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Abstract: Project-based learning is suggested for independent and collaborative learning that could
positively impact students’ learning. This study aimed to identify the role of project-based language
learning in developing life skills of students through studying a case of a language class that
included 80 students in two grade 6 classes in a private school. The study attempted to answer
the following question: What is the role of project-based learning in developing students’ life skills
in an Arabic language class? To answer this question, we adopted a theoretical framework that
included the following categories of life skills: personal and collaborative skills, self-orientation
skills, and collective responsibility. The following three data collecting tools were used during the
study: observation, semi-structured interviews, and the teacher and students’ documents. Data
collection lasted for two months from late September 2019 to December 2019. Data analysis followed
the thematic analyses framework, by categorizing data into themes. The research results indicated
that project-based learning helps to improve language students’ personal and cooperative skills
through developing their communication skills between themselves or with their teacher. In addition,
project-based learning developed language students’ mutual respect, their confidence, and their
self-regulation of learning the Arabic language.

Keywords: project-based learning (PBL); language learning; life skills

1. Introduction

Today’s world is constantly changing, which sometimes might leave a gap between
what students learn in schools and what they actually need to survive in the real life. This
puts schools under a lot of pressure to develop their educational instruction processes in
an innovative manner [1,2] that help students to acquire and develop the needed life skills.

Life skills are defined as “abilities for adaptive and supportive behaviors that enable
individuals to deal effectively with the demands and challenges of everyday life” [3] (p. 1).
These skills can help individuals in leading a meaningful life [4]. Hence, it is of importance
to consider the role schools play in equipping students with these life skills. Schools bear
the responsibility of choosing the right strategies to develop these skills. One of these
strategies is project-based.

Project-based learning (PBL) is a teaching strategy that offers students the chance to
develop real life skills [5]. This occurs through engaging students in the cycle of PBL that
requires the use of a variety of skills from the students to solve problems. This study aims to
examine the role of PBL in developing life skills for sixth grade Arabic language students.

1.1. Literature Review

Life skills are part of 21st century education skills that have been advocated and
divided into three types of skills by the author of [6]. The first is interpersonal and
collaborative skills, which focus on the learner’s ability to communicate, develop positive
social relationships, and collaborate with others to achieve common goals. The second type
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is self-directed skills, addressing the learner’s ability to identify learning goals, plan to
achieve them, manage their time and effort, evaluate their learning outcomes and outputs,
and identify their strengths and weaknesses. The third type is the skills of reliability and
collective responsibility that focus on the ability of learners to take responsibility for their
own learning, and classroom learning where each individual plays a role and students’
roles are integrated with each other in achieving the goal. This division seemed convincing
to many educators who found that the development of these skills could be motivated by
applying learner-centered strategies such as project-based learning [7].

1.1.1. Project Based Learning (PBL)

John Dewey, with his works focusing on learning by doing, is regarded by some re-
searchers as the founder of project-based learning. Dewey’s theories on learning advocated
a life-long learning approach where learning happens when students interact during real
life tasks [8]. However, other researchers argue that the American philosopher Kilpatrick, a
Dewey’s successor, is the actual founder of project-based learning. Kilpatrick defines PBL
as a set of meaningful activities in a social environment that focus on a specific content or
on a theme [9,10]. As such, PBL focuses on learning by doing, experimenting, problem
solving, teamwork, social skills, understanding, collaboration and partnership, and taking
responsibility. The previous argument confirms that both Dewey and Kilpatrick played a
major role in revolutionizing education. However, this does not deny the role of Vygotsky,
the pioneer of social constructivist theory, in advancing project-based learning in schools.
Social constructivist theory suggests that when taking part in educational projects, learners
are given the opportunity to interact with their peers, exchange ideas, and ask questions,
which helps them to develop their skills and gain new knowledge.

PBL is a vital teaching method that enables the satisfaction of different factors of
social constructivist theory, especially collaborative learning and teacher’s scaffolding.
In addition, they encourage outdoor activities. Three factors have been described in the
literature as contributing to students’ learning [11–13], especially their autonomy and
freedom to learn, to plan their learning, and to explore the content. Thus, these three
factors point at project-based learning as part of sustainable education, as they lead to the
development of students’ life skills.

1.1.2. Project-Based Learning (PBL) as Facilitator of Life Skills

Project-based learning is consistent with different theories, such as social constructivist
theory, which emphasizes that students build their knowledge by themselves when they
work together with the teacher’s guidance. Therefore, teachers should provide learning
environments that allow students to take responsibility for their learning. Project based
learning provides such environments, where students take responsibility for their learning
and learn to develop their life skills through undertaking projects [14]. When individuals
learn through social interactions when working in teams, collaborating and communicating
to solve problems [15], they develop their life skills. Life skills are developed in these
social contexts [16], where students take full responsibility for their learning [17] and learn
new life skills that enhance their creativity and decrease the gap between knowledge and
skills [18]. All of the previous points to project-based learning as a part of transformative
education that leads to sustainable learning, and thus it serves students in their commitment
to democratic society.

Moreover, project-based learning is consistent with multiple intelligence theory, as
proposed by Gardner. Gardner differentiated the intelligences of learners and highlighted
that all humans possess eight types of intelligence that are manifested in different skills
and competencies; therefore, individuals learn differently to one another. Project-based
learning accommodates different styles of learning by including different tasks.
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1.1.3. Project-Based Learning, Life Skills, and Transformative Environmental and
Sustainability Education

Project-based learning and life skills could be related to transformative environmental
and sustainability education. Bivens, Moriarty, and Taylor [19] argue that access to trans-
formative education has a key role in overcoming the poor opportunities of marginalized
children in society. Project-based learning constitutes an environment in which transfor-
mative education can occur as it provides a context for children to express their ideas,
to plan, and to carry out their plans, in addition to looking back and trying to improve
upon their initial plans. This is especially true in a context such as the Palestinian one,
where a proportion of students are of low and middle socio-economic status. Walshe [20]
report that an interdisciplinary approach encourages environmental and sustainability
education. Besides, project-based learning could provide context for interdisciplinary
learning [21], which points to it as encouraging sustainability education. Moreover, Öhman
and Sund [22] propose a model that frames sustainability commitment. This model takes
care of the intellectual, the emotional, and the practical aspects. It could be argued that
project-based learning takes care of the three aspects, which suggests that project-based
learning is related to a sustainability commitment. Furthermore, Fortune et al. [23] say
that project-based learning constitutes a context in which university students experience
transformative learning as they navigate a cultural learning journey, which results in the
emergence of new insight into their own and others’ subjective world views.

In addition to the facilitation of transformative education by project-based learning,
transformative education could cultivate life skills. Lavrysh [24] argues that transformative
learning is a factor that leads to the adoption of life-long learning. We argue that life-long
learning interrelates with life competencies and skills. Anand and Anuradha [25] describe
life skills as enhancing efforts to positively develop/change behavior related to healthy
functioning in society. They found that it could provide education for the sustainable future
of adolescent girls.

All of the previous literature emphasizes that project-based learning and life skills
could be an important part of transformative environmental and sustainability education.
This is specifically true of language education.

1.1.4. Project Based Learning in the Language Classroom

Researchers in language education are interested in factors that promote the devel-
opment of language skills in general (e.g., [26,27]), and life skills in particular (e.g., [28]).
Project-based learning could be one of these factors as, according to social constructivist
theory, learning a language is a social and dynamic process that emphasizes the occurrence
of learning when learners interact with each other. Therefore, PBL has a high probability
of succeeding when used to teach and learn languages [29]. PBL works through the inte-
gration of language skills when students use the language to negotiate an authentic and
real-life problem, as well as through working in groups and communicating to solve these
problems. These activities provide students with opportunities to employ language in and
outside the classroom and thus increase students’ language fluency [30]. In addition, the
involvement of students in a mission that requires them to discover the proper use of lan-
guage in different social situations, such as giving written and oral presentations, provides
opportunities to demonstrate students’ abilities to put their knowledge into practice [31].

PBL focuses on achieving the main goals through enabling students to reproduce
languages, develop different skills, and apply and adapt what they already know [29].
Through this reproduction, students develop their knowledge and skills to incorporate
language learning and inter-cultural understanding in order to connect learning to the
real-world [32]. All of the previous, again, points to project-based learning as encouraging
the development of life-skills, and thus encouraging sustainable education.
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1.2. Research Goals, Rationale, and Questions

The study aimed to understand the role of project-based learning in developing
students’ life skills, through implementing PBL in a public school. This research focuses
on the following life skills: students’ personal and collaborative skills, students’ self-
orientation skills, and students’ reliability and collective responsibility. In this study we
aim to answer the following overarching research question:

What is the role of project-based learning in developing students’ life skills in a
language class?

This study is expected to contribute to the field of education in terms of developing
students’ life skills in the frame of language learning. The projects used in this research
aimed to achieve the course objectives through inquiry by offering real problems for
students to work on. These problems represented real life problems and required students
to use different skills and abilities to arrive at the best solution possible. This kind of project
is expected to enhance the life skills needed to decrease the gap between what students
learn and what they use in their life. This expectation is in line with Meyer [33], who points
at project-based learning as developing life skills. This is achieved through collaboration,
as, when students engage in solving real-world problems, their engagement encourages
inquiry that leads to deep learning. A problem-solving situation in project-based learning
necessitates the employment of critical skills [33]. All of the previous processes are expected
to promote the life skills of students. Thus, it is clear that research is needed to study the
development of life skills in a project-based learning environment.

The previous argument is especially true of language learning. Grant [34] emphasizes
that project-based language teaching “provides a number of potential language learning
benefits through opportunities for authentic meaningful language use”. The present
research attempts to verify this issue when it considers the development of life-skills in
project-based language learning.

2. Materials and Methods
2.1. Research Context and Participants

The research was conducted in the frame of an initiative of the participating school
that it suggested to the Ministry of Education as part of the yearly initiatives of the school.
The first three authors are supervisors in the Ministry of Education, and they found the
initiative interesting and worth studying. They approached the school administration,
asking for permission to study the effects of this initiative on students’ life skills. After the
school administration agreed, they administered a formal consent form to participate in
the research to the teacher, the students, and their parents. The parents of two students did
not agree for their children participate in the research; therefore, their data were excluded
from the research.

The research context is an Arabic language class that included a teacher and her
students. The teacher, whom we will call Renat, a fictive name, developed a project to teach
Arabic lessons for two classes of 80 grade 6 students (30 males, 50 females) at an upper
primary school in the second semester of 2018/2019. The school was located in the city
of Jenin in Palestine. The students were of a low and middle socio-economic status. The
project was developed to teach a phenomenon included in the Arabic textbook about child
labor. The participants and their parents signed informed consent forms to participate in
the research and they agreed that the collected data could be used for research goals only.

The entire data collection process lasted for nearly two months, from September 2019
to December 2019. In the study, the participants were asked to conduct a project on a
topic that was part of their Arabic language book. They were allowed to choose their
groups members to form 6–10-member groups, and then give their group a name. The
groups worked to achieve their goals by conducting their projects, and by distributing roles
between group members in order to achieve the group’s goals. In the frame of this project,
each group was expected to compete with other groups to complete the task successfully.
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In the present research, we used purposive sampling, one of the most common
sampling strategies in qualitative research. In this sampling, participants are grouped
according to preselected criteria relevant to a particular issue [35], which here is life
skills and project-based learning. Categorizing data from the observations, the teacher’s
documents and the students’ documents made us aware of the issues that we needed to
inquire about in the interview. Thus, after interviewing the teacher and five of the students,
we arrived at theoretical saturation (the point in data collection when new data does not
bring additional insights to the categories related to the research questions) [35].

2.2. Data Collection Tools

Four data collection tools were used in this research. Each one of these tools was
used to collect data on the different issues related to the role of project-based learning in
developing students’ life skills. These tools were a semi-structured interview with the
teacher and the students, observation of the students while working on projects in the class,
texts of the teacher’s reflections, and the materials of the students’ projects.

Data collection lasted for two months, from late September 2019 to December 2019. The
following three tools were included in this case: observations of students’ class activities,
which were recorded using video recordings, a 45-minute interview with the teacher, and
30-minute interviews with five of the students. The interviews were recorded using a voice
recorder, and the collection of teacher’s and students’ documents.

2.2.1. Interview

According to Cohen et al. [36], an interview can be used as “an explanatory device to
help identify variables and relationships”. For this reason, interviews were conducted with
the teacher and students who were involved with project-based learning in the frame of
Arabic language education.

2.2.2. Observation

Class observation was used to provide an opportunity to “collect large amounts of
rich data on the participants’ behavior and actions within a particular context” [37]. In this
study, the researchers used video recordings to record detailed descriptions of the class.
The observation focused on the students’ use of life skills, such as the communications of
students with each other and with their teacher, students’ confidence in themselves and
their colleagues, and students’ differentiation.

2.2.3. Teacher’s Documents

The teacher took field notes while conducting the projects, then she wrote her reflection
on the experience as well as her students’ experiences in the frame of the specified project.

2.2.4. Students’ Documents

Different documents were collected from the students, such as their stories and reports
regarding their experiences and activities in the frame of the specified project.

2.3. Data Analyses Tools

Thematic analysis with deductive reasoning was considered the most appropriate for
this study, as it seeks to discover knowledge using interpretation. Data from observation,
interviews, and documents were transcribed and categorized into different themes based
on the conceptual framework underscoring the themes, namely students’ life skills. Here,
the conceptual framework was developed by the author of [6] and included three types
of skills. The first type is interpersonal and collaborative skills. This type of skill includes
themes such as the learner’s ability to communicate, the learner’s ability to develop positive
social relationships, and the learner’s ability to collaborate with others to achieve common
goals. The second type is self-directed skills. This second type includes themes such as
addressing the learner’s ability to identify learning goals, planning to achieve learning
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goals, managing time and effort to achieve learning goals, evaluating learning outcomes
and outputs, and identifying their strengths and weaknesses using an adopted strategy
or method. The third type of skill is the skill of reliability and collective responsibility.
This third type of skill includes themes such as focusing on the ability of learners to take
responsibility for their own learning, focusing on the ability of learners to play a role, and
focusing on the ability of the learners to collaborate in order to achieve the goal. Table
1 shows an example of each one of the previous theses. Table 1 helps to show how we
used deductive reasoning in analyzing the development of the students’ life skills as a
consequence of their engagement with project-based learning.

Table 1. Examples on life skills’ themes.

Category Themes Examples on Themes

Interpersonal and collaborative skills

Communicate We communicated using a mobile phone
to decide concerning the project.

Engage in social relations The project increased our knowing
each other.

Collaborate to achieve common goal
We collaborated inside and outside the
classroom to successfully carry out the
project.

Self-directed skills

Identify learning goals The group discussed the sub-goals to
achieve the final goal.

Plan to achieve learning goals
The group planned the sequence of
actions that lead to achieving the
project goal.

Manage time and effort to achieve
learning goals

It was important to manage our steps
carefully in order to achieve our goals.

Evaluate learning outcomes and outputs The group needed to develop a method
to evaluate the project’s outcomes.

Identify strengths and weaknesses in the
strategy

The teacher’s evaluation of the other
group’s strengths and weaknesses gave
us ways to evaluate our own ones.

Skills of reliability and collective
responsibility

Take responsibility for own learning The project helped us develop skills of
taking responsibility of our learning.

Be able to play a role in the activity of
the group

It was crucial for the group to help each
member carry out the role assigned to
them.

Be able to collaborate to achieve the goal
We taught ourselves to collaborate with
each other, this collaboration was crucial
for the success of the project.

2.4. Validity and Reliability

To ensure the validity and reliability of the study, the researchers discussed the themes
and subthemes before approving the final themes. To ensure reliability and validity of data
analysis, each researcher worked alone, transcribed 25% of the interviews and observations,
and coded them. Holsti’s method, which is a variation of percentage agreement, gave a
percentage agreement of 92%, which is a good score for qualitative research [35].

3. Results

The study aimed to reveal the role of project-based learning (PBL) in developing
students’ life skills. Data were collected from the analysis of the teacher and the students’
documents, as well as the observations that took place during the implementation of the
projects. We describe below the life skills that were developed through one project in which
the students were engaged.
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3.1. Planning the Project as an Opportunity to Develop Communication Skills

Renat, the Arabic language teacher, started the project by introducing a problem of
child labor by using photos from a local newspaper. These photos showed children wearing
old clothes, looking tired, and engaging in selling commodities in the market. The teacher
requested the students to discuss the photos. During the discussion, the students proposed
the need for implementing a campaign to alert people’s awareness to the dangers of child
labor. Salam, one of the students who we interviewed said: “The photos of the child labor
intrigued us to discuss the options of making people aware of this unbearable situation.
This led us to suggest a project that tries to take care of people’s ignorance”.

The teacher divided the students into groups to implement an awareness campaign
that alerts people on the dangers of child labor, where each group chose a name such as
the Violet Glow Group and the Childhood group. This was the first step of developing
communication skills between groups. Renat, the Arabic language teacher, said: “I assigned
different tasks for the groups; such as making interviews of working children. Each group
discussed and suggested other activities, such as playing plays about the phenomenon,
and writing short stories and poetry”. Amin, one of the interviewed students said: “We
planned to design awareness leaflets, photo albums, and brochures showing the dangers of
child labor”.

3.2. Carrying Out the Project as an Opportunity to Develop Communication Skills

The groups were working on their tasks, developing the skills of cooperation, com-
munication, respect, and confidence, while the teacher was facilitating their learning and
their participation in data collection to complete the campaign. The groups communicated
through a social communication network, and each group collaborated with the teacher to
facilitate the follow-up work on the project, which developed the communication skills
between the students and the teacher, and between the students themselves. Renat, the
Arabic language teacher, said: “I discussed with the students the most appropriate criteria
for evaluating the tasks of the project such as the story, play, song and interviews. The
standards were drafted and then developed with the students until they reached the final
criteria to be used in the evaluation of the students’ work”. Amir, one of the interviewed
students said: “We arrived at an agreement with the teacher regarding the evaluation of
our work. This agreement reinforced our sense of justice, transparency and self-evaluation
skills”. This shows the role of classroom agreements in supporting the decision-making
skills of students, which are important personal skills for individuals.

The teacher described the effect of the project on students’ communications by saying:
“Some students were not near to each other, they motivated to visit each other to discuss
their task, and even in the school their relations started from the discussion of the project
problems and continued to become a friendship”. Social relationships developed between
students in and beyond school. Amir said: “We decided to make visits to solve the
problems we face during the implementation of the tasks. We also met inside the school.
This enhanced our communication skills”. In addition to that, communication between the
students and their teacher was enhanced as a result of changing the teachers’ role, which
was to support students, guide them, and take care of students’ personalities and talents;
this contributed to discovering students’ abilities and helped them to develop themselves.
Renat said: “I became closer to my students discovered some students who could have been
marginalized academic achievement, I have discovered hobbies of some students”. The
teacher also focused on the role of electronic communication with her students, she said:
“After time through Messenger, I tried to motivate my students, ask them about their tasks,
remind them with the deadline and offer my help anytime.” This kind of communication
has deepened the relationship between the students and their teacher.

The teacher reinforced the school’s communication with the community by informing
the local community about what the students were doing. She invited an expert in the
subject from the community to give a lecture to the students about child labor and answer
their questions on the subject. The students summarized the causes and implications
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of child labor and obtained clear statistics on this phenomenon to enhance the students’
communication with the community. This enriched the students’ skills to communicate
with the community, as well as their confidence to perform this communication. In addition,
the journals designed by the students were hanged on the boards of the school hall, and
some leaflets were distributed to school students. This has enhanced the marketing skills of
participating students, as well as their skills to share their products with their school mates.

3.3. Carrying out the Project as an Opportunity to Develop Self-Confidence and
Self-Direction Skills

The students were engaged in carrying out the processes of the campaign, while the
role of the teacher was directing, facilitating, and following-up these processes to give
constructive feedback and help students to communicate, in addition to the division of
roles according to the students’ talents and abilities. This engagement, as the teachers
and students wrote, has trained the students to become self-confident and take collective
responsibility. Furthermore, the teacher enhanced the students’ self-direction through
continuing to evaluate the work of the groups and following them during their work on the
play, the story, the interview questions, and the preparation of pictures for the leaflets and
the album. On student wrote: “The teacher’s feedback encouraged us to look back at our
experiences and try to overcome the difficulties that we faced”. The teacher tried to make
sure that all of the members of the group worked according to his or her tendencies and
possibilities, and to make them all know their strengths and weaknesses, which enhanced
the skills of the students’ self-direction.

Elaborating on the development of students’ self-confidence, the student-centered
tasks highlighted the students’ abilities and made them realize them frequently. They
supported each other to achieve success together, and their self-successes contributed to an
increase in self-confidence, especially since the project did not rely on parents as before.
One student wrote: “Even the introverted students became self-confident that they were
not as weak as they thought before”. The project helped students to respect each other and
become closer without considering the difference between them according to academic
achievement.

The tasks were designed to take into account the students’ learning styles and intelli-
gences; the tasks required painting, acting, writing, and singing. One student wrote: “In
my group, we care that every one has a tendency in this group, some of us are proficient
in writing while some mastered the drawing, some of us are proficient in dialogue with
people. The student’s roles were based on our tendencies and talents.” It is clear that PBL
helped each student to achieve the learning goals in their own way, with the support of
their colleagues.

Elaborating on the development of students’ self-direction, PBL helped each student to
discover their strengths and weakness while working to solve the problem in different ways,
and some students helped other members determine their strengths. Renat also helped
her students to do so, she said: “The decision upon the roles between the members of the
group was left to the student’s own opinion, because every student has his own desire,
skills, and what he knows what he mastered, as a teacher I observed then evaluated them.
Each student found that he is not weak, vice versa, he became aligned with technology”.
Salam said: “We wondered about the benefits of the project to our life skills. Before, we
were busy only with exams, and did not master the important technological programs. The
project made us benefit from each other and exchange experiences, which strengthened
us. We learned that there is no weak or strong student, but there is a student who lacks
some skills and should work on them”. Actually, the differentiation caused by the PBL
tasks helped the participating students to know more about themselves and about others;
therefore, it was easy to know their strengths and weaknesses.

The supporting environment also extended to peers. Students focused on evaluating
each other’s work and on providing feedback, thus contributing to peer learning, which
helped them to identify their strengths and weaknesses. Renat said: “When the project
of each group was presented to the rest of the groups, the groups benefited from the
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feedback given for this group. When the weaknesses were discussed, they were taken care
of by the other groups, and when the strengths were discussed, they were used by some
groups to strengthen their work”. This support added to the development of the students’
self-direction.

3.4. Carrying Out the Project as an Opportunity to Develop Formal Behavior Skills

The teacher communicated with the administration and parents, who showed interest
in the project’s idea because of its importance to the community, to enable the children
to succeed in carrying out the project. The parents supported their children, either by
facilitating the students’ communication with a child protection network coordinator,
or the head of the family affairs department in the governorate, who accompanied the
students during the interviews with the children working in the markets. Through this
process, students were more aware of the legal issues related to interviewing young people,
accountability, and ensuring the safety of young interviewees. This also strengthened
communication skills between the students and the community. One student wrote: “We
distributed the leaflets that we designed to shopkeepers, highlighting the disadvantages
of child labour, and emphasizing the importance of the problem and its seriousness to
society. Sometimes, we held conversations with the shopkeepers. This enhanced our
communication with those shopkeepers”. Again, as the student’s text shows, carrying out
the project enhanced the students’ social communication skills with the local community.

3.5. Carrying Out the Project as an Opportunity to Develop Collective Responsibility

Analysis of the documents of the teacher and students in addition to the interviews
and films showed that PBL enhanced the reliability and collective responsibility by trans-
ferring the responsibility of learning from the teacher to the learner. The students took
responsibility for learning the content, and the responsibility of other members’ learning.
It also emerged that the students divided roles between them, relied on the integration of
roles among them to achieve the goals, and exchanged their experiences and provided each
other with feedback. The teacher said: “I was surprised from a student with a medium
academic achievements, applied the Scratch program to turn a story to animation and give
the characters using his voice, this story was written by a student with excellent academic
achievement, the first student didn’t master writing, while the second didn’t master Scratch
program a third student said: I will share the drawing, I want to draw the characters of
the story”.

The teacher followed up the students’ work and supported them when needed by help-
ing them to use new technologies. This learner centered approach helped the students to
develop reliability and collective responsibility, and thus cognitive and technological skills.

To sum up, the findings show that PBL has developed personal and cooperative skills,
self-orientation skills, and reliability and collective responsibility skills as a result of tasks
that promote differentiation to ensure that each student works according to his or her
ability, in addition to the development of communication due to the demands of the tasks
including teamwork and the integration of abilities. The role of the teacher in this Arabic
language classroom also helped to transfer the learning responsibility from teachers to
students and that enhanced their collective responsibility skills. As a result, the students’
life skills were developed.

4. Discussion, Conclusions and Recommendations

Project-based learning is being suggested as a strategy that enriches students’ learning
(e.g., [38,39]). This study aimed to examine the role of PBL in developing students’ life skills
in a language classroom. The research results indicated that PBL contributed to developing
students’ life skills through enhancing their personal and cooperative skills, including
their communication skills, the students’ confidence in themselves and in their colleagues,
and their self-orientation skills related to the differentiation and determination of their
strengths and weaknesses. In addition, by supporting each other to achieve learning goals,
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the students developed their reliability and collective responsibility skills. The findings
of the present study indicate that PBL could result in educational habits that become
sustainable life habits [40]. Below, we discuss the contribution of PBL to the students’
development of their life-skills in light of social constructivism, multiple intelligences, and
sustainable education.

4.1. Discussing the Contribution of PBL to the Development of Students’ Life-Skills in Light of
Social Constructivism Theory

The first theory, social constructivism theory, was reflected when students worked
collaboratively to implement the project tasks. At these moments they worked as teams and
communicated with each other to achieve the objective of solving the task and presenting
the results to the other groups, which affected the students’ cooperative skills. The students
also took responsibility for their language learning when the teacher gave them tasks to
be solved independently without relying on her, where her role became advising and
monitoring. This taking of responsibility by the students is part of project-based learning.
Sudadi [41] says that students who engaged in project-based learning take responsibility
for their own learning and, thus, become life-long learners. This claim points to the
relationship between project-based learning and the development of life skills, as life skills
are needed for life-long learning [42]. Moreover, this taking responsibility could indicate the
development of different life skills as self-regulation. Carpenter and Pease [43] found that
self-regulation and collaboration contribute to the ability to make decisions. In addition,
this taking responsibility could positively affect students’ personal skills, self-regulation,
reliability, and collective responsibility skills [15,18]. The social interactions of students who
communicated with each other in and outside the class to complete the tasks provided a
social context in which the students were responsible for their learning [16,44]. These social
interactions resulted in the participants being responsible for children in their community,
as, after interviewing children in society and hearing their problems, the student’s tried to
help the children they interviewed, which developed the students’ collective responsibility
skills. These processes of interaction in society indicate social partnership [45].

4.2. Discussing the Contribution of PBL to the Development of Students’ Life-Skills in Light of
Multiple Intelligences Theory

The second theory is multiple intelligences theory, where the project provided en-
vironments that met the multiple intelligences of students through a differentiation of
tasks that required drawing, singing, meeting others, playing roles, collecting pictures, or
designing posters. The tasks fitted different students’ abilities rather than depending on
their achievement levels. The students in groups respected the different abilities of their
peers, being aware that it is important to draw pictures or use professional technological
programs. The members of a group complemented each other’s intelligence to make
progress in the project, which enhanced personal and cooperative skills, self-orientation
skills, in addition to reliability and collective responsibility ones.

In addition to the argument above, Bas [46] argues that project-based learning assists
learners in developing all of their intelligences, which makes learning a part of living,
not just a preparation for it. This indicates that project-based learning through multiple
intelligences can promote learners’ life skills. Moreover, Ofrim-Stăncună [47] found that
the project-based assessment could provide a multiple intelligences environment that was
successful in supporting the effective internalization of linguistic concepts and in-depth
language learning.

4.3. Discussing the Contribution of PBL to the Development of Students’ Life-Skills in Light of
Sustainable Education

The steps that PBL in the language classroom followed in this case show how the
teacher started from the curricula included in the textbook, and developed it into a real
problem, asking her students to solve this problem. This is similar to a real-life situation in
which an individual or a group encounters a problem that they need to solve. They solve
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the problem by utilizing different interdisciplinary and multidisciplinary resources [48].
Thus, project-based learning provided situations that the students needed to solve by using
different resources and by communicating with the community. Moreover, inviting an
audience from the school and the community made the described project similar to real-life
situations. Here too, the students were involved in sustainable education as they learned
how to act and interact with themselves and with the community. Moreover, working with
the community constituted a kind of partnership with it. This partnership provides the
students with enriched curricular and extracurricular experiences and explorations that
positively affect students’ learning and their knowledge, skills, and talents [49]. We can say
that this partnership also increases students’ life skills.

4.4. Conclusions and Recommendations

The present research results showed that PBL is a viable context for developing
students’ life skills in the language classroom through providing an environment that
motivates them to work in teams, communicate with each other, respect each other, and
determine ones’ strengths and abilities. PBL also supports the process of considering differ-
entiation between individuals, which positively impacts students’ engagement, motivation,
and allows them to work collaboratively. All of the previous potentialities of PBL not
only provided context for developing the students’ life skills, but also provided context for
sustainable education that prepares the students for appropriate life functioning.

Furthermore, PBL allows teachers’ scaffolding, through goal clarification, facilitation,
and guidance. This scaffolding helps the students in direct and indirect ways. In the
present research, the teacher’s scaffolding for a group helped other groups pay attention to
their strengths and weaknesses. This highlights the importance of teacher’s scaffolding
not only in a face-to-face classroom, but also in a project-based one. Thus, teachers are
encouraged to oversee the groups’ work, but not to intensify the supervision, to ensure
that the group’s work leads to the development of the autonomy that is part of life skills,
especially self-directed skills. Here, the notion of the Zone of Proximal Development of
Vygotsky could advise teachers regarding the extent of their scaffolding [50]. Teachers need
to assess the zone between the skills and knowledge they actually possess and those they
need to possess in order to carry out a project and base their scaffolding on this zone.

The study explained how PBL and its characteristics, as explained by the social
constructivist and multiple intelligences theories, develop students’ life skills, but more
than that, it provides a context for sustainable education. This argument is supported by
the researchers pointing at project-based-learning as providing an environment in which
sustainable education is satisfied [51].

Depending on study findings, PBL is recommended as a teaching method in the lan-
guage classroom, which will result in the development of students’ life skills, as the present
research suggests. For PBL to succeed in a language classroom, a training program for
language teachers to develop their competencies in designing projects related to the com-
munity and its problems is recommended to ensure that the school becomes a community
institute. All of the training programs need to focus on sustainable education [52].

5. Limitations and Ethical Considerations
5.1. Limitations

This study is a qualitative one that used three data collecting tools, specifically inter-
views, observation, and the teacher’s and students’ writings on carrying out the project.
More research needs to be conducted on the issue of project-based learning and life skills,
the relationship between them, and their relationship to sustainable education. More re-
search needs to be conducted on sustainable education in language learning using different
methodologies, especially quantitative and qualitative methodologies.

The present study was performed in an Arabic language classroom, where similar
studies in other language classrooms could verify the findings of the present research.
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5.2. Ethical Considerations

The present study involved an ethical issue, which is children’s work. We administered
informed consent forms to the participants (the teacher and her students) to participate
in the research. The consent form was written in a language easily understood by the
participants, which minimised the possibility of misunderstanding. The participants were
given sufficient time to consider participation in the research. Observations were conducted
for the classroom activity only. Specifically, we did not perform observations of the students’
communication with the children working in the city market. The goal of the research
was to study project-based learning and its influence on life skills as part of sustainable
education. The research goal was not to study child labour; therefore, we did not collect
data on this social issue.

Similar projects could be conducted in the classroom, not only in in a language
classroom. The ethical issues studied in the classroom are of great importance as they open
students’ eyes to the inequalities in society, which could encourage them to try changing
these inequalities to make a more equitable society.
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