
per session, usually twice a week (Schmidt et al., 2007). These meetings are
guided by a tutor and, in addition, two students in the group assume the roles of
chair and scribe. In addition to tutorial meetings, lectures can be part of the
curriculum, but their occurrence is intended to be limited (Schmidt et al., 2009)
and not compulsory. They are typically comprehensive, rather than transmissive.
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Each tutorial group is supported by an academic staff member, called a
“tutor” who is meant to facilitate the learning process of the group (Schmidt &
Moust 1998: 5-11; Moust & Nuy 1987), by asking provocative questions,
providing feedback to the chair/secretary or the overall learning process of the
group. At no point in time the tutor should lecture the group, but in case of
problems, she/he should support the group in identifying what went wrong and
what could be improved to get to a more successful learning process in the next
assignment. However, as many colleagues often highlight, it is also extremely
important especially when tutoring PBL-inexperienced students that the tutor is
able to react to potentially distracting group dynamics, and stops the group in
case they are “going off the track” (Maurer & Neuhold, 2012).

A balance is needed from the tutor’s part, sometimes more guidance will be
needed compared to other times. Students new to PBL will benefit from having
a more structured curriculum or more directive tutors. However, students that
are used to PBL will benefit from more freedom in their learning path. The tutor
should be able to adapt to the level of each student group and also be willing to
receive feedback and reflect on how he/she is doing (Walsh, 2005).

Assessment in PBL can be done by tutors, peers, or oneself. Tutors can
observe the skills and knowledge that learners use. Learners can reflect on their
own work and that of their peers, how well the team works, how they feel about
their work and progress, and what skills and knowledge they are gaining.
Reflecting on work, checking progress, and identifying areas of strength and
weakness are part of the learning process.

One part of the PBL process is regular feedback (called formative
feedback) to all group members. It should be done at the end of each tutorial not
in the form of marks but as statements and commentaries. Regular evaluation
should not be interpreted as an assessment of the tutors’ or students’
performances, but rather as a means for checking whether this approach is
meeting the students’ needs and is fitting well within the program. Without this
feedback the problems in the group work may pile up and turn into a really
distressing situation. The summative student evaluation (marks, credits) can
take different aspects into account. For instance, the criteria can be knowledge
application, critical thinking, self-directed study and collaboration, for
professionalism and attitude during the discussion.
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There are many opportunities for the creative combination of face-to-face
mediation, technological mediation, and e-learning which can be used in PBL.
Technology is critical to PBL in several ways. It can be used as a tool and
resource 1) for inquiry (search engines), 2) collaboration (emails, on-line
collaboration, participation in on-line courses), 3) presentation (different kinds
of visual organizer software), 4) assessment (through electronic database,
fulfilling online programme of learning activity), 5) as resources of inspiration
for teachers (web-based ready-made problems that can serve as examples or
classroom material). However, online format of PBL may pose such additional
problems as technical problems, differences in students’ feedback, it is more
time-consuming both for the tutor and the students, slack activity or delay from
some of the participants can hinder with the speed of the group progress. To our
mind, one very important advantage of PBL online is that it creates a new kind
of communicative learning space that reduces the sense of isolation and
therefore increases students’ motivation.

Problem-based curriculum demands a high standard regarding the
problems used as starting points for learning. The purpose of problems is not
only to integrate disciplines or subjects, but also to achieve the pedagogical core
process of producing learning and competence. The critical point to a successful
approach is the selection of ill-structured problems (often interdisciplinary) and
a tutor who guides the learning process and conducts at the conclusion a
thorough debriefing of the learning experience (Dmitrenko, 2016).

There is some evidence that graduates from PBL schools are better
prepared in terms of general competences than their colleagues from non-PBL
schools. Busari et al.(1997) showed that graduates from a PBL school felt better
prepared in psychosocial and interpersonal skills. Antepohl et al. (2003)
reported that graduates from a PBL curriculum felt well prepared for
professional practice in the pre-registration period and specialty training,
especially in terms of skills for communicating with people, co-operation with
other professionals and the development of critical thinking and a scientific
attitude. Schmidt and Van der Molen (2006) showed that alumni of a PBL
medical school considered themselves to have been better prepared than their
colleagues who had been trained in traditional curriculum with respect to the
skills needed to collaborate with others, solve problems, run meetings and work
independently. There was no difference in general academic knowledge and the
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ability to write reports or papers. According to Koh and colleagues (2008)
graduates of problem-based learning curriculum had better diagnostic and
communication skills; had a greater appreciation for the cultural aspects of care
as well as legal and ethical issues; demonstrated greater responsibility; and were
better able to cope with uncertainty. However, other competencies, such as
planning and organizing work, are in need of more explicit attention in
undergraduate training (Norman, 2008). Schlett et al (2010) showed that among
medical graduates in Germany, PBL demonstrated benefits with regard to
competencies which were highly required in the job of physicians. Similar
results showing better performance of PBL vs traditional methods were showed
by the study of Imanieh et al (2014). Meo (2013) showed that students in the
PBL group obtained significantly higher knowledge and skill scores in the
respiratory physiology course compared with students in the traditional (LBL)
style of medical schools. In other health students, like pharmacists, Galvao et al
(2014) showed that knowledge was improved by the PBL method. It may be
concluded that problem-based learning method leads to a significant increase in
learning and recalling output compared to the traditional method.

Despite its increasing use and popularity, the PBL approach remains
controversial. The main reason for this controversy is that, in spite of being the
subject of extensive research, some aspects and influences of PBL remain
unclear. For Ukrainian educators it is interesting to know how to implement
interdisciplinary approach (on which PBL is based) within Ukrainian context
with its strict division between academic disciplines and university departments.

Problem-Based Learning is a very broad concept that can be applied to a
specific course or guide the set-up of the whole curriculum. Preconditions and
challenges can be identified on three different levels: on the level of curriculum
planning and structural preconditions; on the level of course planning (course
assignment and other form of preparation); and last, on the level of
implementation (role of tutors, students’ performance and group dynamics)
(Maurer H., Neuhold Ch., 2012).

So main steps for successful conversion to PBL are:

— It is necessary to create a sense of urgency of the faculty or university as a
whole. The leadership needs to be convinced that PBL is the answer to the
problems of their organization so that they will support the implementation,
even when there are challenges. If PBL is introduced as part of a strategic
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response to an external need or pressure, there is a greater chance that the
Implementation will be successful. External pressures might include the demand
from industry that graduates acquire more relevant, job-related skills during
their university studies, or changes in funding conditions or the need for
universities to distinguish themselves with a unique selling point — such as a
PBL curriculum.

— A shift in culture is required. In a traditional system, the teacher gives a
lecture. The teacher presents knowledge and has the responsibility to ensure that
all topics in the syllabus are covered in a logical sequence. In PBL, the tutor is
more like a facilitator who promotes learning, without giving the students the
correct answers. The students have to find answers to relevant problems
themselves through active self-study and discussions in their groups about what
they already know and what they need to learn to solve the problem at hand.
Teachers therefore have less control over what students ‘cover’ since the
students seek answers to their questions using a wider range of resources. It is
necessary to train the tutors and assure them that this ‘loss of control’ is not an
attack on their position.

— It is necessary to have a PBL friendly organization. Problems in PBL are
by nature interdisciplinary. PBL is an educational systems approach and not just
a classroom technique. It makes little sense to have an isolated PBL class, since
the students need to learn how to work in a PBL environment and this takes
practice. Therefore it makes sense that the entire curriculum uses PBL. To
develop an integrated curriculum requires teamwork by teachers in a PBL
friendly organisation. A PBL friendly organization also recognizes that the
Initial time investment in introducing PBL is high, and that the courses take
more preparation.

— It is necessary to have an operational infrastructure that supports PBL. The
way of working in PBL requires that there are many small rooms for the groups
to meet as well as an effective means of scheduling classroom meetings and
informing the tutors and students about these meetings.

— The reward system has to be consistent with PBL. Innovation and
excellence in teaching need to be recognized as much as excellence in research.
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— Stakeholder management: Tutors as well as students have to be trained in
PBL. They need to understand the benefits of PBL and what is expected of
them.

STRATEGY
MEASURE 1 [ORGANIZE

e <7

MANAGEMENT
oy

iMPRO | [MoTivaTE
TEAMWORK

Fig.1 Management of PBL
List of factors identified for successful implementation of PBL.:

1. Acceptance of change by all stake holders from traditional to PBL
curriculum. The potential value of PBL has attracted increasing attention. Some
professional schools have adopted PBL as a major feature of their programs,
established schools have incorporated it in curriculum revisions and reports on
higher education have featured PBL among recommendations as to good practice.

For small groups to function effectively, the facilitator must be familiar
with teaching techniques of facilitating small groups. Similarly, it is important
for tutors to be well informed about a problem and about related learning issues.

2. Faculty training and priming issues due to stress before or after change
of roles of teacher from information provider to facilitator: integration of
specialties and working with diverse situations.

Tutor’s tutoring skills are much more important in facilitating student
learning than the tutor’s experience in the content of the problems.

This factor focuses on the ability of the subject expert in the conventional
curriculum to adapt to the new role of a facilitator in a PBL setting. Again as the
present assignment indicates, “Change or be changed”. In the article titled
“Faculty development for problem-based learning” Elizabeth (2004) advocates
that changing to PBL curriculum possesses substantial challenges to many
faculty members who are not familiar with the process. She advocates that
faculty development is a crucial component for a successful curriculum change.
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Farmer, represents (2004) changing to a problem-based learning (PBL)
curriculum a substantial challenge because many faculty members are
unfamiliar with the process. Therefore, Faculty development is a crucial
component of successful curriculum change to PBL.

The concept of an integrated multidisciplinary case-based curriculum may
initially create substantial tensions and students will be able to learn using a
PBL approach (Cowdroy R, 1993; Bernstein, Tipping, Bercovitz, Skinner,
1995; Lloyd-Jones, Ellershaw, Wilkinson, Bligh, 1998). Implementing PBL
successfully depends on faculty being skilled in all aspects of the new learning
process. This dilemma places faculty development in PBL. Therefore, a
comprehensive and integrated faculty development programme for PBL is
required. Figure 2 shows a sequence for planning a full faculty development
programme, divided into three stages to reflect the process of transition to PBL
and beyond. It aims to provide a logical approach for educators dealing with the
challenge of preparing faculty for a PBL curriculum.

«Experience and understand the PBL approach

« Acquire basic PBL tutorial skills: PBL tutor training
«Develop skills in case writing

«Extend skills in assessment

Curriculum
change stage

«Enhance and support tutoring skills

Curriculum «Provide opportunities for faculty reflection and personal development

implement-
ation stage

«Develop and advocate rewards for teaching
Curriculum ©Cultivate advanced knowledge and skills in selected aspects of the process
advancemen *Nurture leadership and scholarship skills

t stage

Fig.2 Three stages of transition to PBL

3. Strategies to deal with unforeseen problems arising out of
implementation like; students unable to cope with study material, teachers
unable to absorb integration of specialties, difficulty in self-directed learning
practices, developing unrelevent skills, deficiency of basic knowledge.
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The article by Norman & Schmidt (2000) stated that PBL does provide a
more challenging, motivating and enjoyable approach to education. Despite of
Its increasing popularity, there is a question about the effectiveness of PBL.
Kirschner (2006) claimed that PBL is less effective than traditional methods
because its approach of providing minimum guidance is not compatible with
human cognitive architecture. Albanese and Mitchell (1993) examined from
1972 to 1992 and Vernon and Blake (1993) examined from 1970 to 1992 both
meta-analyses concluded that the PBL research findings were mixed and
inconclusive, and they both agreed that in general, traditional curriculum
students perform better on basic science knowledge acquisition, while PBL
students perform better on knowledge acquisition and reasoning. On the other
hand, another issues of PBL implementation related to the students who are
new to PBL reportedly experience discomfort and frustration at the initial stage
of learning (see, for example, Dabbagh, Jonassen, Yueh, & Samouilova, 2000;
Fiddler & Knoll, 1995; Hoffman & Ritchie, 1997; Jost, Harvard, & Smith,
1997; Schultz-Ross & Kline, 1999). These negative experiences are most likely
due to the students’ habits of mind toward learning. The traditional “feeding-
and-regurgitating” instructional methods (Langer, 1997) fail to -cultivate
students’ self-directed learning skills, and consequently they are hesitant or even
resistant to taking an active role in learning processes. The extreme change of
roles in their own learning causes them to be “uneasy” in their PBL learning
process. Moreover, students need to possess a certain degree of self-
directedness to successfully accomplish the learning tasks in PBL, which poses
a great challenge for those who are not naturally self-directed learners.
Although most PBL studies have shown that students developed positive
attitudes toward the end of the term (Dabbagh et al., 2000), the painful
transition and adjustment are a long and slow process (Schmidt, Boshuizen, &
de Vries, 1992) and may be detrimental to learning.

4. Understand the principles of smooth implementation. Why? How?
When? The difficulties for the university authorities in terms of management,
staffing, training for staff, the subject experts as well as the students and other
stakeholders regarding change management.

Barrows & Tamblyn (1980) acknowledge a number of problems that might
affect the transition from a traditional programme to PBL.
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need to be anticipated stress related to

and dealt with are the competition for interdependence
demands made on staff scarce resources among members
time of staff

Fig.3 Problems that might affect the transition to PBL

Interestingly, Albanese & Mitchell (1993), Problem-based Learning
required 22% more time than the more traditional mode of teaching: a 98-week
lecture course required 120 weeks using PBL. When tutors consider the time per
week in preparation for teaching problems, in comparison to presenting lectures,
they may notice that it takes more time. Albanese & Mitchell (1993) found that
instead of 8.6 hours per week primarily preparing lectures, faculty spent 20.6
hours per week primarily in groups with students.

Shanley and Kelly (1994) also comment PBL is intensive in terms of
resources and time, both for students and staff. Aldred (1997) noted that during
the various phases of implementation, especially in relation to problem design,
staff reported spending a large amount of time on Problem-based Learning
during the week.

Edens (2000) reports that Problem-based Learning process cycle could
sometimes be frustrating for the students, especially when information and
resources were often needed at short notice. For example, books need to be
made available for a large cohort of students.

Berkson (1993) notes that time constraints, poor student motivation,
evaluation problems, concerns about student-directed learning and a lack of
structure coupled with loss of faculty control were problems that can act as
barriers to the implementation of Problem-based Learning. Moreover, these
issues need to look as a critical point of view during or before the
implementation.
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Fig.5 The ways how to make conversion to PBL curriculum successful

To guarantee and sustain the success of conversion to PBL curriculum a
close and continuous collaboration between administration, faculties and
students is crucial.

There is no absolute priority; all of them are pillar contributors for making
the change successful. Any defect can undermine the conversion process.
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A curriculum development committee plays an important role for
continuous control of the process by collecting, analysing and providing needed
adjustment to prevent PBL curriculum disfunction.

Thus, recommendations affecting the successful implementation and
maintenance of PBL are:

1. Administration will provide human (course designer, experts, tutor/
mentor/coaches, educationist, producers, secretary...) and material (small group
teaching rooms, labs, library, study area, IT material, journal and book access,
training structure in intra and extramural area...) resources.

2. Skilful implementing team including administrators/managers,
curriculum/instructional designers, faculty trainers (support committee such as
faculty development committee, assessment committee, student advisor
committee...) and student representatives/associations.

3. Trained, motivated and enthusiastic working team: tutors — coaches —
mentors.

4. Actively implicated students: gauging students’ perspective and
expectation and encourage student participation, reflection and feedback.

5. Proper assessment plan aligned with ILOs and the method of teaching.

6. Continuous follow up and feedback from all stakeholders.

7. Quality assurance monitoring: continuous monitoring of the process of
implementation by collecting and analysing feedback and KPIs for
establishment of plan for improvement and researches.

Setting-up a university programme based fully on PBL is resource-intense:
splitting the student cohort in groups of 6-10 puts considerable constraints on
scheduling and organisation. It has to be considered that for this kind of teaching
an appropriate number of smaller rooms with the necessary equipment is needed
(i.e. whiteboard, eventually beamer and computer) that also allow the group to
face each other (i.e. to sit in a circle). As self-study is a central element of
students to learn in a PBL environment, the importance of the library also
increased considerably: students are supposed to have access to various kinds of
literature, and students also spend a vast amount of their time in the library
reading and preparing during their self-study. Additionally PBL is staff-intensive
for the faculty, as each tutorial group has to be accompanied by a tutor.

One of the major problems anticipated with the implementation of PBL in
Ukrainian learning process is the disparity between the nature of PBL and
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Ukrainian traditional educational settings. Firstly, their goals are different.
While PBL aspires to lifelong skills, traditional educational settings covet
curriculum coverage and excellence in high-stake examinations (Hmelo-Silver,
2004; Savery, 2006). Thus, PBL’s student-centred approach and strong focus on
process skills may not be considered a superior approach to the tried-and-tested
methods of teaching. Hence, there is the possibility of reverting to the didactic,
drill-and-practice methods that have seemingly proven their worth over the
years. Another source of complication comes from the disparity between the
rigid university structure in Ukraine and the more fluid and multidisciplinary
nature of PBL. The highly structured classroom organization and the
compartmentalized subjects in the Ukraine university curriculum present a
hurdle in accommodating the flexibility in time and subject organization needed
for the implementation of PBL.

Unfortunately, interdisciplinary approaches are not supported well by
formal education institutions that divide and identify problems in terms of strict
disciplinary perspectives. It turns out that the transition to PBL in an existing
Institute with its own traditions on teaching and learning has serious challenges.
It makes a difference whether PBL is concentrated in isolated projects or it is
considered a leading principle throughout the curriculum. As a result there is a
multitude of more or less differentiated PBL formats, mixing characteristics of
case based and project organized PBL and integrating more or less elements
from the traditional curriculum.

One may follow the next advice in shifting to PBL curriculum in Ukrainian
higher educational institutions:

1. Look at the curriculum as a whole, including all curriculum elements.

2. Think of the coherence between the curriculum and the organization
culture.

3. Employ a range of strategies for change, adapting to the situation.

4. Create a general view of the total change process.

5. Motivate staff and students.

6. Develop visions for long-term goals without compromising short-term
goals.

7. Plan the development of teaching competences.

8. Raise funds.

9. Participate in network activities.
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10. Establish a staff development unit responsible for recurring energizers.

11. Provide proof of the development of students’ learning outcome.

12. Provide proof of the development of faculty’s capacity.

The main concern of Ukrainian teachers is about the ability of integrated
blocks to cover the relative subjects to the extent which is demanded by the
final objectives of the degree programme. PBL courses designers state that “The
members of the block planning group are responsible for ensuring maximum
coverage by the block period for which they are responsible. This means that
careful selection of the subjects to be offered is of the essence” (Graff, 2013).

Thus PBL is an outstanding model that meets the needs of our modern
society and encourages successful life-long learning.

Problem-based learning focuses on learning through solving real, open-
ended problems to which there are no fixed solutions. Problems can be taken
from real-life news stories, generated by students themselves, and developed
from realia. Students work in pairs or groups to understand the problem and
then to find possible solutions to it.

Recent research reviews indicate that problem-based learning can lead to
long-term learning outcomes, whereas traditional instruction leads to slightly
better performance on short-term learning as measured on standardized tests.
Problem-based learning is particularly effective in increasing engagement and
reducing the achievement gap among participators.

Most PBL research studies have been conducted in European and
American higher educational institutions and, as such, these findings may not be
transferable to Ukrainian higher educational institution context without taking
into consideration peculiarities of Ukrainian higher education. The main
problem is how to implement interdisciplinary approach (on which PBL is
based) within the Ukrainian context with its strict division between academic
disciplines and university departments. Preconditions and challenges of PBL in
Ukrainian higher educational institutions can be identified on three different
levels: on the level of curriculum planning and structural preconditions; on the
level of course planning (course assignment and other form of preparation); and
on the level of implementation (role of tutors, students’ performance and group
dynamics). The correct implementation of PBL in Ukrainian higher educational
Institutions as a leading principle throughout the curriculum will lead to the
integration of skills and intellectual activity of Ukrainian students and the
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development of self-study and the ability to think independently and solve real
life problems.
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PROBLEM
AS THE MAIN POINT

* The Wal-Mart syndrome in PBL. What's that?

Can a photo contain a problem?

* Do learners like facing problems?
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PROBLEM AS THE MAIN POINT

The most reliable estimates of the future job market needs indicate that the
most urgent and valued skills in employees will be connected with complex
problem-solving. Jerome Bruner, the former Director of the Harvard Centre for
Cognitive Studies, once stated that we should consider a person knowledgeable if
he/she is a problem solver, interacts with the environment in testing hypotheses,
develops generalizations and is actively engaged in learning to arrive at solutions.
Bruner saw the goal of education in further development of problem-solving skills
and the process of inquiry and discussion. It is universally acclaimed nowadays
that learners develop best in the learning environment which provides them with
possibility to both observe and learn process skills, problem-solving skills, and
thinking skills while acquiring content knowledge.

PBL is essentially dedicated to learning how to solve problems in novel real-
world contexts. It is recognized as a progressive active-learning and learner-
centred approach where unstructured problems (real world or simulated complex
problems) are used as the starting point and anchor for the learning process.

Generally, problems are designed based on guidelines derived from
experiential knowledge and theoretical principles of learning and cognition
(Dolmans, Snellen-Balendong, Wolfhagen, & van der Vleuten, 1997).

Initially, they must create the backbone of course/block/module, and only
after, establish the different specific learning objectives for the students. Less
complex issues are presented at the beginning of the course. Over time, the
complexity of the problems is increased with the intention of instigating the
student to better learning.

We believe that good management combined with a clear and well-defined
process that we must follow, makes the job easier and allow us to do it with
quality.

For instance, Shaw’s (1976) gquidelines proposed five dimensions of
problems, namely difficulty level, solution multiplicity of solution, intrinsic
interest, cooperation requirements, and familiarity of the problem by the learner.

Dolmans et al. (1997) outlined seven principles of problem design. These
indicated that problems should 1) simulate real life, 2) lead to elaboration, 3)
encourage integration of knowledge, 4) encourage self-directed learning, 5) fit in
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with students’ prior knowledge, 6) interest the students, and 7) reflect the faculty’s
learning objectives.

Hung (2006) proposed a conceptual framework for problem design in the
form a theoretical 3C3R model. The 3C3R model represents three core
components and three process components of problems. The core components
refer to content, context, and connection. On the other hand, the process
components (researching, reasoning, and reflecting) represent the students’
cognitive processes and problem-solving skills.

Jonassen and Hung (2008) focused on one of the problem characteristics —
problem difficulty — and defined it to be characterized by problem complexity and
problem structuredness. According to these authors, problem complexity refers to
the breadth, attainment level, intricacy, and interrelatedness of problem space
while problem structuredness represents the intransparency, heterogeneity of
interpretations, interdisciplinary, and dynamicity of problems.

Jacobs et al. (2003) developed and validated a questionnaire to assess the
degree of complexity and structuredness of PBL problems. They defined
complexity as the number of characteristics or variables that play a role in
challenging the students to think and learn. The authors found that although
students could clearly differentiate between simple and well-structured problems,
they were not able to discern ill-structured from complex problems. Hence the
authors classified both ill-structuredness and complexity as factors of problem
difficulty.

Using an experimental approach, Soppe, Schmidt, and Bruysten (2005)
investigated the influence of problem familiarity on students’ learning. The results
showed that the students perceived the familiar version of the problem to be more
interesting than the unfamiliar version. However, there was no significant
difference in their academic achievement.

Des Marchais (1999) used a Delphi technique whereby he asked six PBL
experts to identify three criteria considered most essential for the design of
problems. This Delphi approach led to the identification of nine criteria that were
ranked by the experts according to importance. The two most important criteria
identified were that the problem should stimulate thinking or reasoning.

Schmidt (1985) developed a 59-item rating scale on various aspects of
problems and administered it to 102 students. The data collected were factor
analysed. A total of eight independent characteristics of problems were identified
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using this approach. The identified attributes were learning output, goal clarity,
openness, concreteness, familiarity, prior knowledge involved, time on task, and
Intrinsic interest. Leading to self-directed learning in some of the shortcomings of
the existing literature on problem characteristics are that:

—they are generally theory-based and not evidence-based,;

—the relatively few empirical studies focus on only few specific
characteristics;

—studies that have attempted to explore the quality of problems at a
broader level are restricted to expert’s perceptions or a priori theoretical
considerations address student’s perspectives.

To address these shortcomings, a student perspective based study aimed to
investigate students’ perceptions of characteristics associated with good problems
in PBL highlights characteristics of a good problem as (5features/6functions):

a. 5 features include problem format, clarity, familiarity, difficulty and relevance;
b. 6 functions include problem leading to learning issues, triggers interest,
stimulates self-directed learning and critical reasoning, elaboration of problem and
solution and teamwork.

The process of course designing comprises the following 4 stages that make
up the instructional design.

1. Learning Tasks:

The definition of the learning itself along with its end objectives is crucial for
both the facilitators and the participants. The learning tasks are presented in the
form of problems or projects or cases which are drawn from situations that one
encounters in the real world. The number of stages through which the PBL
proceeds would be decided by the type of learning involved. Thus it is typically a
set of problems that have a carefully sequenced complexity. Initial tasks may be
relatively simple in order to accommodate different types of learners but the tasks
evolve in a gradual manner to attain a final complexity that matches the
requirements of learning and skill development as would be expected of a
professional.

Initially the amount of support and guidance provided is relatively high and it
reduces over the PBL process to a stage when learners solve problems on their
own.

The definition and organization of the learning tasks provides the backbone
for the PBL problems. It also accommodates the extent and form of learning
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desired out of a course and may be linked to the requirements of a formal
curriculum if necessary.

2. Supportive Information:

This related to the resources that the students can consult and is also called the
“Study Landscape”. The content and form of the resource is connected to each task
at a particular level of complexity. The content provided is just enough to fuel and
sustain the curiosity while at the same time motivating students to search for
information on their own.

3. Procedural information:

Monitoring and maintaining satisfactory levels of progress through the course
Is important for a timely execution of the PBL. Procedural information is provided
by the tutor/facilitator on “Just in time” basis, as and when needed.

4. Part Task Practice:

Problems may contain aspects pertaining to the development of requisite
skills. These interventions may be necessary both prior to or during the PBL;
initially in order to acquire the minimum requisite skills for the PBL and
subsequently to ensure the development of specific skills to accompany the
learning itself.
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Thus, problems need to be chosen according to learning objectives of the
block. Problem should be related to prior knowledge of student, learning
objectives of the block and have future relevance. Depending upon type of
problem, format need to be chosen. Problem should be simple, not complex but
still sufficiently intriguing to keep interest of all learners alive. Language used
should be practice oriented and not too much structured. Problem should be
short, contain clues/trigger, interest the learner and promote critical skills and
self-directed learning.

An authentic problem as the starting point of learning calls for multiple
perspectives. It challenges students’ current knowledge, attitudes and
competencies, thus calling for identification of learning needs and new areas of
learning. In many PBL approaches, students deal with a situation where they
need to achieve a goal, and the means to that accomplishment (i.e. the
information, process and actions to be taken) is novel to the student. In such a
way, the problem itself becomes a key stimulus for learning which gives rise to
many psychological processes underlying the motivation for learning. The use
of challenging learning environments, as in problem-based learning activities,
encourages questioning and overcomes the fear of making mistakes.

PROBLEM

Fig. 7 Roles and functions of problem in the process of learning

Moreover, students have to assume major responsibility for the acquisition
of information and knowledge as it is up to them to measure the extent and
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depth of their knowledge gap, the necessity for harnessing of a variety of
knowledge sources and the use and evaluation of information resources. It is
obvious that development of inquiry and problem-solving skills is as important
as content knowledge acquisition for the solution of the problem. The learners
need to discover that problems are not only to be confronted and solved as soon
as possible but also the fact that positive attitude, inquisitive observation and
taking on “problems” as a matter of personal experience and growth, a “door” to
new possibilities and opportunities.

Among the four typical clusters of activities in PBL the first one is closely
related with the Problem. It involves meeting the problem, problem enquiry,
identification and definition of the problem. The implicit mechanisms involved
in this stage are (1) mental recognition that there is a problem, (2) lack of
knowledge of how to resolve the problem, (3) the inner psychological impulse
or need to resolve it, and (4) personal belief that we are able to find a solution.
Understanding of the nature of the problem is essential for stage 2: Learning
Goals (activation of prior knowledge, generation of issues and setting learning
objectives). In its turn, Stage 3: Discovery, Analysis and Solution Development
(information and fact-finding, research and problem-solving processes) can be
successfully implemented only if the goal orientation and active search for
information fall into the pattern of the original problem. Stage 4: Solution and
Evaluation (production, synthesis, presentation, reflection, further iteration and
review) involves a looping analysis of the problem from the perspective of the
suggested solution in terms of its adequate and full response.

Problem-based learning processes call for strategies that are goal-directed
and self-directed, although they are influenced by the context of the problem
itself. The understanding of importance of metacognition has caused a shift in
modern pedagogy towards facilitation of acquisition of self-regulated learning
strategies. The progressive challenges in the 20™-21% century pedagogy are
represented in the following paradigmatic shifts:

HD 1 Necessity of making content knowledge visible to learners
”D > Making teachers’ thinking visible to learners
”D 3 Making learners’ thinking visible to themselves,

their peers, and the teacher
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The challenge modern educators are facing is the design of such types of
learning environment where students’ cognition, ways and methods of acquiring
knowledge are clearly manifested through their active collaboration with each
other and readiness to take up responsibility for the organization and
arrangement of their own learning. The teacher has to abandon his traditional
role of a prophet imparting some knowledge to the novices, but to provide the
students with some means that help them realize and evaluate the forms, depth
and typical algorithms of their mental work as well as to facilitate the
development of their abilities to deal with real-world problems. If the students’
cognition process becomes evident for themselves, they get a powerful tool for
self-regulation and development. Self-directed learners become proactive in
achieving their goals, adapting their personal strategies according to the
situational demands. The problem construction can be one of the key elements
in teachers’ design of a new learning environment.

Three elements should be considered in problem construction: (1) the
educational objectives, (2) the type of problem and (3) its format. The
educational objectives predetermine the teacher’s choice of the problem from
the pool of topical authentic or true-to-life stories that can serve as a basis of the
educational problem.

The problem should be presented in a variety of types that respond to the
calls for the increasing ability of the learners to cope with change and to adapt:
the explanation problem, the discussion problem, the strategy problem, the
study problem, the application problem, and the multi-level problem. A problem
can be theoretical, practical, social, technical, symbolic-cultural and/or scientific
and grows out of students’ wondering within different disciplines and
professional environments. It is also essential to select a type the problem
appropriate to the curriculum objectives.

O. Tan (2003) enumerates the following example of real-life triggers and
stimuli that give rise to a problem: (1) failure to perform, (2) situations in need
of immediate attention or improvement, (3) discovering improved ways to do
things, (4) unexplained phenomena or observations, gaps in information and
knowledge, (5) decision-making situations, (6) need for new designs or
inventions. Thus, to the maximum extent possible, the problematic situation
presented to the learners should approximate the situation they are likely to face
in their own professional life in the future.

65




The variety of problem types is a wise way of introducing the learners to
the complexity of the challenges they are going to face. There is no doubt that
throughout the 21 century the problems confronting the world and individuals
will come with increasing rapidity, complexity and diversity. While preparing
learners for problem-solving the educators should foresee that (1) real world
problems are increasing in quantity and difficulty, (2) newer problems have
shorter time frame for solutions, (3) global (larger-scale) problems require
integrated solutions.

Finally, the format in which the problem will be presented to students is to
be selected. Those can be scenarios; text assignments; pictures / visualization;
video etc. The problem statement or scenario often resembles much the material
that professors who teach with the case method might use. The scenario
describes the context and nature of the problematic situation. The problem is
based upon real problems identified in professional practice and is related to the
expected role and work context of the students. However, the focus is made on
messy or swampy problems that have a significant impact in the real life
conditions. The problems should be presented in a variety of social contexts,
involving different spheres of knowledge. Such presentation may include, for
example, video clips or photos presenting the main object of concern, or video
interviews with the participants of the situation under study which helps to
achieve authenticity of the problem. Authentic problems prove to be a source of
high motivation to engage in the project process. The problem which is was
conveyed through a video case, picture, graph or even a consumer product offer
important advantages. Through enhancing the sense of reality such
contextualized problems stimulate students to pay thorough attention to tacit
details embedded in the scenarios. Briefly speaking, due to different problem
formats students learn how to look for the important details and weigh the major
and minor factors by themselves.

Variety of problem formats serve the important function of providing the
learners with the opportunity to learn directly from the problem space and to
develop general strategies of problem solving instead of just obtaining
knowledge of any specific type of problem-solving. The level of structuring of
the problem is of great importance here.

Many so-called “problems” have more in common with the traditional
didactics of knowledge accumulation through memorizing and its presentation
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in paper-and-pencil testing mode. What many students actually solve in their
classes are exercises rather than problems. Teachers typically present in class a
large number of examples accompanied by comprehensive guidelines and step-
by-step solutions. Students are then given similar exercises of a variety of
challenges (e.g. homework exercises, examination-type questions). Often there
is very little element of novelty, although these “problems” may call for
synthesis and application of the knowledge learnt. There is, however, an
overdependence on learning through worked examples and routine exercises. As
a result, there is very limited use of the power of problems. For simplicity, the
types of problems can be classified along a continuum of routine-artificial
instructor-led problems at one end and novel real-world self-led at the other end.

r_‘

CORRELATION BETWEEN THE PROBLEM STRUCTURING
AND SELF-DIRECTED TEARNING

LECTURE-BASED LEARNING led by a
teacher

Well-structured CASE presented by a teacher

Partially structured simulation of the problem that
involves partially instructor-led PROJECT WORK

HYBRID PBL based on self-regulated learning activity while
resolving true-to-life problem simulations with occasional
help of the tutor

E PBL which involves resolving ill-structured real life

Fig. 8 Correlation between the structuredness of the problem and its ability to
stimulate self-led learning in various models of PBL based on W.Hung’s PBL
models (originally H.S. Barrows’ classification)

As the experience shows, tutors frequently design the problems on their
own but it is evident that these problems should fall into the general plan
supported by the colleagues. However, problems that have social, political,
economic, environ mental (biological), historical, and personal implications
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often cannot be understood or solved by considering only one disciplinary
perspective and multifaceted approach id more preferable. Each perspective
needs to be addressed and integrated into the problem space and the problem
solution. When the context of a problem requires students to collect knowledge
on various interrelated disciplines, integrative thinking is stimulated and the
process of cognition is well supported by the processes of revision and
generalization, analogy and comparison.

The tutor should remember and take into account the significance of
cultural and social changing of the problems to make them suitable both for
curriculum design and instructional delivery. Unsuccessful description of an
inexact real life problem can make the so called Walmart Syndrome happen [6].
It is an effort to find out from problems that are contextually taken away from
the learner’s personal observation. The term has a specified beginning from the
personal experience of one of the Asian business students who was taught to
solve complicated managerial problems on the basis of the business cases of
Walmart, American retail chain. When the former student saw a real Walmart
shop several years after his graduation he understood that he could have
managed much better on those cases if he had had the essential cultural
background or setting. This issue is of central importance and it is likely to
influence learning motivation, comprehension and engagement.

Thus, the choice of the problem design should be predetermined by the aim
to make our students ready for a changing at a great rate and complex world.
Problems should be presented in different types and formats, as they fulfil a lot
of functions of motivating, training and giving new ideas and enthusiasm.
Educational problems flash a sparkle of initial interest that sets into motion the
whole process of inquiry and search that provides the learners with almost
definite evidence of their own mental work, the understanding of which is a
fundamental prerequisite of proper personal development of an individual into
an independent highly-productive creator of the new ideas and the new world.
One important prior condition of a successful problem design is the implication
that the problem must be culturally appropriate in both form of expression of the
problem and content.
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ASSESSMENT IN PBL

» What is assessment in PBL?

= What is the goal of assessment in PBL?
= Who assesses?
= How do we assess?

= How can PBL help students with disability?
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ASSESSMENT IN PROBLEM-BASED LEARNING

The implementation of PBL faces many challenges. Among the most
important which need to be discussed and solved is the question of students’
assessment. Being frequently a shock to students faced with its unusual procedure,
it is often the same ordeal for educators who take the first steps with this technique.
Besides the fundamental challenge of creating a good problem, educators are faced
with the task of deciding how to evaluate the technique’s effectiveness and how to
assess whether students have met the overall learning objectives for the course.
Traditional assessment techniques are not effective and adequate to measure
students’ learning experience. It requires more complex techniques. PBL as an
innovative method of learning and teaching relies on the evaluation by tutors, peers
and self-assessment. Being the integral part of the whole process, the assessment is
not easy to perform as tutors and students are often inexperienced and don’t know
what and how to do it. In the chapter we will try to give the answers to the most
common questions about assessment in PBL.

What is assessment in general?

There exist different definitions of what assessment is. The most obvious
ones are the following:

—  The process of gathering and discussing information from multiple
and diverse sources in order to develop a deep understanding of what students
know, understand, and can do with their knowledge as a result of their
educational experiences. (Learner-Centered Assessment on College Campuses:
shifting the focus from teaching to learning by Huba and Freed, 2000).

- The systematic basis for making inferences about the learning and
development of students. It is the process of defining, selecting, designing,
collecting, analyzing, interpreting, and using information to increase students’
learning and development. (Assessing Student Learning and Development: A
Guide to the Principles, Goals, and Methods of Determining College
Outcomes by Erwin, 1991).

From the above mentioned statements we see that assessment is used
mostly to monitor the students’ progress in learning and state its development.
The National Research Council (NRC) contends that there are 3 guiding
principles to assessment (Waters, 2010):

71



—  content: assessment reflects what is most important for students to
learn;

— learning: assessment enhances learning and supports instructional
practice;

—  equity: assessment supports every student’s opportunity to learn.

Earl (2003) has identified three methods of learning through assessment:
assessment for, assessment of, and assessment as learning.

- Assessment for learning is formative: through feedback the student is
able to identify their current level of knowledge, understanding and skills to
enable identification of additional learning needs.

- Assessment of learning is summative and is generally viewed as the
traditional approach to assessment: it is used to allocate a grade to individual
student work.

- Assessment as learning is the learning achieved whilst undertaking the
activities required when completing the assessment. A combination of formative
and summative assessment is generally viewed as the more positive approach to
assessment, and itself is a pertinent area for evaluation to ensure that the optimum
balance is being achieved. This is equally so for group and individual assessment,
where both collaborative skills and individual knowledge require appraisal.

What is assessment in PBL?

Most researchers look upon assessment in PBL as a feedback given by
tutors, peers and students themselves. They believe that evaluation needs to fit
the philosophy of active learning rather than passive reproductive learning. It
may be preferable, and more rigorous, for assessments to follow the PBL
philosophy and to require the individual to analyze a problem, search for and
then apply relevant information (Reynolds, 1997, p. 272).

The learning principle emphasizes that assessments should continue the
learning process and not be viewed as a disjoint activity. Too often there is a
complete break in activities where teaching ends and then there is an
assessment. This can encourage students to get by on their memorization skills
and continue their passive participation in the educational process. Whatever
assessment technique is used, it must be viewed by students as an active part of
the learning process, not some ancillary activity. The idealistic goal of the
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learning principle is to make it indistinguishable to a visitor as to whether
Instruction or assessment is occurring in the classroom (Larsson, 2001).

Assessment methods which are used have a great impact on student
learning. If they depend solely on factual recall then PBL is improbable to be
successful in the curriculum. All assessment schedules should correspond to the
basic principles of testing the student in the context of the curriculum
consequences and should operate an appropriate series of assessment methods. It
Is sensible to assess students' activities and progress in their PBL groups. Tutors
should react and give feedback or follow formative or summative assessment
procedures according to the assessment schedule of their faculty. It is also useful
to take into consideration the assessment of the group as a whole. The group
should be supported to reflect on its PBL performance including its devotion to
the process, communication skills, respect for others, and individual contribu-
tions. Peer pressure in the group lowers the likelihood of students failing to keep
up with amount of work, and the award of a group mark — attached to each indi-
vidual’s assessment schedule — encourages students to accomplish the typical
aims connected with PBL (World, 2003).

It should be also stressed that assessment demonstrates the benefits and
drawbacks of PBL, promotes its implementation. Evaluation is crucial for both
the maintenance of standards and in developing curricula. It is a source of the
information that:

- helps identify problems students experience in foreign language
acquisition;

—  fosters adjustment of the curricula;

—  demonstrates the benefits and drawbacks of PBL;

— contributes to solving existing problems.

The literature pertaining to evaluation of educational methods identifies a
number of dimensions which should be considered to assist in order to clarify
the evaluative approach.

What is the goal of assessment in PBL?

The overall purpose of assessment has undergone significant
transformation over the past three decades. Previously the primary goal of
assessment was to measure student performance in order to assign grades and
make judgmental decisions. This was often done at the expense of recognizing
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the individual and the collective potential of students (Stevens, 1996). More
recently, the role of assessment as a tool to facilitate learning has come to be
recognized. Indeed, the stressful ritual of end-of-course examinations has been
losing ground in favour of continual assessment and its role as part of the
learning process (Stevens, 1996).

Peer assessment is regarded as an awareness raising exercise which enables
students to consider their own work more closely, highlights what they need to
know in the subject, helps them make a realistic assessment of their own
abilities, and provides them with skills that would be valuable in the future.
Furthermore, the peer assessment process also encourages students to compare
and reflect on their own work, which in turn is an important element of self-
directed learning (Falchikov, 2005).

Unfortunately, assessment of PBL is poorly addressed in the research
literature. Most studies compare students who have undergone PBL curricula
with those who have not by using traditional measures, which tend to be almost
exclusively content-oriented. Results of these studies vary, but most indications
are that PBL “does no harm” in terms of traditional, content oriented outcomes
(Albanese & Mitchell, 1993; Vernon & Blake, 1993).

Yet, if the primary goal of PBL is to have students cultivate the habits of
mind evidenced by professionals in a field or discipline, faculty need to consider
process oriented objectives and the means by which to assess them. Process-
oriented objectives can be difficult to articulate, although they constitute the
“hidden curriculum” of most courses. We want students to understand concepts,
formulas, and skills which constitute the knowledge base of a discipline or
profession. But we also want them to recognize the kinds of problems embraced
by specific disciplines and professions, and the means by which practitioners go
about solving them. Process-oriented objectives are those that relate to how
practitioners of a discipline or profession think about and solve problems within
a certain field (Toulmin, 1972). Because content-oriented objectives are usually
emphasized, those seeking to implement PBL may struggle, initially, with
defining, highlighting to students, and then assessing process-oriented
objectives. In fact, those who have researched the process-oriented outcomes of
PBL have found dramatic results (Hmelo, et al., 1997).

PBL assessments should be authentic, which is to say that they should be
structured so that students can display their understanding of problems and their

74



solutions in contextually meaningful ways (Gallagher, 1997). Clearly, multiple-
choice assessments and even short-answer or essay questions that require rote
repetition of facts will be of little value in assessing the extent to which students
have internalized holistic approaches to complex problems.

Although PBL addresses messy, ill-structured problems, the assessment is
to be designed to identify a student’s areas of achievement and weakness. Some
researchers believe that “for clarity and structure, it is important to provide the
students with a generic scoring rubric adapted to meet the different learning
aspects of PBL. The purpose of the scoring rubric is to act as both a self-
assessment and peer-assessment so that the pre-service teachers can monitor and
evaluate their performance and self-regulate both their own learning and that of
their colleagues. This was a working, 13-week course prototype solving a real-
world problem and presenting the solution to a public audience. This was also to
be assessment as learning, because it occurred during and at the end of each unit
of work. To make this most effective, the five point PBL rubric recommended
by Ronis (2008) can be used for the assessment. This allows for both self and
peer assessment as well as instructor assessment at the end of the unit of work
as a summative assessment (Earl, 2003).

Who assesses?

In traditional form of teaching, the teacher as the most important figure has
the power to check and evaluate students’ knowledge. PBL as student-centered
approach does not only rely on the feedback from the tutor, but peer-assessment
and self-assessment are considered to be important and are treated as the
integral part of the assessment. It is supposed to be the factor that prevents
unfair judgement and stimulates students to learn from their mistakes. Still,
assessment in PBL causes some anxiety as evaluating students fairly can be
affected by personal and interpersonal impressions. “Although assessment in
PBL tutorials is aimed at making students think freely about their own learning
process, it can be noticed that they still perceived the assessment process as a
ranking tool. This created fear and anxiety despite repeated attempts to stress
the long term commitment to learning rather than an exclusive focus on grades.
As far as critical feedback is concerned, students tended to refer to the attitude
of the tutor during tutorial sessions and the lack of criteria when grades were
assigned” (Stevens, 1996).
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A critical part of assessment in PBL is the feedback students receive from
their peers. Allen, Duch, and Groh (1996) asked students to rate their group
members using a numerical scale based on “attendance, degree of preparation
for class, listening and communication skills, ability to bring new and relevant
information to the group, and ability to support and improve the functioning of
the group as a whole” (p. 49). This peer rating constituted up to ten percent of
students’ final grades. Peer ratings, however, are not sufficient feedback and
neither are single letter grades. The instructor should also provide detailed
comments about each student’s strengths and weaknesses. Having students
evaluate their own performance can be a valuable task as well (Stevens, 1996).

Students also feel uncomfortable to provide and receive feedback. The
reasons for it are different. People usually perceive feedback as criticism and
avoid using it. At the same time students demonstrate a corporative attitude
among themselves (protecting each other from poor grades). This behavior was
also observed in a study comparing tutor, self- and peer-assessment from 349 first
year Brazilian students in PBL tutorials where tutors’ marks were consistently
lower than students’ self- and peer-assessment marks (Stevens, 1996).

Most of the studies found in the literature on peer assessment focuses on
the evaluation of individual contributions to group assignments or the validity
and reliability of peer assessment. Although student perceptions of the peer
assessment experience have been studied extensively in higher education, few
studies have been concerned with evaluating students’ views in a PBL tutorial
setting (Eva et al., 2004). To add on, many of the studies reportedly used peer
assessment for summative purposes to judge the product of collaborative work
(e.g., a poster or report), and is mainly administered towards the end of a
predefined period for judging the quality of peers’ works (Ballantyne et al.,
2002; Falchikov, 2005).

Giving students the opportunity to evaluate and reflect on their own
learning is a key element in PBL. The self-assessment phase of a PBL session
allows the facilitator to help students with assessing their own performance in
solving a problem. Self-assessment in PBL allows the students to compare their
performance with the goals which they set for themselves before the problem
started. It allows them to develop the skills to monitor their own learning
outside the academic environment and helps them to move towards the elusive
goal of becoming life-long learners. The ability of PBL to foster reflection in
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students is largely a function of the facilitator’s ability to introduce
opportunities for reflection into the PBL experience (Waters, 2005).

How do we assess?

It is challenging to create assessment techniques for PBL where the results
are repeatable over time. Whether or not we consider “grades” as important, the
requirement to report on student’s progress will be around for quite some time.
An effective assessment tool must also provide the ability to report on student
progress in a fair and objective manner (Waters, 2005). Through the use of a
range of authentic assessments like process assessment which contains of
process assessment (consists of students’ self-reflection, peer’s evaluation and
task completion reports); content assessment (consists of pretest and posttest);
together with portfolio assessment, some papers outline strategies that have
worked, as well as those that have not in a PBL setting (Tai, 2007).

The National Science Foundation has published a very useful booklet
which every practitioner contemplating an evaluation project should possess
(Reynolds, 1997). NSF outlines three types of evaluation: planning, formative
and summative. Planning evaluations, while important are not applicable to this
established program so they are not further discussed. Formative and summative
evaluations are applicable and are best understood by using a quote from
(Reynolds, 1997): “When the cook tastes the soup, that’s formative. When the
guests taste the soup, that’s summative” (Bob Stake).

Waters and McCracken wanted to focus on methods more appropriate for a
shorter term evaluation method. They used questionnaires to gather qualitative
information from students as part of the formative evaluation. It was considered
useful to capture student opinions and ideas on improving the class. The
summative evaluation consisted of course observations by the TA’s and
instructor and comparison of pre-test scores to post-test scores. Meeting
regularly with the PBL groups tutors noted problems in the process. These
problems and general observations about the process were captured through
informal interviews with group members. Additionally, the students were
administered an examination during the first class period which covered all the
major learning outcomes for the course. This pre-test examination was scored
and the grades compared to the final examination scores to provide an
indication of overall student learning and transfer in the course (Waters, 2005).
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The issue raised from PBL is to provide an authentic assessment strategy.
This learning space requires support in collaboration and communication among
the students as a medium to exchange ideas, conduct discussion and put hands
together. Students research, document, do peer’s feedback, design, learn various
authoring tools for acquiring, manipulating, and communicating information in
order to solve the problems and challenges given to them (Tai, 2007).

It is suggested that the following questions should be answered by the
evaluators prior to beginning any evaluation: (based upon Nevo’s 10
dimensions of educational evaluation, 1986).

Dimension

Interpretation

How is evaluation de-
fined?

For example ‘systematic evaluative research to in-
form, judge and improve’;

What are the functions
of this evaluation?

Be clear about the aim of the evaluation in relation
to merit, worth, impact and significance: e.g. to in-
form future developments; to review the effectiveness
of particular activities or ‘trigger’ problems

What are the objects of
evaluation?

Areas for evaluation should also be clear, be this the
programme design, student experience, the facilita-
tion, the process and or outcomes of PBL in context

What kinds of infor-
mation that should be
collected regarding each
object?

Both quantitative and qualitative data may be in-
formative in ascertaining an understanding of pro-
cess and outcome. Information may include effec-
tiveness of knowledge acquisition; academic skill,
subject —specific and core skill development; ethical
awareness and/or attitude change; self-awareness
and critical reflection, etc.

What criteria should be
used to judge the merit
and worth of an evalua-
tion object?

Criteria may include efficient, effective and accepta-
ble use of resources; achievement of explicit learning
processes and outcomes; development of independent
learners, able to work in teams, etc.

Who should be served
by an evaluation?

Stakeholders may include yourself, students, other
teachers within the team; the wider community of
educators interested in PBL

What is the process of
doing an evaluation?

Processes should include identification of area for
evaluation, timing of the study, ethical methods and
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approval, undertaking the data collection, data anal-
ysis and dissemination of findings

What methods of en- The toolkit offers a selection of appropriate methods

quiry should be used in | signalled from the particular areas for investigation:

evaluation? we suggest methods suited to particular areas of in-
vestigation

Who should do evalua- | Will the evaluator be part of the delivery team or

tion? student body (insider research), or external to the

people involved in the PBL. Recognise the potential
impact of your choice on the responses

By what standards The standards will be the norms for educational re-
should evaluation be search
judged?

Fig.9 Dimensions of educational evaluation

Assessing Language Proficiency in PBL

Learning a language is very different from learning anything else.
Normally language is a tool when learning — not the actual subject of it. This
difference has several implications from the point of view of PBL. Though it
has been said that the concepts of PBL can be applied to any academic
discipline, languages obviously constitute a large challenge (Lew, 2010).
Especially it is true about assessing students’ language proficiency.

To be effective, assessment must recognize the diversity of learners and
allow for differences in styles and rates of learning. To accurately assess
English language learners, variations in students’ English language skills, along
with the other growth and development variations based on their age, must be
considered.

Developmentally appropriate assessment calls for the use of a range of
assessment strategies because English language learners need a variety of ways
to demonstrate their understanding. The lower the language proficiency, the
more important it is to use assessment techniques beyond pencil and paper
tasks. Developmentally appropriate assessment provides opportunities for
students to show what they know in an environment in which it is safe to take
risks associated with learning.
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When assessing English language learners note the type of language the
student is using to get his or her message across. Many English language
learners use familiar and high frequency vocabulary and long simple sentences
to demonstrate social language competency. However, more academic and
specialized vocabulary and more complex sentences may be required in the
classroom setting. At times, a student may be assessed above his or her actual
language level as the social language competency may mask the academic
language competency.

A problem that language teachers often face is that of the students
communicating with each other in their native language (or another to them
common foreign language, such as English) more than they actually need to. In
a PBL environment this would be a very real, and very big problem, as
communicating in the language being studied would be the central idea of PBL-
based language education, and failing to fulfill that demand would greatly
decrease, if not entirely eliminate, the profits of using PBL at all (Lew, 2010).

It is useful to define some language aims and present them to students.
These aims will demonstrate what students are evaluated for.

1. Scanning information:

— a student can obtain information, ideas and opinions from highly
specialized sources within his/her field;

— can understand specialized articles outside his/her field, provided
he/she can use a dictionary occasionally to confirm his/her interpretation of
terminology.

2. Speaking:

— can pass on detailed information reliably;

— can understand and exchange complex information and advice on the
full range of matters related to his/her occupational role.

— 3. Goal-oriented co-operation:

— can help along the progress of the work by inviting others to join in,
say what they think etc.;

— can outline an issue or a problem clearly, speculating about causes or
consequences, and weighing advantages and disadvantages of different
approaches.

One of the most important aspects of authentic assessment is that the students
have a full understanding of the assessment criteria. Part of the learning that needs
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to go on in PBL is for students to learn to understand the assessment criteria, learn
to assess themselves, and learn to assess their fellow students. Specifically,
focusing on self-assessment, Dave Moursund (MSEB, 1993) believes that firstly,
students should develop good answers to the following questions:

How can | (a learner) tell if I have learned well enough:

— to serve my current needs?

— 5o that it will stay with me, for use in the future?

— to transfer my new knowledge and skills to new (perhaps novel)

situations where it is applicable,

— so that | can build on my new knowledge and skills in the future?

— so | have some insight into what | don’t know, why | might want to
learn some of the things that | don't know but might want to know, and
pathways to doing the learning?

A Kkey aspect of authentic assessment is helping the student learn the details
of what is being assessed, why it is being assessed, and how it is being assessed.
Assessment becomes a “white box” instead of being a “black box”.

Students should be provided with the criteria by which they evaluate their
fellow students and themselves. According to our observation it is better if not
individual members of the group are assessed by peers but the group as a whole.
It prevents the behavior when students try to protect each other from poor
grades. They feel more relaxed and comfortable evaluating the group’s work
than each member individually. Students will benefit from PBL more if they are
presented with learning objectives and assessment criteria before implementing
PBL and before the assessment phase. It should be clear from the very
beginning what they are assessed for and how.

Students should be asked to evaluate their fellow-students according to
their attendance, perseverance, listening and communication skills, ability to
gain and scan information, involvement into the problem-solving.

Here we present a list of criteria which we consider important for students’
foreign language proficiency assessment in PBL.:

1. Language used during the discussion ( native, foreign, both)

2. Involvement into the discussion (active, unenthusiastic, passive)

3. Collaboration (conscious and freewill participation, guided
participation, reluctant to participate)

4. Speaking (fluent, prompted, limited)
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5. Listening comprehension (communicating with ease, having some
difficulties in understanding, having extensive difficulties in understanding )

6. Vocabulary used (professional, mostly general, basic)

7. Ways of obtaining the information (specialized articles in a foreign
language, specialized articles in a native language, hasn’t obtained any
appropriate information)

8. Presentation of the information (clear, understandable, ambiguous)

9. Selected problem-solving  strategy  (effective,  appropriate,
inappropriate)

The lower the language proficiency, the more important it is to use
appropriate assessment techniques. These criteria for the assessment of foreign
language proficiency provide opportunities for students to show that not their
mistakes are evaluated. It gives them the feeling of safety and gives them adequate
ideas for reflection and self-assessment. In such a way the philosophy of PBL is
preserved. The environment allows taking risks associated with learning and helps
identify a student’s areas of achievement and weakness. This is assessment as
learning, because it occurs during and at the end of each unit of work.

As time permits, take a look at your PBL lesson. Focus on its goals and
objectives. Think about the nature and extent of the assessment you will do for
each goal and objective. Also, think about formative evaluation versus
summative evaluation. Will you be able to provide useful formative evaluation
feedback in a timely manner, so that students can benefit from it as the project
proceeds? Or, is your main focus in assessment the awarding of a final grade?

We believe that there should be implied two scoring systems: one for
language proficiency, another —for problem-solving skills. We have tried to
adjust Jon Larsson’ scoring tools (Lew, 2010) to our ESP needs.

According to Jon Larsson a rubric is a scoring tool that can be used by
students (for self-assessment), peers (peer assessment), teachers, and others. It lists
Important criteria applicable to a language proficiency type. Note that in each of
the examples given below, a six level rubric is presented. An even number of
levels (such as four or six) forces an “above the midpoint or below the midpoint”
decision on the part of the rater. Some people consider this to be desirable.
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Level Brief Description

1: Emergent (F) Student displays few, if any, of the language knowledge
and skills that are expected.

2: Limited (FX) Student displays rudimentary knowledge and skills, but
often requires substantial individual help and guidance.

3: Developing (E)  Student displays a minimally adequate level of the ex-
pected knowledge and skills.

4: Capable (C) Student displays a functional, adequate level of the ex-
pected language knowledge and skills.

5: Strong (B) Student displays a high level of the expected knowledge
and skills.

6: Exceptional (A) | Student displays an outstanding and creative/innovative
level of the expected knowledge and skills.

Fig.10 General-purpose rubric for assessing students for problem-solving skills

Here are six levels of a general-purpose rubric for assessing students for
problem-solving skills. It provides more detail for the student and the teacher.

Level 1 — Emergent

—  Selected strategy to assist in problem-solving that was inappropriate
for the task or student is not able to solve the problem.

—  Was unable to resolve most obstacles relating to the project.

— Ethical and professional behavior was not shown or was
inappropriately shown through lack of citations, copyright adherence, and
ethics.

Level 2 — Limited

- Selected lesser effective ways from what are available to solve the
problem, and only with major outside assistance.

—  Was able to solve only elementary obstacles.

— Ethical and professional behavior was occasionally shown through
appropriate citations, copyright adherence, and ethics.

Level 3 —Developing

- Selected appropriate strategy from what was available to solve the

problem, but only with outside assistance.

83



—  Was able to solve most basic obstacles associated with the problem.
- Ethical and professional behavior was generally shown through
appropriate citations, copyright adherence, and ethics.

Level 4 — Capable

- Selected adequate ways from what were available and appropriate for
solving the problem, with minor assistance.

—  Was able to solve most basic obstacles associated with the problem.

- Ethical and professional behavior was shown through appropriate
citations, copyright adherence, and ethics.

Level 5 — Strong

- Selected effective strategy that was appropriate to solve the problem
without any assistance following established guidelines.

— Solved most advanced obstacles associated with the problem and
predicted other ones that can occur in future.

- Ethical and professional behavior was shown through appropriate
citations in proper form, copyright adherence, and ethics.

Level 6 — Exceptional

—  Selected the most appropriate strategy in an innovative way than
assignment anticipated.

—  Solved all related problems correctly and appropriately, providing
suggestions for improvement in the procedures.

- Ethical and professional behavior was shown through appropriate
citations in proper form, copyright adherence, and ethics.

Thus PBL seeks to incorporate a multidisciplinary approach in the solution
of problems. Students are given a problem, but not constrained on where they
may look for answers. All too often, traditional assessment tools focus on
isolated facts and techniques to the detriment of student’s understanding of the
larger integrated concepts involved. Narrow assessments allow students to pass
through the system on rote memorization rather than true understanding. The
concept principle emphasizes that assessments should never be trivialized for
the convenience of assessment, but rather should emphasize problem solving,
thinking and reasoning skills (Larsson, 2001). According to the investigation
peer assessment is important for students’ and helps them grow as life-long
learners and fosters their reflection though we have to admit that for students it
Is often confusing to assess their fellow-students. If only start implementing
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PBL, it proves to be better if not individual members of the group are assessed
by peers but the group as a whole. Students will benefit from PBL more if they
are presented with learning objectives and assessment criteria before
implementing PBL and before the assessment phase.
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ORGANISING A PBL SESSION
IN ESL GROUP

What are the steps of implementing PBL in ESL class-
room?

Why does PBL surpass other existing methods?

How and at which stage is the contribution of each stu-

dent assessed? What if a student is active but the language
is poor?

What’s the role of the tutor? How often should he inter-

fere in the discussion? In what way should the most chal-
lenging and the most passive students be handled?
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ORGANISING A PBL SESSION IN ESL CLASSROOM

The questions raised in this part are primarily concentrated on the problem
of PBL implementation in ESL (English as a second language) classroom.
Although acquirements of PBL main principles, it is still necessary to focus on
some difficulties in imagining how “pure” version of PBL could be applied to
courses where the students have poor or rather weak language skills but much
deeper knowledge of some specific subjects versus a teacher of English who is
mostly good at the language.

Problem-based learning for English language learners is a successful
approach to learning that is highly beneficial in addressing the rapid
technological changes, challenging global economic markets, and evolving
workplace requirements. PBL has the advantage of involving all learners in
collaborative activities that provide immediate feedback and reinforce linguistic
and content discovery.

Steps of PBL implementation in ESL classroom

Problem-based learning focuses on learning through solving real, open-
ended problems to which there are no fixed solutions. Problems can be taken
from real-life news stories, generated by students themselves, and developed
from realia. Students work in pairs or groups to understand the problem and
then to find possible solutions to it.

Recent research reviews indicate that problem-based learning can lead to
long-term learning outcomes, whereas traditional instruction leads to slightly
better performance on short-term learning as measured on standardized tests.
Problem-based learning is particularly effective in increasing engagement and
reducing the achievement gap among English language learners.

Many works have described the process of problem-based learning from
the perspective of students. This process generally includes four main steps:

1. being introduced to the problem;

2. exploring what they know and do not know about the problem;

3. generating possible solutions to the problem;

4. considering the consequences of each solution and selecting the most
viable solution.
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Robert Delisle in his book How to Use Problem-Based Learning in the
Classroom distinguishes the following steps in organizing the problem-based
learning process for ESL students:

- connecting with the problem (for the PBL unit to be effective, students
should feel that the problem is important and worth their time and attention. The
teacher selects or designs problems that are connected to things students care
about in their daily lives. This connection can be made through a pre-reading or
discussion, which introduces the topic in a specified fashion.);

—  creating the structure (the following step is to form the structure for
elaboration of the problem. It gives a framework on which learners can build
their project. It provides a proper foundation for students’ work and that all the
essential elements are included);

—  visiting the problem (after the teacher has explained what and how
they are going to do, she/he asks someone of the group to read the problem
statement once again. She/he concentrates on having students generate problem
solving ideas);

— revisiting the problem (after they accomplish their independent work,
students reconvene as a class and reconsider the problem. The teacher first asks
each student or group to speak on the work they have done. At the same time
the teacher evaluates the reference materials students used, their time usage, and
the general effectiveness of their action plan);

- presenting the results of the work (each problem ends with a student
product or performance. It can be writing a letter to an authority or giving a
presentation, etc. The product or performance is designed to provide
opportunity for the teacher to evaluate both content objectives and mastery of
selected skills. The product lends a sense of purpose to the entire PBL
assignment. Students go through the process and research their questions to
have material for their product);

- evaluating performance and the problem (at the end of the unit, the
teacher encourages students to evaluate their own performance, their group’s
performance, and the quality of the problem itself. Initially this may present
students with some difficulties, so the teacher may wish to provide them with a
self-evaluation form).
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Why does PBL surpass other existing methods?

Comparing to all other existing methods based on direct instruction, PBL
positions itself as a method involving heuristic search of a solution through
engaging in team discussions, facilitated rather than led or dominated by the
teacher.

While in other learning contexts, PBL is the tool for translating theoretical
knowledge into practical decisions within a certain professional domain such as
engineering, economics or science, the objectives of ESL teaching are
somewhat different. The primary goal is second language acquisition. In this
respect PBL transforms the discussion group into a wholesome learning
environment in which students get naturally motivated to apply and activate
their speaking skills as well as the grammar-vocabulary background.

What makes problem-based learning unique is its core focus on learning
through solving real, open-ended problems to which there are no fixed solutions

(Ertmer, Lehman, Park, Cramer, & Grove, 2003).

Traditional ESL instruction Problem-Based Learning
What does | — presents the material, explains; | — exercises the communicative
the teacher | _ corrects mistakes; approach in language teaching;
do? — provides assessment guided by | — sets the problem;
how correct the student’s speech | — provides assistance in tricky
IS or conflict-prone episodes of
discussion
What  do | — receive ready knowledge and | — take individual effort to
the Stu- | practice it according to an as- | speak spontaneously in the set-
dents do? | signed scheme; tings of natural dialogue;
— learn by heart and reproduce | — apply their speaking skills in
the texts or dialogues made up by | authenticated interactions;
somebody else;
— follow the assigned roles if en-
gaged in role-play or dramatiza-
tion
Learning | —reproductive — productive
paradigm
Type of | — passive, initiated and directed by | — active, motivated
inclusion | the teacher
Type of | — material-based; teacher-centred; | — problem-based; student-
interaction | teacher-student instructional and | centred; collaborative project
learning activities work

89




Subject
orientation

— subject that is on the curriculum
planned for final test or exam

— subject that relates to the
students’ knowledge, interests
and experience

How do
students
learn?

—students learn the language as a
concept through drills, exercises
and reproduction

— students learn the target lan-
guage by using it

Expectatins

—short-time learning outcomes:
retaining the knowledge pre-
sented; learning skills

— long-term  learning  out-
comes: interpersonal, commu-
nicative skills by fostering team
work, diversity and mutual re-
spect; strategic thinking; prob-
lem-solving skills; skills related
to planning, organization, nego-
tiation, and role distribution.

How does it
work?

— students are presented with and
then practice predetermined lan-
guage structures;
— students’ motivation is to learn
all the words they will need for
the exam or a test.

— enhances the integration of
knowledge or relevance to fu-
ture profession;

— increases engagement and
reduces the achievement gap;

— can involve senior students
acting as peer tutors to the stu-
dents;

— provides a meaningful rea-
son or context to use the lan-
guage;

— students acquire a sense of
when and how to use which
vocabulary

Fig. 11 Main features of PBL

How and at which stage is the contribution of each student assessed?
What if a student is active but the language is poor?

Assessment can be done either by teachers or peers. Teachers can monitor
the learners’ usage of skills, knowledge and language during the project.
Learners can speculate on their own work and their peers’ one, how well the
team works, what they think of their work and progress, and what knowledge
and skills they are obtaining. Contemplating the work, checking the progress,
and identifying strong and weak areas are constituents of the learning process.

One part of the PBL process is constant feedback (called formative
feedback) to all members of the group. It should be done at the end of each
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lesson not by marks but by statements and commentaries. Regular evaluation
should not be asserted as an assessment of the teachers’ or students’
performances, but rather as a mechanism for checking if this method is meeting
the students’ needs and agrees with the program. Without this response the
problems in the group work may accumulate and develop into a really
distressful situation. The cumulative student evaluation should take different
aspects into account. For example, in medical education the assessment criteria
can be application of knowledge, critical thinking, self-directed learning and
collaboration, professional attitude during the discussion.

According to Peggy Ertmer, founding editor of Journal of PBL, Purdue
University, IN and Shella Webster, Principal of World of Inquiry School Ne58,
Rochester, NY assessment is integrated into PBL and it starts the minute a tutor
introduces a learning target. Using the scholars’ findings and our own
experience, we may affirm that in ESL classroom assessment is embedded
throughout the project. Tutors use different tools for measuring student
understanding from the beginning to the end of a project. During the tutorials
the teacher does lots of small checking with the students to see where they are
and to see that they are growing along. That determines what next steps need to
be put into place in order to support or differentiate the learning for the students
in the classroom. The teachers of World of Inquiry School apply evaluation
scale — fist to five, where five means that students really feel good about the
learning target, they are learning what they need and zero means they have
nothing. Another form of assessment is a quick check. That’s a sort of a thumb
up that denotes that a student gets it, sideways — he is not quite sure, thumb
down — he doesn’t get it. The above mentioned techniques refer to formative
evaluation.

In ESL classroom teachers formatively assess students all the time. Some
formative assessments are formal (a draft or outline), while others are more
informal (interview questions, discussions). It allows the tutor to know which
students need more one-to-one feedback, while others are ready to move
forward. This makes tutor’s work smarter through small-group
instruction and whole-group instruction.

Summative assessment may be implied through writing. Many teachers are
driven by standards. In ESL classroom summative assessment is associated with
standardized tests. Testing is the basis of educational assessment and represents

91



a commitment to high academic standards. Considering this fact teachers often
begin teaching to the test simply to raise scores, often at the expense of more
meaningful learning activities. Nonetheless, ESL teachers can provide their
students with some choice to perform a written task. Thus, students need to do
research, cite evidence, and make sure that it aligns to their ideas in the written
product. Some students choose to write a traditional essay, while others may
choose to write a letter to someone they know, and perhaps bring some
awareness to a larger audience.

In ESL classroom assessment may also be implied through presentation or
portfolio. This technique lets teachers assess different learning outcomes.
Students show some of their content knowledge as well as speaking and
listening standards around collaboration and effective presentation. They
choose how to present their answer to the essential question, whether by a
podcast or a Power Point presentation. It allows them to go deeper and express
their creativity with the content.

Still there is a dilemma in ESL classroom assessment, which lies in the
following: how students should be assessed if they are active but their language
IS poor. Taking into account our professional experience and scientific research
in pedagogic we may claim that in ESL classroom lots of preparatory work must
be done before assessing students’ achievements. Teachers are always in search
of motivating and challenging methods. Doing PBL students are not interrupted
when making mistakes. The focus is put on the student and learning. Of course
students are awarded grades, the most active ones get bonuses, common
mistakes are analyzed together with peers and a teacher. Students are involved
in self-assessment and reflection.

What’s the role of the tutor? How often should he interfere in the
discussion? In what way should the most challenging and the most passive
students be handled?

Modern education is directed at the development of students intellectual
activity and improving their skills of self-learning and it involves a special role
of the teacher.

Traditional roles of the teacher and students are changing, and the focus of
the methodology becomes student centred rather than teacher centred. In a
situation where the student is not an object but subject of the education, the role
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of a tutor can be compared with an orchestra conductor. As a conductor, a tutor
guides the activities of each student so that the result has obtained from the joint
coordinated work of the whole group.

The main function of the tutor is to organize the whole group to decide this
problem. This involves:

— formulation of the problem (task);

— diagnosis of the level of knowledge of group members;

— clarity of the methodical installation;

— creating a positive mental attitude of students;

— the correct and creative selection of methods, forms and methods of
instruction;

— monitoring and summarizing of the results.

Learning a foreign language is primarily based on the significant
independent work of each student. Therefore, a tutor, after guiding a class,
should give enough time to individual work of every student and interaction in
small groups.

Tutor should interfere in students work if they have some difficulties.
However, this interference should not provide straight answers; it may be a tip
in searching the source of the answer; choices of several variants thereof,
addressing to the previously learnt material, etc.

The important point is debriefing sessions and evaluation of all activities as
a whole and individually.

For weak and passive students the following approaches are possible:

— amore detailed instruction;
— reducing the volume per unit time reference;
— learning step by step.

Tutor in all cases should follow the principle of psychological and
methodological support.

PBL is an outstanding model that meets the needs of our modern society
and encourages successful life-long learning. By focusing on an integration of
skills, students become self-motivated and develop the ability to think
independently. PBL is an excellent strategy because it includes a curriculum and
process that guides exploration in numerous directions with positive outcomes.

The mind map shows the results of our general discussion of the matter
(See App. C).

93



References:

1.  Azer, S.A. (2001) Problem-based learning: a critical review of its educational objectives
and the rationale for its use. Saudi Medical Journal, 22, pp. 299-305.

2.  Azer, S.A. (2004) Becoming a student in a PBL course: twelve tips for successful group
discussion, Medical Teacher, 26, pp. 12-15.

3. Barrows, H.S. & Tamblyn, R.N. (1980) Problem-Based Learning: An Approach To
Medical Education. New York, Springer Verlag.

4.  Barrows, H.S. (1988) The Tutorial Process. Springfield, IL: Southern Illinois University
School of Medicine.

5. Benson, G., Noesgaard, C. & Drummond-Young, M. (2001) Facilitating small group
learning. In: E. RIDEOUT (Ed.) Transforming Nursing Education Through Problem-Based
Learning, pp. 75-102 (Boston, MA, Jones and Bartlett Publishers).

6. Cannon, R. & Newble, D. (2002) A Handbook for Teachers in University and Colleges,
4th edn, London, Kogan Page Limited.

7. Crosson, J.C., Deng, W., Brazeau, C., et al. (2004) Evaluating the effect of cultural
competency training on medical student attitudes. Family Medicine, 36, pp. 199-203.

8. Das Carlo, M., Swadi, H. & Mpofu, D. (2003) Medical student perceptions of factors
affecting productivity of problem-based learning tutorial groups: does culture influence the
outcomes?. Teaching and Learning in Medicine, 15, pp. 59-64.

9. De Grave, W.S., Moust, J. & Hommes, J. (2000). The role of the tutor in a problem based
curriculum. Produced by Datawyse.

10. Dolmans, D. H. J. M., De Grave, W., Wolfhagen, I. H. A. P., & Van der Vleuten, C. P. M.
(2005). Problem-based learning: Future challenges for educational practice and research.
Medical Education, 39(7), 732-741.

11. Evans, P.A. & Taylor, D.C.M. (1996) Staff development of tutor skills for problem-based
learning, Medical Education, 30, pp. 365-366.

12. Farmer, E.A. (2004) Faculty development for problem-based learning. European Journal
Dentistry Education, 8, pp. 59-66.

13. Finucane, P., Nichols, F., Bren Gannon, B., et al. (2001) Recruiting problem-based
learning (PBL) tutors for a PBL-based curriculum: the Flinders University Experience. Medical
Education, 35, pp. 56-61.

14. Gillian Maudsley. (1999). Roles and responsibilities of the problem based learning tutor in
the undergraduate medical curriculum. BMJ, Vol. 318, 6 March 1999.

15. Grand’ Maison, P. &Desmarchais, J.E. (1991) Preparing faculty to teach in a problem-
based learning curriculum: The Sherbrook experience. Canadian Medical Association Journal,
144,pp. 557-562.

16. Grasha, A. A (1994). Matter of Style: The Teacher as Expert, Formal Authority, Personal
Model, Facilitator, and Delegator. College Teaching, Vol. 42, No. 4 (Fall, 1994), pp. 142-149.
17. Haith-Cooper, M. (2003) An exploration of tutors’ experiences of facilitating problem-
based learning. Part 2 — implication for the facilitation of problem based learning. Nurse
Education Today, 23,pp. 65-75.

18. Harmer Jeremy. How to Teach English. — Sixth impression 2010. — Pearson Education
Limited. 288 p.

94



19. Harmer, J. The Practice of English Language Teaching. Longman 1991.

20. Loudon, R.F., Anderson, P.M., Gill, P.S. & Greenfield, S.M. (1999). Educating medical
students for working in culturally diverse societies. Journal of the American Medical
Association, 282, pp. 875-880.

21. Maudsley, G. (1999) Roles and responsibilities of the problem-based learning tutor in the
undergraduate medical curriculum. British Medical Journal, 318, pp. 657-660.

22. Moust, J (2010). The role of the tutor. In H. van Berkel et al. (Eds.), Lessons from
Problem-based Learning (pp. 117-128). Oxford: University Press.

23.  Neville, AJ. (1999) The problem-based learning tutor: Teacher? Facilitator? Evaluator?.
Medical Teacher, 21, pp. 393-401.

24. Nunez, Ae. (2000) Transforming cultural competence into cross-cultural efficacy in
women’s health education. Academic Medicine, 75,pp. 1071-1080.

25. O’Neill, R. The Plausible Myth of Learner-Centredness: or the importance of doing
ordinary things well. ELT Journal 45/4, Oxford University Press 1991.

26. Paice, E., Heard, S. &Moss, F. (2002) How important are role models in making good
doctors?. British Medical Journal, 325, pp. 707-710.

27. Palmer, P.J. (1998) The Courage To Teach: Exploring The Inner Landscape of A
Teacher’s Life. San Francisco, CA, Jossey-Bass.

28. Richard I. (1997). Arendt Classroom Instruction and Management. McGraw-Hill Co,
1997.

29. Sampson, E.E. &Marthan, M. (1990) Group Process for the Health Professionals. Albany,
NY, Delmar.

30. Savin-Baden M. & K. Wilkie (Eds.). Problem-based Learning Online. Maisenhead: Open
University Press, pp. 45-60.

31. Schmidt, H.G. &Moust, J.H. (1995) What makes a tutor effective? A structural-questions
modelling approach to learning in problem-based curricula. Academic Medicine, 70, pp. 708-
714.

32. Thomas, R.E. (1997). Problem-based learning: Measurable outcomes. Medical Education,
31, pp. 320-329.

33. Tuckman, B.W. & Jensen, M.A. (1977) Stages of small group development revisited.
Group and Group Organisation Studies, 2, pp. 419-427.

34. VanTil, T., & Van der Heijden, F. (2009). PBL Study Skills. An overview. Maastricht:
Datawyse: Universitaire Pers Maastricht.

35. Weizel, M.S. (1996) Developing the role of the tutor/facilitator. Postgraduate Medical
Journal, 72, pp. 474-477.

95



THE ROLE OF PBL TUTOR
IN ESL GROUP

»  What methodological and professional aspects should the
tutor take into consideration while designing a problem and
organizing pre- and postdiscussion in tutorial groups of ESL?

* What can the tutor do to make the discussion phase run
smoothly? What are the main implementing steps during the
pre-and postdiscussion phase in ESL groups in relation to the
problem and to the tutor? What are possible tutor interven-
tions?
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THE ROLE OF PBL TUTOR IN ESL GROUP
THE ROLE OF THE TUTOR IN PRE-DISCUSSION PHASE
IN PROBLEM-BASED LEARNING

This chapter concerns the role of a tutor in pre-discussion phase in
Problem-based Learning.

Questions under consideration may be subdivided into more general ones
about the functions of the PBL tutor and more specific — his/her role in pre-
discussion.

The first group of issues deals with lectures and articles. There are some
practical pieces of advice in methodological literature, but no common ground
for the issue of tutor’s expert knowledge can still be found. For teachers of
foreign languages it is essential to have expert knowledge of teaching methods
and appropriate language proficiency. But what about expertise in economics,
geography or any other subject area studied by students? Is it more/less
important than the skills mentioned above? Should the tutor know the answer
from the very beginning or could there be a mutual process of discovery (in the
long run it’s the language, not the scientifically precise presentation of some
topic)?

The second group of questions was prompted by the lecturers who
discussed their group videos. Thus, one of the evident problems for a tutor is the
management of real and productive group work. How can a tutor prevent the
development of such undesired patterns: 1) a group can eventually get into the
groove of PBL discussions and fall into some sort of habitual behaviour which
has nothing to do with real inspiration, or 2) a group can consider each problem
as basically intricate and time consuming while in reality the problem is easy to
follow and needs only some essential steps to be taken?

What methodological and professional aspects should the tutor take
into consideration while designing a problem and organizing pre-discussion
in tutorial groups of ESL?

Considering the fact that the primary goal of the ESL classroom is the
development of ESL competences and namely speaking skills, the ratio between
language and expertise in a certain domain rather favours the former.

Unlike other subject areas (law, medicine, economics etc.) the function of
English in the ESL classroom shifts from being a tool to being a goal and a tool
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simultaneously. Consequently, a PBL tutor should direct all effort at selecting
tasks that would enhance creative thinking, presuppose different viewpoints,
associations, emotional memory, experience, individual classifications,
preferences and generalizations.

So, the aspects to consider while designing a problem and in the pre-
discussion phase can be viewed as follows:

1) The problem itself does not have to be a problem to solve but rather a
problem to discuss. Thus it can be positioned in the PROS & CONS or FOR &
AGAINST frames, it can be based on a story with a moral dilemma implied
(parables i.e. open-ended narratives at best) or encourage students to give tips or
make generalities on a certain issue.

It might concern curriculum-based thematic field (Family Structures,
Employment, Health) or just be placed in a small-talk format (“Should school
uniform be mandatory?”). It is the problematic character of question setting that
matters.

2) The aspect that matters in terms of idea generating and opinion
exchange is topic specification. Whatever the topic addressed, the issues for
discussion might relate to the individual experience, knowledge and mainly
range of students’ interest. In short, issues should be motivational. Questions
must be intellectually challenging and exclude the necessity of expert
knowledge. However, students can receive a preparation task to collect statistic
data on certain phenomena or information on a certain subject. Students may be
encouraged to develop their own questions, mind maps or short lists of issues
they can point out.

3) To ensure a sustainable talk in the PBL discussion a tutor is to provide
students with a provisional topic-related vocabulary list or material — short
texts, essays or articles that might appear to come handy throughout the pre-
discussion phase.

4) Complying with the objectives of the ESL class, the tutor should make
use of its prerogative of involving the language material in all its possible
representations. A problem concerned does not necessarily have to be set in a
strictly rational or logical frame, it might be presented implicitly in a
metaphorical text, a quotation, an aphorism or even a picture. Again, unlike the
subject matter in other domains, the possibility of introducing metaphorisation
and symbolization seems to be something that makes PBL in the ESL class still
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more special. Herein an example of such is introduced, it is a method referred to
as Thinking Story. Students may be encouraged to formulate their own issues or
discuss those provided by the tutor (See App. D).

What can the tutor do to make the pre-discussion phase run smoothly?
What are the main implementing steps during the pre-discussion phase in
ESL groups in relation to the problem and to the tutor? What are possible
tutor interventions?

Speaking about pre-discussion with ESL students it is worth emphasizing
on a supportive classroom climate.

Thus, the following preliminary stages of pre-discussion phase have been
distinguished:

— make an introduction with clear simple words, use native language if
necessary to relax students. If they don’t understand what is demanded, they
will drop out of the process at the very beginning;

— emphasize on the importance of speaking practice. Mind that you are
going to do some activities to get them talking;

— show the awareness that it is difficult, but your job is to help and
support. Assure them that they can succeed,;

— let students know their speech will be well received. Nod and smile,
but don’t draw too much attention to the speakers as it may confuse them. Use
‘echo’ technique for confirmation and complement. It will signify that their
words are worthwhile and worth repeating;

— don’t turn your attention to mistakes students make; don’t let other
students correct their group-mates. Respond supportively, supply a needed
word, and help each other.

As for the pre-discussion course, it is necessary to keep in mind that the
demands of tasks must be well within the students’ ability. The activity itself
should be self-relevant, interesting and fun to do. Thus:

— set clear achievable goals;

— create conditions for students under which they can express their own
Ideas, opinions, tastes, experiences;

— choose tasks which are based on familiar vocabulary, present global
expressions students know, use entire spoken texts they know by heart;

— use game-like challenges, visual materials as these channels are
dominant and draw student’s attention;
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— give students information through nonverbal means. This includes
giving instructions and showing students how to complete the task you have
assigned. Communicating through body language lets bypass the language
centre of the brain enabling ESL students to follow directions without slugging
through English vocabulary and grammar before they know what to do;

— encourage and allow the use of dictionaries during the period. This
useful tool enables students to fully participate in pre-discussion. It is fast,
convenient, and a great source of information that will not disrupt or disturb the
rest of your group.

Pre-discussion activities are primarily intended to provide comprehensible
input to students and activate student background knowledge. In doing so, two
brief activities — language input and brainstorming — are offered. The
language input provides students with some key words and expressions for a
during-discussion stage, and the brainstorming activity is aimed at encouraging
students to think critically about some problem-related issues. Thus, these two
activities are geared to provide students with a warming-up activity and to help
them to be prepared for the next series of activities.

The activities are designed to help ensure that all students participate
equally in them, instead of the situation found in many conversation classes
where the most proficient, confident, or outgoing students dominate class or
group discussions. Many activities require that all students participate, for
example, by each student possessing a piece of information that the group
requires to successfully complete a story or solve a problem.

There are various ways to address the mistakes made. For example, we
created exercises from the mistakes or we can simply go through the major
mistakes and explain the correct form.

Some examples of pre-discussion activities are presented (Extending
English Language Learners’ Classroom Interactions Using the Response
Protocol (by: Kathleen A.J. Mohr, Eric S. Mohr)
http://www.readingrockets.org/article/extending-english-language-learners-

classroom-interactions-using-response-protocol)

100


http://www.readingrockets.org/articles/by-author/61743
http://www.readingrockets.org/articles/by-author/60939
http://www.readingrockets.org/article/extending-english-language-learners-classroom-interactions-using-response-protocol
http://www.readingrockets.org/article/extending-english-language-learners-classroom-interactions-using-response-protocol

TABLE 1
Examples of teacher elaborations
of correct responses

“You're right! Can you tell me more?"
"Yes, that's good. What else do you know about that?”
"“You are correct. How did you learn that?"

"Yes, that's a very good answer. Can you also tell me
why this (concept, information) is important?"

"] like that good thinking, and | like the way you said
that." (Perhaps repeat the answer.)

"Good thinking! Good English!"
e oy

-

5

TABLE 2
Examples of teacher elaborations
of partially correct responses

“Thank you. Could you tell me more about that?"
“Yes, | agree that . Now, let’s think more about

“You're telling me some good things, especially the
part about . What else?"

"We're heading in the right direction, but that's not
quite complete. Do you or anyone else have something
to add?"

L W,
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TABLE 4
Examples of teacher responses
to student questions

“Thank you for asking. Understanding is important.
Good learners ask lots of questions.”

“Thank you for asking a gquestion. Questions can help
us all be better learners. "

“Wow! That is a great (or important) question. Do you
know anything that will help you answer that ques-
tion?"

“l am glad you asked that question. How can the rest
of us answer your question?"

“Let me first answer your question, and then | will ask
my question again.”

“Do you want to call on another student to answer
your question? Do you want one of your classmates to
help you?"

o 4

4 ™
TABLE S5
Examples of teacher elaborations

of incorrect or confusing responses

“"Help me understand what you mean. Tell me again.”
“Tell me more so | know what you're thinking.”

“l want to know what you are thinking. Can you tell me
more?"

“You said . But, | thought that . Please,
help me understand.”
"“"Do you think or ?" (Give a right answer
as one of the options.)
. Vv,
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TABLE 6
Examples of teacher elaborations
in response to student silence

"| think you know something about this, and | would
like to hear what you have to say.”

“Can you show us what you know by acting it out or
drawing it?"

“I'm going to come back to you and ask you again.
Please get ready to talk with us."

“| want to hear from you in this lesson. Get ready with
an answer or a question.”

“| expect you to know this/to have something to say.
Let me know when you are ready.” (Provide a yes or
no question or an either/or choice.)

- e/

Fig.12 Examples of predisscussion activities

Not all of these pieces of advice correlate with the phylisophy of PBL
which sets much more store by the students’ autonomous interaction, but taking
into consideration the fact that the students’ landuage skills are sometimes very
limited and the leader cannot fullfil his/her functions effectively, a tutor has the
right to make his presence more marked than in a ‘pure’ PBL class.
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PBL TUTOR’S ROLE IN POST-DISCUSSION PHASE
IN ESL GROUP

This chapter touched the ground of PBL tutor’s role in post-discussion
process. The differences between PBL, ESL classroom and conventional
teaching are presented in the table. From the point of view of ESL classroom
teachers the same activities sometimes require different sets of skills and
abilities to achieve the main goal (See App. E).

First of all, ESL classroom teacher as well as conventional classroom
teacher should know specific educational methods in teaching foreign
languages, the variety of culture contexts etc.

Second, the roles of the PBL tutor, ESL classroom teacher and conventional
classroom teacher are different as their audience and methods of teaching vary.
ESL classroom teacher acts as a controller, prompter, feedback provider, assessor,
resource, adviser, challenger, and entertainer. He should control the whole process
and be ready to help students immediately. Though PBL tutor is more like a
diagnostician, challenger, role model, activator, monitor, evaluator and stimulator,
consultant. Predominant roles of the conventional classroom teacher are:
consultant, evaluator, diagnostician, entertainer, unique expert.

Thirdly, discovering the skills, which a good teacher should possess, 13 of
them were pointed out, but having looked attentively at the table given bellow,
it is quite obvious that a PBL tutor has more freedom in actions than an ESL
classroom teacher. For instance, he doesn’t need to give straightforward
answers, the explanations may be based on the unique knowledge, he can make
preference to the relevant books, he explains why the answer is incorrect and
what can be learnt from making this mistake, the tutor avoids being know-all. In
case of ESL classroom teacher it is very important to clarify and specify
questions, explanation is an essential part of teaching, teacher often refers to
dictionaries, shows students his/her competence.

Under consideration there were the most effective tutor interventions which
are worth being used by all sorts of educators. ESL classroom teachers try to use
different methods that have much in common with PBL tutor interventions: to
promote critical thinking, to enhance communicative skills, to develop co-
operative skills, to increase gradually the quantity of the learning material and
its complexity; to arrange and monitor students” work, etc. Both PBL tutors and
ESL teachers pay special attention to the ability of students to work
independently and to the degree of their self-regulation.
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No doubt, all types of teachers are involved in activities, which are aimed
at the best possible outcome in terms of students’ qualification and proficiency.
However, it is equally evident that none of the teachers (PBL tutor, ESL
teacher, a conventional teacher) is ready to conduct a successful lesson off hand
in a different educational environment, because it requires specific skills and
even a psychological change of attitude.

To sum all mentioned above up, it is necessary to emphasize that any
teacher should acquire different skills and methods of teaching and interactions
and should be able to choose the appropriate one according to the situation and
the audience the teacher works with.

Table 1. PBL Tutor’'sRolein Discussion Process

PBL “ ESL classsoom | Conventional teach-
ing
; ;i N\Tutor’s knowledm

1. Subject matter knowl- 1-4. 1-4.
edge 5. Non-expert back- 5. Knowledge of general
2. Knowledge of educa- ground knowledge of a educational principles
tional principles (e.g. cog- [ wide range of topics and specific educational
nitive psychology, co- 6. Knowledge of specific | methods (which are stud-
operative learning) educational methods used | ied differently for each
3. Knowledge of the educa- | in teaching foreign lan- subject)
tional context (e.g. clear guages 6. Clear vision of the
vision of the course objec- [ 7. Knowledge of a vari- | educational goals of a
tives) ety of culture contexts separate course in terms
4. Pedagogical content which often cause stu- of a definite degree
knowledge (e.g. prediction | dents’ miscomprehension | qualification
of difficulties and students’
misconceptions)

Tutor’'sroles

1. Diagnostician (e.g. at the || According to J.Harmer the || Most of the roles are pre-
reporting stage observes to [ teacher’s roles are that of. | sent in conventional

what extent the subject 1. Controller (may work | teaching as well, but the
matter has been mastered) [ for grammar explanations | predominant ones are

2. Challenger (makes sure and other information those of a consultant,
that the students apply the presentation, but it is less | evaluator and diagnosti-
acquired knowledge to a effective for activities cian. We would also add
variety of cases) where students are work- | such roles as:
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3. Role model (can demon-
strate the samples of ques-
tioning, learning and reflec-
tion processes)

4. Activator (activates the
student’s prior knowledge)
5. Monitor (oversees the
overall progress of the
group and individual stu-
dents, monitors the quality
and the level of questions in
the tutorial)

6. Evaluator and stimulator
of reflection

7. Consultant

8. Discussion stimulator

ing together cooperatively
on a project)

2. Prompter (encouraging
students, pushing them to
achieve more, feeding in a
bit of information or lan-
guage to help them pro-
ceed)

3. Feedback provider
(helping students to evalu-
ate their performance)

4. Assessor (telling stu-
dents how well they have
done or giving them
grades)

5. Resource (for language
information, etc.) when
students need to consult us
6. Advisor who responds
to what the student is do-
ing and advises them on
what to do next

We can also name such
functions as: a challenger
(makes sure that the stu-
dents use the acquired
knowledge in a variety of
real life situations); role
model (a primary speaker
model for the students);
entertainer; unique expert;
memory coach (teaches
different mnemonic tech-
niques); logopedist (deals
with speech problems),
etc.

Part of our teacher per-
sonality is our ability to
perform all these roles at
different times.

1. entertainer — creates a
general positive impres-
sion that “learning is
fun”

2. unique expert — shares
his/her own personal ex-
perience
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Tutor’sskills

1. Asking questions.

The questions are as open
ended as possible. They
should be aimed at activat-
ing cognitive learning ac-
tivities as well as stimulat-
ing group interaction, €.g.
1) to draw attention to the
inconsistencies of discus-
sion, 2) to invoke different
perspectives, 3) to check
the level of understanding
of the subject, 4) to stimu-
late the reflection concern-

ing the learning process and

group discussion, etc. The
last type of questions is
very rarely used in the con-
ventional classroom.

1. Asking questions.

The questions are both
open and close. Asking
questions is a verbal skill
which is taught by ESL
teachers, so their questions
are often subjected to the
type of verbal form the
teacher wants to activate.
Questions are also fre-
quently used to check the
learners’ comprehension
of the subject matter and to
stimulate elementary lin-
guistic analysis of the
speech patterns (e.g. Why
do you think the first letter
finishes with “Yours sin-
cerely, Kate” and the sec-
ond with “Best, Kate™?).
There are also opinion
questions which help to
develop relationship be-
tween statements.

1. Asking questions.

The questions are often
closed. They are used 1)
to check the individual
understanding of the sub-
ject matter, or whether
the student has studied
all the reference sources;
2) to involve all the stu-
dents in the discussion;
3) to supply the alterna-
tive point of view which
hasn’t been covered by
the students. The pre-
dominant types of ques-
tions are content based or
cause-effect investiga-
tion.

2. Answering or reacting to

students’ questions
Students may study differ-

ent resources so it is impor-

tant to give them a kind of
indirect guidance of the
trustworthy ones. The tutor
doesn’t need to give a

straightforward answer to a

disputable question, but

he/she can help the students

by giving credit to more
reliable resources or by

asking another question that

will serve as a hint.

2. Answering or reacting
to students' questions
Questions raised in Eng-
lish class can be of differ-
ent types:1) questions abo-
ut the language — it’s up to
the teacher to decide whet-
her it is better to give a
straight answer or to refer
the student to some source
(the choice depends on the
student’s level and time);
2) opinion questions which
do not have any “right” or
“wrong” answers if they
are tackled in a polite and
tolerant manner

2. Answering or react-
ing to students' ques-
tions

Reflection and critical
thinking are valued in the
conventional classroom
as well. That is why it is
always advisable to re-
frain from giving dog-
matic disheartening an-
swers and instead fuel up
the discussion with a
short inconclusive re-
mark.
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3.Clearing up the ambigui-
ties

Clarification and specifica-
tion of a question enable
the tutor to see whether
students are able to express
clearly the difficulty they
have in understanding the
problem. Questions requir-
ing clarification and speci-
fication will provide the
tutor with certain feedback
vis-a-vis the quality and
quantity of the self-study
carried out by the group. If
a question is more properly
formulated students will be
able to benefit more from
the tutor’s answer.

3.Clearing up the ambi-
guities

It’s also very important
to clarify and specify
questions as otherwise
students are at a loss and
can’t react and move on.
In fact, the bigger part of
the ESL teacher’s job is
to rephrase and clarify
the discussion to make it
more comprehensible for
everybody.

3. Clearing up the am-
biguities

The teacher often holds
himself responsible for
the clarity of explana-
tion. So the teachers of-
ten resort to paraphrases
and lengthy descriptions
of the task. Sometimes
students use this to their
own advantage pretend-
ing that they do not un-
derstand the task and
waiting for the teacher to
come up with very evi-
dent explanations which
are half-answers them-
selves.

4. Providing hints so that
students are able to dis-
cover the answers for
themselves.

The tutor can provide these
hints in a number of ways
in a tutorial. Direct and in-
direct hints are therefore
helpful in guiding the dis-
cussion.

4. Providing hints so that
students are able to dis-
cover the answers for
themselves.

Direct and indirect hints
are given by the tutor to
help students answer
questions and it’s also
possible to present ready
answers.

4. Providing hints so
that students are able to
discover the answers for
themselves.

Hinting is often a plausi-
ble pretext for some of
the teachers to continue
their monologues speech
and “pour’ their knowl-
edge onto the students.
To make a helpful hint is
a skill which needs prac-
tice and conscious effort.

5. Explaining the subject
matter

The tutor can always pro-
ceed to give an answer to
the question on the basis of
his expertise. The explana-
tion should be closely re-
lated to the question and to
the foregoing learning
process. The explanation

5. Explaining the subject
matter

The new topics are usu-
ally explained in relation to
the question and to the
foregoing learning process.
Explanation is an essen-
tial part of teaching
grammar, culture and
speech norms.

5. Explaining the sub-
ject matter

There is often no ten-
dency to keep the expla-
nation to a minimum.
Moreover, eloguence in
explanation, abilities to
build up an argumenta-
tive, logical, stylistically
and rhetorically perfect
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may be based on the unique
knowledge that the tutor
possesses. The effective-
ness of the explanation can
be improved by factors
such as structure, the use of
examples, interaction with
the group, use of language,
eye contact, etc. Still the
explanation is kept to a
minimum, since this uses
up the time that could be
used for the reporting
phase.

explanation are consid-
ered to be essential quali-
ties of an efficient
teacher.

6. Referring to other
sources of information in
answers to questions.

The tutor makes specific
reference to the relevant
books, because otherwise
students reap the rewards of
Inadequate preparation for
the tutorial.

6. Referring to other
sources of information
In answers to questions.
The tutor doesn’t often
refer to other sources
than dictionaries.

6. Referring to other
sources of information
In answers to questions.
The tutor doesn’t often
make specific reference
to the relevant books,
except those indicated as
obligatory and optional
reading.

7. Active listening

The tutor encourages stu-
dents to make a positive
contribution to the discus-
sion by nodding his head,
maintaining eye contact or
by the use of other gestures.
Active listening also means
paraphrasing the contribu-
tions of students. The tutor
also reflects the unspoken
reactions of students and
summarises important de-
liberations made by stu-
dents or demonstrates the
necessity of these.

7. Active listening

The tutor uses a lot of the
methods and techniques
of active listening be-
cause ELS student need
twice as much encour-
agement to speak up than
students who use their
native language.

7. Active listening

It’s also desirable for the
teacher to use the tech-
niques of active listen-

ing.

8. Analyzing students’ mis-
takes
When a student gives a

8. Analyzing students’
mistakes
The tutor may explain

8. Analyzing students’
mistakes
A teacher may explain

109




wrong answer to the ques-
tion the tutor explains why
the answer is incorrect and
what can be learned from
making this mistake.

why the answer is incor-
rect or just give the cor-
rect answer or explain
what can be learned from
making this mistake.

why the answer is incor-
rect or just give the cor-
rect answer and doesn’t
often explain what can
be learned from making
this mistake.

9. Taking notes

When bringing up a rele-
vant aspect from the dis-
cussion at a later stage, the
tutor also turns to annota-
tions made on the black-
board/whiteboard by the
scribe.

9. Taking notes

The tutor may take notes
during the class and turn
to annotations made on
the blackboard.

9. Taking notes

It’s not usually typical to
take notes during the
class and turn to annota-
tions made on the black-
board.

10. Refraining from break-
ing up silences with a
quick response

This way the tutor encour-
ages discussion.

10. Refraining from
breaking up silences
with a quick response
It’s also desirable for the
teacher to stay quiet and
not break up silence with
a quick response.

10. Refraining from
breaking up silences
with a quick response
It’s also desirable for the
teacher to stay quiet and
not break up silence with
a quick response.

11. Putting forward a
proposition (based on in-
formation, an example or
an opinion) which is either
at odds with or supports
what students are saying.
The tutor introduces a
counterargument which
may help stimulate students
to prolong the discussion
and then passes the initia-
tive for the discussion back
to the students. The tutor
takes care not to draw too
much attention to him.

11. Putting forward a
proposition (based on
information, an example
or an opinion) which is
either at odds with or
supports what students
are saying.

The tutor doesn’t often
take care to draw too
much attention to him or
her.

11. Putting forward a
proposition (based on
information, an example
or an opinion) which is
either at odds with or
supports what students
are saying.

The teacher often takes
up the role of “devil’s
advocate” setting himself
In @ mock opposition
with the group. This
enlivens the discussion
unless the students are
too afraid to contradict
the teacher.

12. Stimulating reflection
The tutor points out contra-
dictions in the discussion
and gets students to think
out loud.

12. Stimulating reflec-
tion

The tutor may also get
students to think out
loud.

12. Stimulating reflec-
tion

The teacher may also get
students to think out
loud.
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13. Open attitude
The tutor is positive and
avoids being know-all.

13. Open attitude

It's desirable for the
teacher to be positive and
to show students his or
her perfect competence.

13. Open attitude

It's desirable for the
teacher to be positive and
to show students his or
her perfect competence.

Tutor’s interventions

1.Tutor intervention levels
The description of the
stages in group develop-
ment has revealed the im-
portance of tutor interven-
tions in creating optimum
conditions for group coop-
eration. One dilemma fac-
Ing a tutor is when and how
to intervene. A useful aid is
overcoming this dilemma is
provided by Schwarz’s di-
agnosis-intervention cycle:
to observe the behaviour of
the tutorial group to iden-
tify any specific forms of
behaviour.

Intervention levels.

1) Structural-functional
interventions (the accent
here is on the values, norms
and perceptions with re-
spect to the role and func-
tions of the group mem-
bers) — e.g. the tutor helps
the students to see the pecu-
liarities and values of dif-
ferent group roles.

2) Goal-oriented and ex-
ecutive interventions (im-
pact on the objectives of the
tutorial group) — e.g. draws
attention to the intensity

1. Tutor intervention lev-
els

Teachers often use tradi-
tional methods, but try to
focus on the students’
self-actualization, so it
involves personal ap-
proach to each student. A
wide range of methods are
employed:

- to promote critical think-
ing (debates; fake “expert
meetings”; alternative
point of view presenta-
tions; peer checking of
some assignments; stimu-
lating the students to
summarize the discussion
themselves; questioning
stronger students on the
levels of analysis, synthe-
sis and evaluation [in
Bloom’s taxonomyy]);

- to enhance communica-
tive skills(special training
dialogues, teaching special
communicative speech
patterns, reduction of
teacher talk in favour of
student talk)

- to develop co-operative
skills (through frequent
change of groups member-

1. Tutor intervention lev-
els

The main purpose is to
provide students with an
environment in which
everyone is a real subject
of study. As it is criti-
cized in PBL sources,
teachers often tend to
“boss, cop and judge”. In
fact, a traditional teacher
supervises and strongly
directs the learning proc-
ess and assists the stu-
dents in solving any
problems or obtaining
knowledge via different
educational methods:

- providing the reference
literature and additional
recourses, lectures;
summarizing the stu-
dents’ discussions; con-
ducting “interviews”
with separate students
while the others are lis-
tening; offering repro-
ductive training exercises
before productive ones

- enhancing students’
self-learning through a
certain number of tasks
which are designed for
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and the depth of the discus-
sion.

3) Instrumental interven-
tions (change in behaviour
and working relationships)
— e.g. the tutor encourages
individual responses and
active participation.

4) Interpersonal interven-
tions (focus on the group
members’ values, norms
and perceptions concerning
each other) — the tutor
stimulates respectful treat-
ment in the classroom.

5) Intrapersonal interven-
tions (the accent is on val-
ues, norms and perceptions
which group members hold
about themselves with re-
spect to the way in which
they function within the
group) — e.g. the tutor raises
self-awareness of each
group member

ship and seating rear-
rangement in the class-
room)

- to increase gradually the
quantity of the learning
material and its complex-
ity;

- to arrange and monitor
students’ work in pairs, in
small groups and as a
whole group;

- {0 organize extracurricu-
lar work (thematic shows,
language tournaments, re-
lease of wall newspapers
and posters);

- to use of innovative I1C
technologies;

- to create a favourable
climate in the learning
process

- to teach respect for other
members of the group
(support of weaker stu-
dents with additional vo-
cabulary assistance, asking
them questions which are
of comprehension and ap-
plication levels, avoidance
of commentaries of indi-
vidual unsatisfactory re-
sults of the test, abrupt
elimination of any kind of
humiliation or bullying if it
IS noticed in the student
group).

- to teach tolerance and
respect for other nations
and cultures (explanation
of cultural discrepancies,
provision of interesting
information about things,
relations, traditions pecu-

independent study with-
out any checking in the
classroom. But these
questions appear in the
exams

- specifying the form of
individual and / or group
activities of students, de-
pending on the complex-
ity of the task

- assessing individual or
co-operative group effort
in task accomplishing

- stimulating creativity
through the usage of dif-
ferent types of presenta-
tion and demanding the
same from the students.
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liar of some cultures)

- to conduct continuous
monitoring of the language
proficiency alongside with
the account of the active
participation and factual
informative input of each
student.

On the stage of monitoring
and evaluation it is possi-
ble to combine traditional
and innovative methods.

- to provide the pedagogi-
cally adequate feedback to
the students concerning the
aspects mentioned above
and to obtain students’
feedback.

2. Tutor’s regulation in
self-directed learning
1.Congruence exists when
there is a balance between
the level of students’ learn-
Ing independence in the
tutorial group and the
method of tutor’s regula-
tion.

e.g. Low students’ self-
regulation level(SSRL)
=Strong tutor’s regula-
tion(TR); Intermediate
SSRL= Shared TR; High
SSRL= Loose TR

2. Constructive friction
happens when helped by
tutor regulation, the stu-
dents gradually become
more responsible for taking
charge of the tutorial.

3. a) Destructive friction by
overestimation occurs when
students are unable to keep

2. Tutor’s regulation in
self-directed learning

In ESL class we pay spe-
cial attention to the ability
of our students to work
independently and to the
degree of their self-
regulation. And we may
say that all the types of
tutor’s regulation in PBL
exist here as well. For ex-
ample, experienced teach-
ers easily define the level
of their students’ learning
autonomy and choose
teaching strategies which
are compatible with it.
Whereas destructive fric-
tion by over- or underes-
timation may occur in a
young teacher’s classroom
when he/she inadequately
estimates the tutorial
group abilities.

2. Tutor’s regulation in
self-directed learning
Teacher’s regulation of
the learning process de-
pends greatly on the stu-
dents’ ability for self-
regulation as well as the
teaching style typical of
that very teacher.

We believe that congru-
ence, constructive fric-
tion, and destructive fric-
tion may also be ob-
served in conventional
teaching. What seems to
be different is the con-
scious effort of the PBL
tutor to help the group
evolve in its ability for
self-study. It seems that
the conventional educa-
tional curriculum doesn’t
suggest many changes
throughout the course
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pace with the tutor because
they are not able to meet
his perceived expectations
of them; and thus, the pro-
ductive potential of the tu-
torial group will be se-
verely restricted.

b) Destructive friction by
underestimation occurs
when the tutor deprives his
students of the possibility
to extend and apply their
learning skills because he
doesn’t believe in their
learning capacity.

that take into considera-
tion the growing inde-
pendence of the learners.
Such ‘self-directed learn-
ing progress’ can be ob-
served mostly in the re-
search work: students
learn how to work more
and more independently
on their course papers
and, eventually, they
look for consulting rela-
tionships with the tutor at
the master’s degree level.

3. Styles (models) of tutor’s
regulations

1. Modelling (tutor as-
sumes responsibility for the
learning activities of stu-
dents).

2. Coaching (the tutor in-
tervenes only

when he observes that con-
tributions made by students
are insufficient for the re-
quired level of understand-
ing)

3. Consulting (efforts will
concentrate

on refining those skills
which satisfy the profes-
sional norms and values
that students will require
after their studies)

3. Styles (models) of tu-
tor’s regulations

We think that teaching in
ESL classroom is charac-
terized by a number of
styles to facilitate learn-
ing. ESL teachers exercise
various styles of teaching,
which are:

- formal authority style at
lectures;

- expert and demonstrator
style to transmit knowl-
edge at the beginning of
studying;

- coach or facilitator style
at the later stages of edu-
cation when students have
enough knowledge and
skills to perform certain
activities by themselves.
-consultant or delegator
style is appropriate when
student are ready to func-
tion autonomously on
projects and various
researches.

3. Styles (models) of tu-
tor’s regulation

In his work R. O’Neill
stated that teachers in tra-
ditional approach pay clo-
se attention to those fac-
tors in a lesson they be-
lieve will promote learn-
ing and which are most
directly under their own
control. The teachers may
follow different styles
(models) of teaching:

- formal authority style
(provides and controls the
content).

- expert style (displays
detailed knowledge and
challenges students to en-
hance their competence).
- demonstrator style (de-
monstrates skills and pro-
cesses and then helps stu-
dents develop and apply
these skills and knowl-
edge).
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FUTURE OF PBL
IN ESL GROUP

What are the ways of introducing PBL into EFL practices?
How can the tutor adapt PBL to the EFL format?

How should the students’ individual input be assessed?
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FUTURE OF PBL IN ESL GROUP

“To spark a flash of knowledge in a pupil the
teacher needs to encompass an ocean of wis-
dom light” BUT!
“A hundred of teachers are helpless unless
you make yourself work and set demands to
yourself.”

Vasyl Sukhomlynskyi

Information and communication technologies have spread globally to such
an extent that the whole world seems to be squeezed into a nutshell and a few
clicks transfer you virtually into another hemisphere or time zone. This “time
and space travel” has given growth to a tendency of believing that almost
anything can easily be transferred from one place into another. The idea that has
gone viral among educators is that you can take a bit of one method, add to it a
few principles from another one, stir it all up and serve to the learners under the
sauce of a third method. Then, such teachers are called creative, innovative and
progressive. Are they? It all depends on the fact whether there is a solid ground
under their new method in terms of estimated psychological and cognitive
effects, as well as learning outcomes.

Problem-based learning is not new (judging by the time of its official
Implementation), it is not even overwhelmingly trendy (there are so many
“interesting” names popping out every day), but it is solid. PBL philosophy
follows the natural path of cognitive development of a human being. A pupil
acquires knowledge only when he is struggling for it. The truth is so old that it
has already been forgotten and seems to be new to novice teachers. PBL makes
a point of inspiring learners to look for knowledge, to turn a flash sparked by
the teacher into an eternal torch of self-education and personal development.
Thus, to support basic PBL principle doesn’t mean to be trendy, it means to act
in the best interests of your learners.

Pieces of research conducted on the effectiveness of PBL in various
disciplines are too numerous to be summed up in a single categorical statement
“PBL is bound to be — universally acclaimed or inevitably altered and
transformed, etc. — in the nearest future”. The general tendencies seem to be the
following:
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1. PBL successfully makes it way from medicine into both hard and soft
sciences such as engineering, computer programming, management, language
acquisition, etc.;

2. PBL penetrates all educational levels which raises a question of
preparedness of different types of learners for it;

3.PBL frequently needs adaptation to the cultural and educational
background otherwise the learning ceases to be contextualized,;

4. There is a very thin line between adaptation of PBL and its utter
transformation which ruins its basic philosophical principles (e.g. the
controversy of lecturing);

5. Its difference from the so-called conventional teaching is often ill-measured
as the researches do not encompass many important factors, narrowing the
outcomes only to scoring the knowledge of factual information. This debate drives
us to the question “Can the effectiveness or productivity of such complex
phenomena as PBL and traditional teaching methods be actually compared?”

6. PBL has found its place among many other new teaching methods as it
addresses universal heuristic principles;

7. PBL has been estimated highly by most of the teachers and students who
tried it;

8. PBL keeps up with the time “upgrading” its techniques together with the
ICT progress;

9. PBL still needs to face the issues of social and cultural justice by finding
the solutions for such problems as unequal access of the learners to learning
materials, unequal participation of learners with different levels of foreign
languages proficiency.

Theoretical Issues:

1. What is the position of PBL in the context of other group-based
methods of learning — case study, flipped classroom, team-based learning
and role play? How does PBL principally differ from them or are they
rather PBL’s varieties?

Case-based teaching (CBL) vs PBL

CBL may be considered similar to PBL if the problem being addressed is
very scenario-specific. Also, if well-executed, they both tend to rely on the
students’ exploration of the topic and use of critical thinking rather than the
Instructor’s dispensing of wisdom.

Problem-based learning is more open-ended and the scenarios or problems
being presented may not have clear-cut outcomes or even well-documented
heuristics about how to go about solving the problem. A limited amount of

information is disclosed to students, just enough to frame the problem. The
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students are more responsible for interpreting the phenomena before deriving
the methods and resources for addressing the problem.

In CBL, the instructor might be tempted to be the sage who provides a
path to resolve the case, whereas in PBL the instructor is more of a facilitator
and advisor to encourage students but if the problem is well-crafted the
facilitator will not be able to indicate a “right” answer. We would compare the
instructors in CBL to tour guides who can direct you to the clear path to your
destination, while facilitators in PBL are more like midwives who can’t have the
baby for you, but they can encourage you to breathe and push.

Flipped classroom

It is an instructional strategy and a type of blended learning that reverses
the traditional educational arrangement by delivering instructional content, often
online, outside of the classroom. It moves activities, including those that may
have traditionally been considered homework, into the classroom. In a flipped
classroom, students watch online lectures, collaborate in online discussions, or
carry out research at home and engage in concepts in the classroom with the
guidance of the instructor.

The similarity between PBL and flipped classroom lies in the students’
prior acquiring the background knowledge of the subject as well as presenting
their subjective reasoning. The difference is that the classroom settings do not
have to concentrate on a PBL debate but also involve many other activities of
which a PBL session might be just an option.

Team-based learning (TBL)

Although problem setting is an essential principle of TBL, students
perform as teachers to each other, delivering the bits of information they have
preliminarily found and presenting them in class through their own view and
understanding of the subject matter.

So, the role of PBL is that of an element of the whole elaborate system of
TBL. Most efficiently they cooperate if the subject under discussion is
positioned as a problem (instead of “The system of education in the UK” it can
be “Should Ukraine adopt some of the principle and approaches exercised in
British educational environment?”)
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The conventional teaching relies heavily on the teacher’s expertise
and interpretation. Thus, it is up to the teacher to indicate some of the clues
in Jan van Eyck’s portrait (one of the most enigmatic in the European art) to
drive students to one of the possible interpretations or to present all of them.

PBL learners are essentially self-guided learners who are inspired with
the problem much as the couple in Marc Chagall’s picture is inspired by
love.
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In competency-based learning, the students will not have to look at
the same parts of Pieter Bruegel’s “The Dutch Proverbs” following the lec-
turer’s instruction, but they will follow their own pace, taking time or mov-
ing forward as quickly as their competence in that subject allows them.

Andy Warhol’s Coca Cola bottles represent such basics of the case
method as a well-structured (as opposed to ill-structured) real life or close
to real life situation that can inspire role-play and decision making.
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Flipped classroom turns everything “upside down”: students listen to
video lectures and study theory individually at home, while in the classroom
they are helped by the teacher to apply their knowledge in practice. The
children in the photo seem to be applying their skills of drawing right in the
gallery as they are inspired by the works of Ramsis Younan.

Project-based learning is oriented at integration of subjects, real
life projects, and tangible results. The monument of Ukrainian Easter egg
dedicated to Canadian Mounted Police in Vegreville, Canada, is a very
multicultural, multidisciplinary, multipurpose project.
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2. Can the PBL format be divided into levels — beginner PBL,
advanced PBL, expert PBL, independently from the language competence
of the learners? If so, what are the PBL levels in the ESL classroom and
what are their distinctive conceptual and procedural features?

We suppose that the PBL can be divided into some levels because:

1) Student populations range from secondary school to postgraduate. It is
clear that PBL should serve diverse student populations who have different
abilities, background and thus have different needs and expectations.

2) Some of the articles discuss the challenges that learners face, in
particular, learning to do PBL, whether a result of prior knowledge, language, or
experiences in schooling. In PBL, students take charge of their education while
emphasizing critical thinking skills, understanding, learning how to learn and
working cooperatively with others (White, 1996). These skills are not overtly
developed or used in the traditional teacher-centred classroom and as a result,
students do not become self-directed in their learning and continue to rely too
much on being fed information by others.

3) One of the tenets of PBL is that problems should be authentic (e.g.,
Hmelo-Silver, 2004), but what is perceived as authentic is highly dependent on
the learner’s cultural and disciplinary context. Problems should be designed to
fit the level of students’ knowledge and take into account their language
proficiency.

But the language competence of the learners can’t be separated from the
PBL format. The problem-solving tasks involve collecting data to solve the
problem in the best possible manner. This involves a huge amount of reading by
the students from every possible resource such as reading up books in the
library and assessing databases. The level of students’ language proficiency
should be taken into account. Without such adaptation, it will be difficult to
motivate students to engage with the problems and/or discuss them in English.
Singaram, van der Vleuten, Muijtjens, and Dolmans focused on the challenges
of using PBL with students whose first language is not the same language as
Instruction. The authors reported that earlier qualitative research in this context
found that language and academic achievement hindered group process and
achievement. In this study, the results were quite straightforward in that
students’ prior achievement and English as a first language (EFL) predicted
student achievement. EFL negatively affected group motivation, possibly
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because the native English speakers may dominate the group, a question worthy
of further research.

Thus, we may distinguish at least three PBL levels — beginner;
advanced and expert PBL. Their distinctive conceptual and procedural
features are:

Beginner PBL.:

In the PBL class, students solve the problems which are mostly dependent
on the learner’s cultural background and knowledge. At this level PBL is
introduced to learners. Students may also be given a worked example of the first
problem as a model. Learning how to learn and work cooperatively with others
Is emphasized. The level of students’ language proficiency is pre-intermediate
or intermediate,

Advanced PBL.:

The level of students’ language proficiency is intermediate or upper-
intermediate. Critical thinking skills, the ability to work productively as a team
member, understanding how PBL works are among some distinctive conceptual
and procedural features. The problems are real-to-life but not too complicated.

Expert PBL:

The learners are competent users of the language or native speakers.
Students have a high professional competency, problem-solving abilities,
knowledge acquisition, the ability to work productively as a team member and
make decisions in unfamiliar situations, and the acquisition of skills that support
self-directed life-long learning, self-evaluation, and adaptation to change. They
Investigate complicated and authentic problems. The learners are expected to be
fully absorbed in the tasks.

3. How free can the students be in structuring the problem, defining its
specific issues, selecting the material? Should it rather be the responsibility
of the tutor? How does it depend on the type and level of a PBL session?

A PBL class in ESL practice has a two-fold mission — to enhance speaking
skill building as well as to develop research skills of students and their
analytical mindset.

Whether the tutor should do the selection and structuring of the problem as
well as providing the materials for the would-be PBL class rather depends on
how experienced and competent the learners are as PBL participants.
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If it is a completely new experience for the learners, PBL is already a
challenge in itself, let alone dealing with heaps of new infos in a foreign
language. So, initially it is the tutor who should select materials for his students
according to the level of complexity, considering the factors of interest and
novelty. It is the tutor who can assess the propriety of the materials available so
that the students do not get lost or stuck in the great amount of varied
information they have access to. The tutor’s contribution will spare them a lot of
time and effort in their first performances as PBL learners.

The peculiarity of an ESL modification of PBL is that the key factor is the
language. It is the tutor who already has a set of materials he finds appropriate
for using as basis for an English class. The students will benefit more from the
right linguistic material provided by the tutor than from a Wikipedia article
interspersed with new and complicated vocabulary.

It is also the tutor who can predict whether the problem set can be
potentially “talkable”, that is appropriate for an active discussion.

As far as the formulation of the problem is concerned, it can be a
collaborative effort undertaken both by the tutor and the students. It is actually
the students’ prerogative and a matter of their interest to choose the issues they
would like to discuss.

4. Can the tutor participate in the discussion as a partner?

If the tutor takes part in the discussion as a partner he automatically
becomes very dominant, as students consider his opinion, knowledge and
authority. So, the tutor’s active participation has a risk to cause tension and
cross-purpose and may lead to lack of commitment, cynicism or student
absenteeism. Thus, such situation breaks one of the main principles of PBL —
self-direction.

What is needed is shared guidance. This implies that PBL process should
be characterized by more tutor guidance at the beginning through shared
guidance of both the students and the tutor to more student guidance at the end.

It’s necessary for tutors to learn to trust their students. Give them more
freedom and responsibility in searching and selecting information that is reliable
and relevant to the problems in order not to hinder the learning process but
challenge and stimulate it.

126



We’d like all of us to keep in mind the saying: “The mediocre teacher tells.
The good teacher explains. The superior teacher demonstrates. The great teacher
Inspires”.

Although a tutor needs to be present, he needs to relinquish control to the
students. He should allow them to explore their passion in learning. However
tutors can move strategically from student to student as they all engage in
different discussions. When the tutor takes part in an activity or acts as a partner
it improves the atmosphere at a lesson. However, the tutor takes a risk of
dominating the activity while performing it. And of course the tutor should
systematically provide advice and guidance to the students and help them to
clarify ideas.

5. What psychological parameters should the tutor consider while
holding the discussion (personality type, academic capacity, achievement
rate, performance style or others)?

While holding a PBL session the tutor should consider the fact that
voluntary participation of each learner is of essential importance as PBL is an
exceedingly communicative enterprise. No learner will be willing to contribute
to a discussion if they do not feel at ease. Communication is firmly related to
comfort.

Therefore a positive learning environment is the necessary background that
actually makes a PBL class happen. This is ensured by the tutor’s taking into
account a set of psychological factors that in this or that respect make an impact
on the session.

All the stages of the discussion — from planning to reflection — should be
substantially backed by the tutor’s consideration of the learners’ psychological
comfort.

While PLANNING a PBL session we should not only go into the problem
area, but also into the background and mindset of every student involved in the
discussion. Thus we should:

- avoid points that might appear to be sensitive or intimidating to some
of the participants (e.g. selecting a problem issue on the topic “Appearance”
we’d rather avoid the problem of obesity if there is an overweight student in
class);
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- pursue political correctness and tolerance (e.g. if there are children
from single parent families in class, discussing the potential outcomes of this
status would appear to be somewhat allusive);

— avoid issues that hold too much controversy or can be viewed as
suggestive and provocative (like single-sex marriages or legalization of drugs).

—  While HOLDING a PBL class the tutor’s job is to get it started and
continued in a positive route. So, the following tips might appear to be useful:

- keep balance between the input of each learner — too active learners
should not be allowed to dominate the discussion while less active ones should
be encouraged;

- lack of activeness on the part of the learners might also have different
reasons. So if the learner is too shy but has something to say, we should
encourage him/her as much as possible. But if it is just a student with low
academic performance, he’d better not be placed in the limelight;

— avoid negative comments or still more negative emotions concerning
whatever the students say — criticism should be well-meaning and formulated
accordingly;

- In case a conflict arises, be sure to settle it immediately through the
appropriate pedagogic means.

- While ASSESSING each of the learner’s input the tutor should:

—  provide a descriptive analysis of each of the learner’s contribution,
singling out the most active participants though;

— be positive in his/her characterization;

—  explain the motivation for the points or marks the students get for the
class;

— support those in the background with fair praise and encouragement.

The successful conduct of the discussion and solution of the problem is
provided by the correct organization. To do this, the tutor has to choose an
Important and interesting topic for all students, to formulate the problem, break
the decision into the stages and to allocate tasks based on pre-drawn psych
diagnosis the members of the group (individually and as a whole), and choose
such methods of correction and feedback, to ensure that:

- an activity of each student;
- the freedom of the individual manifestations;
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- interaction in system “teacher—student”, “student—student”, “student-—
group”.

We realize this process on the basis of the following principles:

- imposition of authority (instead of overprotective);

- emphasis on the merits (instead of criticism);

- the projection of the result (instead of threats);

- emphasis on confidence, but also rigor;

- empathy.

Functional and operational approach impact on the group or individual
student is performed, of course, in the context of the current socio-psychological
situation. During the first few minutes of class, we estimate the situation (for
facial expressions, kinesics, and vocabulary) and select the exposure operation,
which will create the desired result of the interaction. It should be noted that this
Is the most difficult aspect of the tutor, and not always successful. This may be
due to complex causes.

PRACTICAL ISSUES:

1. What functional vocabulary is to be considered before holding a
PBL class (argumentation, comparison, assumption, contradiction etc.)?

In problem-based learning, the tutor must assume role which is different
from any other. A tutor is a teacher who is responsible for stimulating tutorial-
based students into working together to find solutions to the problems which they
have been assigned. The role of a tutor is not to impart information directly to
students, but to assist them in the learning and group processes. The tutor’s
support consists of empowering students in the acquisition of knowledge and
improving group interdependence. The role of tutor demands a different
perspective on teaching and learning and calls upon other teaching and
educational-psychological know-how and skills than those with which he is most
familiar. A major task of the tutor is to optimise the problem-based learning
process. One of the tutor’s most frequent tasks in the tutorial is to ask and answer
questions and the way in which he does this can serve as an example to students.
This “model” behaviour can help the students to learn and as such, should be
made more explicit by the tutor. Here are some examples of how a tutor should
behave and what functional vocabulary should be used holding a PBL class.
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PBL’s Thesaurus

Examples of teacher elaboration of correct responses

“You are right! Can you tell me more?”

“Yes, that’s good. What else do you know about that?”

“You are correct how did you learn that?”

“Yes, that’s a very good answer. Can you also tell me why this (concept, informa-
tion) is important?”

“I like that good thinking, and I like the way you say that.”

“Good thinking! Good English!”

Examples of teacher elaboration of partially correct responses

“Thank you! Could you tell me more about that?”

“Yes, | agree that ... . Now, let’s think more about ... .”

“You are telling me some good things, especially the part about ... .What else?”
“We are heading in the right direction, but thatls not quite complete. Do you or
anyone else have something to add?”

Examples of teacher elaborations of incorrect or confusing responses

“Help me understand what you mean. Tell me again.”

“Tell me more so | know what you are thinking.”

“l Want to know what you are thinking. Can you tell me more?”

“You said ... . But, | thought that ... . Please, help me understand.”

“Do you think ... .or ...?”

“Is this what we have to learn?”

“I’m unclear about this particular aspect. Can you explain it, seeing as it’s your
field of study?”

“Can you illustrate that in ...?”

Examples of teacher responses to students questions

“Thank you for asking. Understanding is important. Good learners ask lots of
questions.”

“Thank you for asking a question. Questions can help us all be better learners.”
“Wow! That’s a great (or important) question. Do you know anything that will
help you answer that question?”

“l am glad you asked that question. How can the rest of us answer your question?”
“Let me first answer your question and then | will ask my question again.”

“Do you want to call on another student to answer your question? Do you want
one of your classmates to help you?”

“That’s a good question, because it shows how you can differentiate between... ”
“l see from your question that | was too quick to assume you’d understood the
subject matter in question.”

130




Examples of teacher questions to students

“If we adopt this solution, what are its pros and cons?”
“Does John’s statement square up with Liz’s?”

“If A occurs ... then ...?”
“Suppose that ... what would happen ...?”

“Why is it s0?”

“What do you think are the most important explanations for the fact that ...?”
“What gaps in knowledge did you experience in the brainstorming session?”
“Can you now answer the question that was raised at the initial case analysis

phase?”

“Were the hypotheses correct?”
“I’m going to ask this question in order to see whether you’re able to apply this
knowledge effectively”.

Fig.13 PBL’s Thesaurus

Filler Phrases for Students

agreement contradiction argumentation assumption
| thoroughly Nevertheless, ... According to ... | assume ...
agree with However, ... As stated in ... Imight be true
...[that ... I’m afraid I dis- As far as we can that ...
| quite agree... agree on this point | judge from ... In my opinion ...
It is quite true ... As we can see In my view ...
It is quite a rea- from/in ... As faras | am
sonable argument Let’s consider the | concerned ...
following points
Filler Phrases for Students
explaining ideas | putting ideas in cause and effect concluding
order words
For instance Firstly As a result All this evidence
In other words Secondly Consequently points to...
Namely Finally For that reason All this suggests
Such as Furthermore Hence that...
That is Importantly So In conclusion
Lastly Therefore This results in
Thus To sum up
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Fig.14 Filler Phrases for Students

2. What assessment grid/scale can be compiled for the ESL problem-
based discussion? (It should be two-fold — subject and language).

PBL complying with the student-centred tendencies in education
presupposes delegation of certain teacher’s functions and responsibilities to the
students.

PBL is actually conceived for the teacher to share his/her functions and
prerogatives with the students. That’s what student-centred approach is about.

But what about assessment? Should it be, as ever before, the tutor’s
prerogative and autonomous decision?

We are in favour of a balanced approach. Both the tutor and the students
are to come up with an overall descriptive assessment of the session in general
and of each of the student’s input in particular.

PBL’s assessment principles should be fairness, encouragement and
positive evaluation.

In our opinion, negatively set comments will discourage students from
further participation. The tutor should insist on everybody’s being positive,
polite and considerate in their comments.

The most problematic point is converting the impressions from the
student’s input into a certain grade, mark or number of points.

In order to make the assessment more appreciative of the individual effort
of each student we should make use of an elaborate assessment scheme in which
every aspect of participation is taken into account.

As a PBL class in ESL is both about language and subject the assessment
scheme should be three-fold: subject — language — communicative behaviour.

Assessment as a procedure should be three-fold too: assessing each other
— assessing oneself — tutor’s assessment.

Here is an assessment scheme which represents all the positions mentioned
above:
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Category of St. | St. | St. | St. | St | St | St | St

Assessment | Assessment criteria 1 (2 |3 |4 |5 |6 |7 |8
Criteria
Subject Preparation and insight

into the subject

Relevance and reasonabil-
ity of arguments
Originality and creativity
Participation and contribu-
tion to the discussion.

Communi- | Respectful and considerate
cative treatment of the other par-
Behavior ticipants.

Active listening
Collaboration

Language | Use of the topical vocabu-
lary.

Use of the functional vo-
cabulary.
Comprehensibility and
correctness of speech.

Fig.15 Assessment criteria of PBL

Each criterion is estimated according to a 10-point scoring scheme in
which three levels are to be assumed: high, average, low:
High level: 7-10

Average level: 4-6

Low level: 1-3
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CONCLUSIONS

To sum it up, we did our best to see the possibility of implementing PBL in
a foreign languages classroom and we believe PBL is a promising prospect in
terms of the future developments in ESL learning. Unlike other subject
domains, ESL is a favourable PBL’s “venue” in terms of thematic variety. In
case English is taught to pedagogic students, the problem itself can come up in
three varieties:

1) a pedagogic situation describing problematic, conflict-prone or
psychologically controversial episodes of teacher-student interaction;

2) a linguistic problem focusing upon modern aspects of linguistic
research;

3) a problem relating to the subject area under discussion that brings up a
certain aspect of the whole theme studied by the students of a definite specialty
at their foreign languages lessons.

Hence, the problem-based learning allows forming and fixing skills,
developing skill, achieving a consensus, guiding in information fields and
interdisciplinary situations. One of the main requirements of PBL is active
cooperation with the purpose of all-round studying of the problem and
formation of viable decisions. Application of the problem-based learning is
possible in any scientific branch, but demands thorough training in the
organization of teaching and educational process and taking into account
features of studying, that inherent in different disciplines.

Process of studying foreign language can become more effective with the
help of input of problem situations in the educational process. PBL is
considered as principle of study and as new type of educational process, as
method of study and as new didactic system. Problematical character, as the
priority direction of the personal-guided approach in study of foreign language,
can be realized at all levels of the organization of a teaching material and the
educational process itself. Problem submission of a material promotes increase
of efficiency of process of study as it stimulates mental activity, independent
information search and aspiration to the analysis and generalization. The
principle of problematical character makes closer the process of study with the
process of knowledge, research, creative thinking. The essence of activation of
educational activity by means of problem study consists not in usual intellectual
activity and mental operations from the decision of stereotyped problems and
performance of reproductive tasks, but in activation of thinking by creation of
problem situations, in formation of cognitive interest and modelling of
intellectual processes which causes the true creative approach. Thus, skills of
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the search, skilled approach to the decision of theoretical or practical problems
are formed. Application of a principle of problematical character allows varying
a teaching material, receptions of teaching in view of the contents of education,
forms of the organization of educational process, a level of knowledge of
students, their readiness to independent work.

The problem-based learning at the lessons of foreign language allows
developing creative activity of students, raising their motivation, independence,
awareness about the contents of the future profession, developing mental skills.
While teaching foreign language, the most effective is the development of
another language professional communicative competence. Thus, tasks in the
problem-based learning have strongly denominated professional character, and
statement of the problem, substantiation of its topicality, the description of
methods and course of research, representation of conclusions and results occur
to active use of lexicon and phraseology of foreign language. Problem situations
with the use of foreign language allow making active mental activity of
students. Playing at the lessons of foreign language of a plenty of various
situations both oral and written dialogue, helps students to be integrated into
process of speaking of another language professional adaptation and to be ready
to the realities of the future professional work.

Application of the problem-based learning at the lessons of foreign
language helps to search more effective methods and the ways of reorganization
of reproductive thinking on productive, creative levels.

Specificity of the subject “Foreign language” and a degree of its
complexity cause applications of the problem-based tasks which promote
optimization of speech activity of students and formation of skills practically to
use foreign language as means of dialogue raises efficiency of educational
process and allows achieving the best results. Work at problem situations
enables students to impose active cognitive needs, intellectual and speech
activity and to acquire new material.

In a context of studying foreign language the special attention is paid to
such groups of problem tasks: searching and game tasks, communicative and
searching tasks, communicatively guided tasks, cognitive and searching tasks,
cultural tasks. Basic properties of problem-based tasks are:

1. Authentic dialogue at the lesson.

2. Topicality of the task for participants.

3. Complexity of the task.

4. An information inequality of partners (participants who have different
interests and supplementary hobbies).
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5. Creative character.

To develop students’ communicative skills outside of a language
environment, it is not enough to fill the lessons by conditional and
communicative or communicative exercises which allow solving
communicative problems. It is important to suggest for students to think, resolve
problems which generate ideas, to think about the ways of the decision of these
problems so that students focus on the contents of the statement that in the
centre of attention there was an idea, and the language acted in its direct
function of formation and the formulation of these ideas.

Teachers of foreign language, applying the problem-based learning,
stimulate students to work unostentatiously at the lessons creatively, actively,
induce them to study material, to develop the main idea in competitive form, to
find key statements, to perform project work on the basis of the obtained
information.

Advantages of the problem-based learning in process of studying foreign
language are: independent mastering of knowledge by own creative activity,
development of productive thinking, and high interest to educational process.
Main disadvantages are: weak controllability of students’ cognitive activity,
great expenses of time for achievement of projected purposes, an insufficient
level of language preparation of students, lack of time for careful studying of
this or that theme.

Mastering the method of PBL the student becomes an expert of the new
level, allocated by creative abilities, critical thinking, professional competence,
ability to produce and make decisions in changeable situations by means of
foreign language in view of other people culture, provides application of the
problem-based learning. Such study allows the future experts of any branch to
form certain models of scientific research, to test themselves for professional
suitability, to search the most effective ways of solving the problem and to
predict the results of their decisions by means of foreign language
communicative competence.

If we speak about students of other disciplines whose academic activity is
conducted in a foreign language, we, in fact, face one of the challenges for PBL
Implementation. The tutor needs to find a golden middle between his/her
support of the students who grope for comprehension of the task or are in
trouble explaining their own opinion and the gradual but inevitable shift for
their autonomy in learning.

As always, there are no readymade workable recipes, but you’ll never taste
any pudding, good or bad, unless you start cooking.
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Appendix A

FOUR MAIN PRINCIPLES OF PBL: COLLABORATIVE,
CONTEXTUAL, CONSTRUCTIVE AND SELF-DIRECTED LEARNING
(Dolmans, De Grave, Wolfhagen, & Van der Vleuten, 2005)

Constructive learning

Constructive Learning refers to learning which occurs by constructing
understanding and knowledge by experiencing things and giving meaning to it
(Ertmer & Newby, 2008). The design of instruction should be able to
successfully trigger “internal cognitive processing” in the mind of the learner,
especially in the complex learning environment of health sciences and medicine
(Stewart, 2009). It is important to include strategies and teaching formats that
enable knowledge construction, storage and retrieval ways in which new
knowledge can be linked to prior knowledge and transferred from short term
memory to long term memory (Ormrod, 2009). It includes: strategies to direct
attention, giving meaning to learning, constructing, organizing, elaborating and
clarifying information. Information retrieval is enhanced by allowing retrieval
time, variety of questions, increasing flexibility in teaching and creating
challenge.

Contextual learning

Contextual learning is characterized by the use of cases/problems or
examples that closely match or are real world situations for which the learners
are being trained. Learning in the context of a problem or situation helps
learners to understand its content application more easily. It is also more
motivating and interesting. Coupled with practice, and exposure to multiple
related environments, it allows for “deeper learning” and better learning transfer
(Regehr & Norman, 1996). Instructional design should therefore include real
problems with multiple perspectives, to challenge and motivate students as well
as enhance transfer. The cognitivist and constructivist theories of learning
emphasize the need of contextual embedding of the new information to more
effective learning (Ertmer & Newby, 2008).

Contextual theorists show that the storing process of new knowledge is
more effective when connections are made to the prior knowledge. The
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contextual approach helps the students to make these connections and to give
the new information sense in their own prior existing frames of thinking
(Ormrod, 2006).

Collaborative learning

Collaborative learning is a concept in which the members of a group work
together to achieve a common goal (Van Boxtel, Van der Linden, & Kanselaar,
2000). They have to interact, share and learn from other students. During the
process of discussion, the students need to present and defend their own ideas.
This has a positive cognitive as well as social influence on the learning process
(Rudland, 2009). Then it could be recognized that their communication and
social interaction skills will improve day after day (Johnson, Johnson, & Smith,
2006). The collaborative learning environment has been shown to be very
effective on problem solving (Qin, Johnson, & Johnson, 1995). In various
professional fields, it provides an authentic environment of team work, which is
an important and integral part of their later professional lives. Educational
processes must therefore provide opportunities for collaboration. Considering
those benefits makes us believe that collaborative learning is one of the most
important learning principles and should be applied in any curriculum.

Self-directed learning

Self-directed learning means that the learners “direct” their own learning
process. This requires awareness of metacognitive skills to decide on the goal,
on the methods to approach the task and to ensure the goals will be met
(Bandaranayake, 2009). It also means that the learner anticipates the difficulties
and the enabling factors for learning. The learner not only plans and
accomplishes the goals, but also evaluates the process through reflection. Self-
regulation requires prior knowledge and motivation, and leads to more effective
learning and higher achievement levels (Dolmans & Schmidt, 2006).
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Appendix B

Table 1: Seven-steps of PBL: logic and potential practical shortcomings

(Maurer & Neuhold, 2012)

What to do? What to do in Why? Potential shortcomings
detail?
Clarification | «ask for « provide common starting | ¢ students already drift into de-
of explanation of point, i.e. every group tailed discussion of concepts
terms and words or member should under- « students provide wrong
concepts concepts that are stand the assignment text | explanations for words/concepts -
not understood as it stands > tutor intervene
« if illustration: * students wait for tutor to answer
discuss what their questions instead of collabo-
picture shows rate efforts
Formulation | « Provide “title” « Students dive into topic | * Sloppy formulation of a very
of for the session or and grasp the “underlying | broad problem (e.g. “EU
Problem formulate wider problem” of the assign- integration”)
Statement research question, | ment « Students just name topic but do
i.e. “what is it « By discussing in the identify “problem”;
about” group, students establish a | « When assignment has title —
common ground of the students show tendency to copy
problem — they not only this title, although then often no
name it but discuss itand | understanding of meaning
also examine its wider
relevance
Brainstorm « Everything is * To establish and con- « Students just pick keywords

allowed: collection
of

ideas, potential
explanations in
regard of problem
statement, etc.

trast: what does the group
already know —

what does the group want
to find out

« students spontaneously
name aspects that THEY
consider as interesting and
relevant

* activation of prior
knowledge and real-world
experiences —

students should link the
problem statement to ex-
isting knowledge

from assignment text and copy
them on whiteboard — leads to
“deconstruction” of constructed
assignment rather than student-
centred learning process

« Students do not explain why
they proposed certain keyword —
ask for clarification

* Students are “uncreative” in
coming up with potential
explanations, and just focus on
fact-finding (What is x? What is

y?)

Categorising
and Structur-
ing

of Brain-
storm

» Keywords from
Brainstorm are put
into similar
categories (e.g.
according to
guestion type:
why, how, what
consequences
etc.)

« Structuring first creative
collection of ideas to find
patterns and facilitate the

formulation of few learn-

ing objectives

* Inexperienced students find it
difficult to see patterns, get
frustrated, and revolt by putting
keywords together that do not fit
* Majority of group puts key-
words randomly together without
explaining why this specific sys-
tem —intervene
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Formulation | « Use categories of | « Provide clear focus in * Sloppy formulation of ques-
of structured reading the literature by tions, e.g. students do not con-
Learning brainstorm to having smaller research sider any difference if questions
objectives formulate single questions guiding the starts with “how” or “why”
questions, or learning process » Students show tendency to rely
research task * Clear and guided as- on tutor to provide “correct”
(e.g. “look for x) | sessment of what is learning objectives, as seems
needed to answer the quicker to get
posed questions finished for this tutorial
« Potential pitfall: if literature
does not answer learning objec-
tive, students show tendency not
to engage with additional litera-
ture or reflect on their focus but
blame the literature (“the author
iS not
relevant/suitable/expert enough™)
Self-Study » Students read * Student as self-directed | « Students do not spend enough
literature, look and responsible learner time for self-study
for additional » Students read texts superficially,
sources, prepare or find it difficult to judge what
answers to the are the main important points of a
formulated learn- text
ing * Students get study material from
objectives more senior students that they
bring to class — no reflection, no
self-directed learning
Post- » Students report * By formulating acquired | « Students just exchange factual
discussion back on how knowledge in own words | knowledge and summarise the
they answered and by exchanging argu- literature, instead of embarking
the learning ments with peers, deeper | on answering the learning objec-
objectives; understanding is tives
compare results facilitated in contrast to * Students remain superficial in
but also exchange | pure memorising; their reporting, and do not grasp
arguments * Students become aware | the depth and full complexity of
of potential misinterpreta- | different aspects
tions of
(empirical) material in
being confronted with
reports from other peers
& Reflection | e Self-assessment * By becoming aware of » Superficial feedback (“chair was
on of students in what works well and what | good”)
Learning learning process could be improved, first * Too less time allocated to
Process and peer assess- step to improve reflection on learning process

ment,

especially in roles
of chair and
discussant

learning process

* Not all experiences stu-
dents have to make them-
selves, but they can learn
tremendously

by observing and provid-
ing feedback to each other
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Appendix E

USEFUL TIPS FOR APBL TUTOR
(based on Samy A. Azer Challenges facing PBL tutors: 12 tips for successful

group facilitation)

One of the main tasks of a PBL tutor is to facilitate group discussion.
Group facilitation is about process rather than content. In this process, a tutor
helps the group increase their skills and progress in their discussion. PBL tutors
usually feel that it is not that easy to change their teaching style to the PBL
format. They are sometimes unsure about their role or what strategy they might
use to facilitate their students’ discussion. ‘12 Tips’ provided in these
recommendations should help tutors with practical answers.

1) Ask your group to identify their ground rules in the first tutorial (a
tutor should make sure that they are generally understood and excepted by
all the members and can set his/ her own rules concerning the class
management):

— Turn off mobile phones during tutorials.

— Everyone should come on time.

— We should respect each other’s opinions.

— Listen to one another.

— Everyone should contribute to the case discussion.

— We will listen to the different views we have in the group.

— We should debate our differences in opinion rather than argue.

2) Discuss with your group the different roles they may play (tutor
should 1) introduce different roles, 2) help the students in their choice (if
asked), 3) give additional support to some performers:

— Listens to each member’s input, records and organizes, encourages
every member to contribute.

— Adds new information, deepens group understanding, focuses on the
issue and avoids negative arguments.

— Summarizes all the information and makes a copy available to every
member of the group after the tutorials.

— One of the students could be nominated by the group to be the group
representative.
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We might need to use resources as we discuss the case.
A student may have more than one role in the same tutorial.

3) Build trust and encourage bonding of group members:

Catch students in the act of doing something good.

Don’t criticize anyone.

Never label students.

Avoid adopting an attitude that can cause biases.
Encourage teamwork.

Be a good listener and encourage effective communication.
Value the potential of each group member.

4) Do not dominate group discussion but rather facilitate the process:

Think empower, not control.

One of the students in your group will soon say what you want to say.
Do not rush to ask questions or provide information.

Get feedback on your teaching style.

Monitor the timing and type of your interactions

Teach the joy of learning by discovery.

5) Be a role model for your group and monitor your teaching skills:

Come on time to the tutorials.

Read the tutor guide before the tutorial.

Promote positive attitudes in the group.

Acknowledge your mistakes.

Ask your students to give you feedback on your facilitation.
Monitor your teaching/facilitation skills.

Regularly update your knowledge.

6) Encourage understanding:

Motivate students to act flexibly around what they know.
Ask questions that allow students to assess, evaluate, compare, weigh

evidence, make priorities, interpret, seek information, take decisions, plan their
approach and use resources.

Guide students to use their knowledge to construct their own flow

diagrams and mechanisms.

Encourage students to use basic sciences to explain patient’s

symptoms and clinical signs.
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— Ask students to provide the reasoning behind their opinions.
— Enbhance the use of diagrams in the discussion of difficult concepts.

7) Foster critical thinking and enhance the group’s ability:
— To debate issues rather than argue
— To weigh evidence as they rank/refine their hypotheses
— To analyze data and information provided
— To synthesize information into informed conclusions
— To emphasize understanding over memorization.

8) Ask open-ended questions:

— Expand discussion and allow more members in the group to
contribute.

— Keep the group focused on issues discussed.

— Foster self-directed learning.

— Help understanding difficult/complex concepts.

— Make students realize the significance of basic sciences in their
discussion.

— Help students make priorities between their hypotheses.

— Allow students to see the big picture as well as some fine details.

9) Promote group dynamics:
— Always say ‘we’.
— Focus on gains, not losses.
— Ask questions, listen and encourage everyone to contribute.
— Sustain ongoing interaction.
— Foster accountability.
— Empower your group.
— Positive expectations yield positive results.

10) Solve problems in the group with a win-win approach:
— Take challenges as opportunities for everyone’s success.
— Consider decisions that give as much value as possible to everyone
concerned.
— Keep focused on principles and values.
— Focus on relationships rather than rules.
— Document problems with difficult students.
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— Consult with a colleague you trust about possible solutions.

11) Provide feedback that builds the group up:

— Remember that feedback is the breakfast of champions.

— Address positive issues first, state issues that need improvement
second.

— Be specific and provide examples when needed.

— Discuss with the group strategies and approaches for improving
performance.

— State the feedback clearly and follow up issues identified.

— Maintain a weekly teaching journal about the input/ contribution to the
discussion and the role of each student in your group.

12) Tell them about your roles:

— Facilitation of discussion.

— Asking open ended questions when needed to encourage group
discussion.

— Enhancement of use of educational tools during tutorials.

— Providing suggestions.

— Summarizing key points raised in the discussion.

— Helping in the creation of an open, healthy environment that
encourages group discussion, experimentation and dealing with uncertainty.

— Providing feedback to the groups at the end of the case and receive
feedback from the group.

— Monitoring students’ progress.

— Running group assessment.

In conclusion, these 12 tips are not an exhaustive guide to effective group
facilitation. However, they contain the basic principles for becoming a
successful PBL tutor. It might be useful to study these tips not only prior to
commencing the role as a tutor, but also at intervals throughout the semester/
academic year. One can think about methods of implementing these tips in your
teaching, read books, educational reviews and research articles related to these
tips and expand the knowledge and skills in group facilitation. One might use
reflective journals and regularly record the teaching experiences. Ultimately,
aim to motivate yourself to achieve the essence of these tips in teaching.
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Appendix G

MY EXPERIENCE OF POST-
DISCUSSION

Written by luliia Budas

My first experience of being a
tutor and having a post-discussion
was several years ago. The problem
under  discussion was  “The

challenges of teaching”. During the
pre-discussion  students  debated
different issues concerning the challenges a novice may face at his or her first
year working as a teacher (teens’ disobedience, violence at school,
responsibilities of a teacher and even teachers’ fashion style). | divided the
students into two teams — “interviewers” and “experienced teachers”. The
members of the teams were supposed to find necessary information to be ready
to ask additional questions and to respond to the above mentioned ones. As a
tutor | tried to be helpful. But the students themselves were really interested in
finding the answers as their teaching practice was to begin in a month or two.

After their first debate experience, my students realized the importance of
information sources for their argumentation. The post-discussion was more
fruitful and educative because the students didn’t just express their own views
but gave illustrative evidence from articles or books.

At the reporting stage | observed to what extent the subject matter had been
mastered. Sometimes | as a tutor had to remind them to sustain their ideas with
the examples from information sources and not to be too emotional. When
students hesitated and were not able to answer the question | tried to clear up
the ambiguities and formulated the question in another way to sound clearer.
Also | had to check the level of comprehension of the discussed question. Now |
understand that | interfered too much. | didn’t correct students’ mistakes (the
discussion was in English) but | took notes of the most common mistakes and
spoke about them later. | used the post discussion to stimulate the reflection
concerning teaching profession and their level of English. It was very useful to
get their feedback.
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Appendix H

HOW TO DO IT?
from the experience of Olena Zarichna

Considering the fact that the primary goal of the
EFL classroom is the development of ESL
competences and namely speaking skills, the ratio
between language and expertise in a certain domain
rather favors the former. Unlike it is in other subject
areas (law, medicine, economics etc.) the function of

— English in the ESL classroom shifts from being a tool

to being a goal and a tool simultaneously.

Consequently, the PBL tutor should direct all effort at enhancing those mental

parameters that contribute to extensive verbal activity, i.e. associations,

emotional memory, experience, inferences, individual classifications,

preferences and generalizations. The problem itself does not have to be a
problem to solve but rather a problem to discuss.

So what are the ways of implementing PBL in the EFL classroom? The
framework in which PBL appears to be effectively applicable in the EFL format
Is curriculum-based thematic field discussion (Personality, Family Structures,
Employment) which can also be placed in a small-talk format (“Should school
uniform be mandatory?”); a moral dilemma inferred from fiction; a pedagogic
situation related both to instruction and upbringing (“In what succession should
the tense forms be presented to learners?”, ”A pupil brings a bunch of flowers
picked on the school flower-bed, what should you do?”)

The problem itself can be the one requiring a practical solution or just a
point for discussion. Below are examples of the both kinds. If it is not the small-
talk version, the PBL-participants should be expected to involve some expert
knowledge in the pre-discussion phase or in the course of the discussion itself.

152



WAYS OF INTRODUCING PBL THROUGH EFL PRACTICES
WITH STUDENTS OF PEDAGOGY

Thematic discussion Small talk thematic

(involving expertise) discussion Problem-solving

Discussing a moral Discussing a problem
dilemma derived from related to instruction
fiction or upbringing

PROBLEM SOLVING
EXAMPLE 1

Topic: Work and Employment.
PBL task: Who gets the job?

Three men applied for the same job. Which man do you think should get
the job? Discuss this with your group and decide which man you would hire for
the job. The men who applied for the job are:

JACK: Jack is well qualified for the job. He has a good education. He is
now working for a respected company and earns a good salary. However, Jack
thinks he needs a change in his life. His wife died a few months ago. He has
been sad since then. He thinks a job change would be good for him.

BILL: Bill has a good education and is also qualified for this job.
However, he was fired from his previous job because of a drinking problem. Bill
says he has stopped drinking. He says he needs this job to prove that he has
changed and will not drink anymore.

MARK: Mark is not as well qualified for the job as Jack or Bill. But Mark
Is a very hard worker. He learns very quickly and is always dependable. He lost
his job 3 months ago because the company he worked for went out of business.
Now he really needs a job to support his wife and 3 children.
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PROBLEM SOLVING
EXAMPLE 2

The following chart may be used for considering the candidacies for the
positioned mentioned in the left-hand column in correlation with zodiac sign
descriptions and team role requirements.

Instruction: study the personality traits required for each working position
mentioned in the chart and then study those referring to each of the zodiac
signs. Discuss the correlative links and deliver your decision on which of the
positions the people of different zodiac signs will be at their best in their
performance. Give your arguments to substantiate your choices.

Note: the learners may be divided into three workgroups deciding upon
Action, Thinking and People sections accordingly.
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ARIES (21 March — 19 April) TAURUS (20 April — 20 May) GEMINI (21 May — 21 June)

Peo- T People Peo-
ple ! belong- : ple
falling ing to be-
under this sign long-
this are ro- ing to
sign mantic, this

are adventurous and gener- | helpful and loyal. Yet they can be sign are intelligent and versa-
ally brave. They can be a bit | possessive about everything they tile. They are spontaneous in
short-tempered sometimes. | have. For this reason, they might communication and love life!

They are clever and confident. | at times appear selfish. Taureans Yet at times they worry too
On some occasions, they are | are good company and an excel- much and become too
impatient. Their impulsive- | lent friend. stressed about little things.
ness can be their potential They tend to be picky and
enemy. very opinionated.
CANCER (22 June — 23 July) LEO (24 July — 23 August) VIRGO (24 August - 22 Sep-
s People Leos are tem-
of this generous ber)
sign and open- People
are minded. falling
gentle They are under
and quite car- : this sign
have a caring nature. They are | ing in nature but at times they may | are very analytical. They tend
generally not very impulsive. be egoistic and bossy. They can to think too much about
They are also very protective | tend to easily lose their temper. things and base their conclu-
towards their loved ones. Leos are real kings! sions on a long thought proc-
Cancers often have an imagi- ess and deep analysis. They
native and artistic side to their are intelligent, reliable and
life. good decision-makers.

LIBRA (23 September — 22 | SCORPIO (23 Oct — 22 November) | CAPRICORN (22 December -

October) Scorpios B _— 20

People of are pas- Janu-
this sign sionate ary)

are individuals They
friendly with a are

and ro- : magnetic prudent

mantic. They are balanced in personality. Due to their possessive | and practical. They are also
nature and can keep calm in nature, they become jealous quite | quite ambitious. Persever-

most situations. At times, easily. They are clever and coura- ance and tolerance are their

they can be a bit reserved and | geous. They can be resentful, ob- greatest qualities but they

indecisive. They know how to | sessive and sometimes vindictive — | can also be very stubborn.

look at things from more than | so be careful! They are generally upfront in

one point of view. fighting whatever gets in their
way.
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SAGITTARIUS (23 November-20

e
- -

ligent and philosophical. They
know how to lighten up any
atmosphere. They are fun-
loving, sociable and optimistic
but sometimes their excessive
optimism makes them behave
carelessly. They are intelligent
people with a good sense of

Decem
cem-
ber)
They
are
intel-

AQUARIUS (21 January — 19 Febru-
ary)

They have a
great sense
of humour,
strong intel-
ligence and
are deep
thinking and intuitive. They make
loyal and honest friends. They can

be very independent. For this rea-
son, they may at times appear in-
different andiféstant.

*ﬁk

PISCES (20 February - 20

March)

They
are

tive,
kind
and
helpful. This makes them

excellent friends. They tend
to be a bit shy and opinions

of others can easily influence
them. They are not very de-
termined or courageous.
They are very idealistic and

sensi-

humour. live in a world of their own!
Team Role Contribution Allowable Weakness
Plant PL Craative, imaginative, free-thinking. Ignores incidentals. Too pre-
Ganerales ideas & solves hard probilams. occupied to fulfy communicate.
2
- ; F— Sober, strategic and discerning. Sees Locks drive and ability to inspire
= | Monitor Evaluator ME @ all opfions and judges accuralely. others. Gan be overly crtical.
£ 0 juag ¥
E i Single-minded, self-starting, dedicaled. Contributes only an a narow
Specialist SP
pe Provides rare knowledge and skills. frant. Dwells an technicalities.
Shaper SH @ Chalenging, dynamic, thriveg on pressure. | Frone to provocotion.
e Has drive to overcome obstacias. Offends people’s feelings.
=
e} £y Practical, rellable, efficient. Turns Ideas Somewhat inflexible. Slow
E Implementer IMP m» || into acfons and organizes tasks. ta respond to new possibilities.
- Painstaking, consclentious, anxious. indined ta wory unduly.
Completer Finisher CF @ Finds errors. Polishas and perfects. Reluctant to delegote.
i Malure, confident identifies talant. Can be seen as manipulotive.
o Coordinator co i'; Clarifies goals. Delegates effectively. Offfaods own share of the work.
L=
% T™w! / L 2 Co-operative, perceplive and diplomalic. indecisive in crunch situations
g: Team Worker AN Listens and averts friction. Avoids confrantotion.
. o Ouigaing, enthusiastic, communicative. Ower-optimistic. Loses interest
Resource Investigator Ri 0 Explores opporturities, develops contacts ance initialenthusiagsm expires.

Partners LLC

D Copyright 2011 3Crcle
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[ WHAT’S YOUR STAR SIGN? |

This type of a PBL-session can have alternative forms involving creative
and competitive elements for which the EFL class is very well adaptable. It can
be an alternatively set task in the form of an intellectual game, for example.

PROBLEM SOLVING
EXAMPLE 3
INTELLECTUAL GAME
TRAVELLING ON THE MOON

You are in a space crew originally scheduled to rendezvous with a mother
ship on the lighted surface of the moon. Mechanical difficulties however, have
forced your ship to crash-land at a spot some 200 miles from the rendezvous point.
The rough landing damaged much of the equipment aboard. Since survival de-
pends on reaching the mother ship the most critical items available must be chosen
for the 200 mile trip. Below are listed the 15 main items left intact after landing.
Your task is to rank them in terms of their importance to your crew in its attempt to
reach the mother ship. The item numbered number 1 is the most important, number
2 by the second most important, and so on through to 15, the least important.

Box of matches

Food concentrate

50 feet of nylon rope

Parachute silk

Portable heating unit
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Two 45 calibre pistols

One case dehydrated milk

Two 100 pound tanks of oxygen

Stellar map (of the moon’s constellation)
Life-raft

Magnetic compass

5 gallons water

Signal flares

First aid kit containing injection needles
Solar-powered FM receiver transmitter

In order to make the discussion more consistent and challenging, in this
particular example, the students should be expected to attach expertise from the
relevant subject fields, like those of astronomy, physics and physiology.

SMALL TALK THEMATIC DISCUSSION

Small talk thematic discussions are the most flexible as well as open-ended
variety of a PBL session. Nevertheless, preliminary information search and
vocabulary studies are most desirable. Below are the three basic options to be
applied for PBL practices.

Identifying Problems and Giving
Tips

Pros & Cons

au-pairing
- working from home Boomerang kids

taking a gap year An ideal roommate

The first year at university

Insight into a Problem

Men and women in employment

The future of the labour market
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The aspect that matters in terms of idea generating and opinion exchange is
topic specification. Whatever the topic addressed, the issues for discussion
might relate to the individual experience, knowledge and mainly range of
interest of the students. In short, the issues should be motivational. The
guestions must be intellectually challenging and exclude the necessity of expert
knowledge. However, the students can receive a preparation task to collect
statistic data on certain phenomena or information on a certain subject. The
students may be encouraged to develop their own questions, mind maps or short
lists of issues they can point out.

EXAMPLE 4
Topic: Education.
Should girls have their own schools?
Some people say girls should have their own schools. Others say they ought
to be educated with boys. What do you think? Consider the following opinions and

formulate your own ones.

YES-opinions:

All-girls schools are a great idea. There’s scientific proof that teachers pay
more attention to boys than to girls. With no boys around, girls get the attention
they deserve. And it’s easier for them to participate in school activities. Plus, in
single-sex schools girls are free from social pressures and can concentrate on
learning.

NO-opinions:

This is a bad idea. It’s true that girls aren’t always treated fairly. And that
has to change. But sexism is not going to go away just by having all girls schools.
Girls should be exposed to the pressures they will face in the real world. That’s the
only way they’ll learn to deal with challenges. If girls don’t go to school with boys,

they’re not going to be prepared for real life when they graduate.
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THEMATIC DISCUSSION INVOLVING EXPERTISE

For this type of PBL-session the preliminary insight into the problem,
statistical review and some expertise attached from other fields of knowledge
are essential. To ensure a sustainable talk in the PBL discussion the tutor is to
provide the students with a provisional topic-related vocabulary list or material
— short texts, essays or articles which might appear to come handy throughout
the pre-discussion phase. However, it is the learners who should be given the
prerogative of selecting the appropriate information and presenting it in the
course of the discussion. The problem can be set in varied formats from
statements to situations, from preambles to possible solutions with further
reconsiderations.

EXAMPLE 5

Topic: Work and Employment.

— In your country, do people usually have a “job for life”” or do people
change jobs quite frequently? What are the advantages and disadvantages of each
type of work?

— Does your country provide financial benefits for unemployed people?
What are the advantages and disadvantages of being on the dole?

— Who suffers more from losing a job: young, middle-aged or older peo-
ple? Why?

— Working from home — pros and cons.

DISCUSSING A MORAL DILEMMA DERIVED FROM FICTION

Complying with the objectives of the ESL class, the tutor should make use
of its prerogative of involving the language material in all its possible
representations. A problem concerned does not necessarily have to be set in a
strictly rational or logical frame, it might be presented implicitly in a
metaphorical text, a quotation, an aphorism or even a picture. Again, unlike the
subject matter in other domains, the possibility of introducing metaphorisation
and symbolization seems to be something that makes PBL in the ESL class still
more special. Herein we provide an example of such, a method referred to as
Thinking Story. The students may be encouraged to formulate their own issues
or discuss those provided by the tutor.
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THINKING STORY
A language.
Love is a language. It consists of words and rules and idioms. Of chocolates,
flowers and poems. Language is a set of conventions. And this is a pity. For | hate
conventions. Therefore no chocolates or flowers or poems tonight. Nothing. Not a

word. A cup of tea in silence.

Issues for discussion:

It is impossible to escape from conventions.

Every person has to play a number of roles according to certain conven-
tions.

Flowers are conventional symbols.

One of the stories containing a disputable moral dilemma is O. Henry’s
“After Twenty Years”. The students may introduce their interpretation of the
story in the pre-discussion phase and go on to decide upon the moral dilemma
raise by the author.

AFTER TWENTY YEARS
O. Henry

The policeman on the beat moved up the avenue impressively. The impressiveness was
habitual and not for show, for spectators were few. The time was barely 10 o'clock at night, but
chilly gusts of wind with a taste of rain in them had well nigh depeopled the streets.

Trying doors as he went, twirling his club with many intricate and artful movements,
turning now and then to cast his watchful eye adown the pacific thoroughfare, the officer, with
his stalwart form and slight swagger, made a fine picture of a guardian of the peace. The vicinity
was one that kept early hours. Now and then you might see the lights of a cigar store or of an all-
night lunch counter; but the majority of the doors belonged to business places that had long since
been closed.

When about midway of a certain block the policeman suddenly slowed his walk. In the
doorway of a darkened hardware store a man leaned, with an unlighted cigar in his mouth. As the
policeman walked up to him the man spoke up quickly.

“It’s all right, officer,” he said, reassuringly. “I’m just waiting for a friend. It’s an ap-
pointment made twenty years ago. Sounds a little funny to you, doesn’t it? Well, I’ll explain if
you’d like to make certain it’s all straight. About that long ago there used to be a restaurant
where this store stands —*Big Joe’ Brady’s restaurant.”
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“Until five years ago,” said the policeman. “It was torn down then.”

The man in the doorway struck a match and lit his cigar. The light showed a pale, square-
jawed face with keen eyes, and a little white scar near his right eyebrow. His scarfpin was a large
diamond, oddly set.

“Twenty years ago to-night,” said the man, “I dined here at ‘Big Joe’ Brady’s with Jimmy
Wells, my best chum, and the finest chap in the world. He and | were raised here in New York,
just like two brothers, together. | was eighteen and Jimmy was twenty. The next morning | was
to start for the West to make my fortune. You couldn’t have dragged Jimmy out of New York; he
thought it was the only place on earth. Well, we agreed that night that we would meet here again
exactly twenty years from that date and time, no matter what our conditions might be or from
what distance we might have to come. We figured that in twenty years each of us ought to have
our destiny worked out and our fortunes made, whatever they were going to be.”

“It sounds pretty interesting,” said the policeman. “Rather a long time between meets,
though, it seems to me. Haven’t you heard from your friend since you left?”

“Well, yes, for a time we corresponded,” said the other. “But after a year or two we lost
track of each other. You see, the West is a pretty big proposition, and | kept hustling around over
it pretty lively. But I know Jimmy will meet me here if he’s alive, for he always was the truest,
stanchest old chap in the world. He’ll never forget. | came a thousand miles to stand in this door
to-night, and it’s worth it if my old partner turns up.”

The waiting man pulled out a handsome watch, the lids of it set with small diamonds.

“Three minutes to ten,” he announced. “It was exactly ten o’clock when we parted here at
the restaurant door.”

“Did pretty well out West, didn’t you?”” asked the policeman.

“You bet! I hope Jimmy has done half as well. He was a kind of plodder, though, good
fellow as he was. I’ve had to compete with some of the sharpest wits going to get my pile. A
man gets in a groove in New York. It takes the West to put a razor-edge on him.”

The policeman twirled his club and took a step or two.

“I’ll be on my way. Hope your friend comes around all right. Going to call time on him
sharp?”

“I should say not!” said the other. “I’ll give him half an hour at least. If Jimmy is alive on
earth he’ll be here by that time. So long, officer.”

“Good-night, sir,” said the policeman, passing on along his beat, trying doors as he went.

There was now a fine, cold drizzle falling, and the wind had risen from its uncertain puffs
into a steady blow. The few foot passengers astir in that quarter hurried dismally and silently
along with coat collars turned high and pocketed hands. And in the door of the hardware store
the man who had come a thousand miles to fill an appointment, uncertain almost to absurdity,
with the friend of his youth, smoked his cigar and waited.

About twenty minutes he waited, and then a tall man in a long overcoat, with collar
turned up to his ears, hurried across from the opposite side of the street. He went directly to the
waiting man.

“Is that you, Bob?” he asked, doubtfully.

“Is that you, Jimmy Wells?” cried the man in the door.

“Bless my heart!” exclaimed the new arrival, grasping both the other’s hands with his
own. “It’s Bob, sure as fate. | was certain I'd find you here if you were still in existence. Well,
well, well! — twenty years is a long time. The old gone, Bob; I wish it had lasted, so we could
have had another dinner there. How has the West treated you, old man?”

“Bully; it has given me everything | asked it for. You’ve changed lots, Jimmy. | never
thought you were so tall by two or three inches.”

“Oh, | grew a bit after | was twenty.”

“Doing well in New York, Jimmy?”
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“Moderately. | have a position in one of the city departments. Come on, Bob; we’ll go
around to a place I know of, and have a good long talk about old times.”

The two men started up the street, arm in arm. The man from the West, his egotism en-
larged by success, was beginning to outline the history of his career. The other, submerged in his
overcoat, listened with interest.

At the corner stood a drug store, brilliant with electric lights. When they came into this
glare each of them turned simultaneously to gaze upon the other’s face.

The man from the West stopped suddenly and released his arm.

“You’re not Jimmy Wells,” he snapped. “Twenty years is a long time, but not long
enough to change a man’s nose from a Roman to a pug.”

“It sometimes changes a good man into a bad one, said the tall man. “You’ve been under
arrest for ten minutes, ‘Silky’ Bob. Chicago thinks you may have dropped over our way and
wires us she wants to have a chat with you. Going quietly, are you? That’s sensible. Now, before
we go on to the station here’s a note | was asked to hand you. You may read it here at the win-
dow. It’s from Patrolman Wells.”

The man from the West unfolded the little piece of paper handed him. His hand was
steady when he began to read, but it trembled a little by the time he had finished. The note was
rather short.

“Bob: | was at the appointed place on time. When you struck the match to light your ci-
gar | saw it was the face of the man wanted in Chicago. Somehow | couldn't do it myself, so |
went around and got a plain clothes man to do the job. JIMMY.”

PBL-sessions may acquire other forms as well depending on the subject

area considered. The main objective to be borne in mind is sustainability and
talkability of the issue.
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Hayxose suoanms

Bapnamencoka FOQuis OueriBHa
Bynac FOaisa OnekciiBHa
JmiTpenko Haranst €BreniiBHa
Houas Inna BacujiBaa
3apiuna Osiena BacuiiBHa
Kaoc Haraxis CepriiBHa
Koasauu KOais Bosiogumupisua
Jluca Auna MukosaiBHa
MeabHuk Jlroamuiaa BikropiBHa
IlerpoBa Anacracisa IBaHiBHa
IHom3uryn Ouiena AHaTtoJiiiBHa
Tapuay3 Oubra IropiBaa
Texuok I'anna IleTpiBHa
Tepemenko Jlina SIkiBHa
SuumuH Ojger MuxainjioBua

Problem-based learning in teaching English as a foreign language:
theoretical and practical issues
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