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Abstract 

 

To know English has been argued to be more important than ever before. Not knowing English in 

the modern globalized world may lead to social inequality and disparity of opportunities for people 

(García & Beatens Beardsmore, 2009, p.12). Yet, far from everyone has access to qualified teachers 

and adequate language teaching and learning materials. In Libya, English was prohibited during 

the 1980s, leaving a whole generation without English education. When recently reintroduced into 

curricula, substandard teaching methods and little exposure to English hamper possibilities for 

adequate English learning and education. This study aims to investigate the status of English 

amongst a group of students from a Libyan university. The survey’s foremost focus is on the 

informants’ attitudes, their opinions on access to English language materials outside of language 

classes and potential factors of motivation. A questionnaire was handed to 40 participants, using a 

Likert-scale to indicate their answers. The survey shows that most of the students hold positive 

attitudes to English as a foreign language (EFL). Some of the factors of motivation mentioned were 

to work or study abroad. Contrary to previous empirical research, a majority of the informants in 

this study reported that it is effortless to find English language materials outside of class. However, 

the students’ limited language skills may have affected the outcome of the study. In such case, it 

supports previous research and the perceived need topic to increase the standard of English 

language education in Libya.  
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1 Introduction  
 
 

English language proficiency has over the latest decades become of greater importance throughout 

the world. It has even been argued to be a “must have” skill and, not knowing it, you will be 

excluded in a sense from the globalized world (García & Beatens Beardsmore, 2009, p.12). 

However, the quality of education and access to materials may vary greatly throughout the world. 

In Libya, English has for decades been prohibited in higher education, but has recently remerged 

in the curricula. Unlike many other countries in the Middle East and North Africa, Libya has been 

situated in a vacuum under the decades of Muammar Ghaddafi’s dictatorship. Research on the 

status of ESL/EFL and students’ opinions in the country are extremely scarce (Khalifa & Shabdin, 

2016, pp.220-223). However, there has been severe criticism of the general education system, as 

well as English education programs. Nonetheless, there undoubtedly seems to be a desire to acquire 

English among many Libyans in order to fulfil various social purposes. In addition to an insufficient 

quality of education, the lack of ICT-tools at universities as well as general materials outside of 

language classes further provide a stumbling block for students to obtain appropriate language 

proficiency. Therefore, the purpose of this essay will be to provide an insight into the current 

conditions of Libyan university students’ attitudes and motivation regarding EFL. The research 

questions are:  

- What are the students’ attitudes towards English as a foreign language? 

- How do they perceive access to English language materials? 

- What may be some underlying factors that determine the group's motivation to study 

English? 

 
 

2 Theoretical Background  
 
 

In the following section English as a lingua franca, ESL/EFL and the differences between learning 

and acquiring a language will be presented. The aspects of motivation in relation to learn a new 
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language will also be brought to light. Furthermore, the general situation in Libya as well as the 

education system and EFL will be presented and problematized.  

 

2.1 English as a Global Phenomenon  
 
 

In many parts of the world, English has become a language of importance after the Second World 

War. It has gained the status as a lingua franca in many societies and people are strongly 

encouraged to learn English.  Schneider defines the term lingua franca by stating that the language 

is: “used as an auxiliary language by participants in a conversation who do not share each others’ 

native tongues. Typically, thus, the notion relates to foreign language performance, but it applies 

to interactions which involve native speakers as well” (Schneider, 2012, p.60).   

   During the last decades English has even been argued to be a “must-have” skill. However, 

according to researchers such as Philipson (2017, pp.313-318), this is false argumentation of 

colonial discourse. By excessively promoting English, the counterargument goes, deprived peoples 

and societies will be further excluded from the global arena. However, monolingual education has 

historically been used to limit access to power and favour those who are already in power (García 

& Beatens Beardsmore, 2009, p.12).  

   In Libya, for instance, the government banned English in the 1980s, which left a whole generation 

without English education or exposure to the language. EFL education was revitalized in the 1990s 

but left the students with unqualified teachers and a limited curricula (Tamtam et al., 2011, pp.743-

748). Obstacles regarding the English education still exists today, which will be further discussed 

in this survey. An example is the general unproficiency in spoken communication in English, which 

limits opportunities to work in the oil industry, where most of Libya’s financial wealth is generated. 

Here, a greater knowledge of English increases employment in this sector but also to develop 

international relations and partnerships (Abushafa, 2014, pp.1-3). Thus, whether perceiving the 
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presence of English as favourable or as imposing on one’s own society, there is a risk that people 

will be excluded from the globalized world by not knowing English. Bilingual education or EFL 

learning can by extension be transformative and bring greater social equality (García & Beatens 

Beardsmore, 2009, p.12).  

   Furthermore, several researchers argue that the English language no longer exclusively refers to 

specific varieties of English or belongs to a certain community (e.g. Kachru, 1985, quoted in 

Melchers & Shaw, 2003, p.26; Modiano, 2001, pp.162-170; Jenkins, 2006, p.159; Modiano, 2009, 

p.38). The concept of Standard English has traditionally referred to the varieties spoken in the 

West, such as North America or England. However, other varieties are also included in the umbrella 

term.  

 

2.2 Varieties of English  
 
 

When describing different varieties of English, Kachru (1985) has used a circle model that 

categorizes various Englishes. They are classified depending on the language’s status in the 

country, where nations like the UK or USA belong to the core, i.e. the inner circle, by virtue of it 

being a majority and first language. The second, the outer circle, refers to countries where English 

to some extent has an official status as a second language. This category initially concerns former 

colonies where English is often used in higher education. The third and final circle is called the 

expanding circle. Countries belonging to this circle are the ones where English is officially taught 

as a foreign language at school (Kachru, 1985, quoted in Melchers & Shaw, 2003 p. 26). English 

has recently become an official second language in Libya. However, it is arguable that the country 

belongs to the expanding circle. This is foremost because of limited exposure to English and poor-

quality education. Therefore, English has no genuine second language status in Libya (Tamtam et 

al., 2011, pp.743-748).  
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   In the EFL context, British (Received Pronunciation) and American English (Standard American 

English) are the varieties that have been favoured in teaching (e.g. Ladegaard & Sanchdev, 2006, 

p.91). Additionally, the US superpower has during the 20th century spread the English language 

through warfare, but also through cultural power influencing the media and other cultural 

phenomena (e.g. Edwards, 1982; Sachdev et al., 1998; Stewart et al., 1985 in Ladegaard & 

Sanchdev, 2006, p.91). Researchers claim that there is a need to delimit these two varieties in 

language learning contexts, since they have been greatly advocated and deified, foremost in 

pronunciation teaching, where they have set the norm as a standard ideology (Rindal & Piercy, 

2014, p.316).  

The notion of world Englishes has in recent decades become important in empirical research 

(Jenkins, 2006, pp. 160-174). However, the paradigm shift has not yet transferred into EFL 

teaching, which still favours American and British English varieties. Jenkins (2006, pp. 160-174) 

argues that an awareness needs to be raised among students since this may increase their awareness 

of language and the understanding of their own identity. Furthermore, an increased awareness and 

acceptance of different varieties of English may lead to higher self confidence in learning. But also, 

a realization that there is more than one variety that is acceptable on the global arena (Jenkins, 

pp.160-174). However, for the sake of this study, American and British Englishes are used as 

references while constructing the questions for the questionnaire. Nonetheless, the importance of 

acknowledging different varieties of English in EFL teaching is recognized.  

 

2.3 English as a Second and Foreign Language 
 
 

The interest in English as a second language (ESL) acquisition research developed during the last 

half of the 20th century. This is partly due to the increase of global communication, making it more 

valuable than ever to know more than one language (Schneider, 2012, p. 59; Ellis, 2013, p.3). While 
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speaking of English second language acquisition, according to Ellis, ‘second’ can refer to: “any 

language that is learned subsequent to the mother language” (Ellis, 2013, p.3). Furthermore, he 

states that “whether you are learning a language naturally as a result of living in a country where it 

is spoken, or learning it in a classroom through instruction, it is customary to speak generically of 

‘second’ language acquisition” (Ellis, 2013, p.3). Consequently, English second language 

acquisition may occur inside or outside the classroom.  

   English as a foreign language (EFL) is usually taught in countries that do not have it as an official 

language, nor is the language used for internal social communication. People expose themselves to 

English primarily through study because it is needed outside their country, to pass exams, to 

continue their education abroad, to travel or to work overseas (Polyudova, 2014, p. 8). In Libya 

this is certainly the case, since there is little exposure to English outside of English classes. English 

is mainly used in education and an essential reason to study the language is to work or study abroad 

(Abushfa, 2014, pp.2-3; Jahbel, 2019, pp.147-149). 

   However, some researchers argue that the definition of EFL is under transformation since there 

is an increased use of English through globalization. This makes it more difficult to differentiate 

between second and foreign language speech communities (e.g. Modiano, 2009, p.38). This is 

certainly true in a lot of cases, but in some parts of the world, English is still perceived as the 

language of higher social status that does not belong to everybody. Modiano (2009, p.38) also 

postulates that all people in the world have equal access to English-speaking materials, 

technological development and equipment, high quality EFL-education as well as great exposure 

to English. This is not necessarily the case in all parts of the world, such as in the Libyan context 

(Abushafa, 2014, pp.2-3; Jahbel, 2019, pp.147-149).  
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2.4 Learning a New Language 
 
 

Traditionally, language pedagogy has emphasized form-focused instruction (Ellis, 2013, pp.79-

84). More recently, however, language pedagogy has emphasized the need to provide learners with 

real communicative experiences. Communicative Language Teaching is premised on the 

assumption that learners do not need to be taught grammar before they can communicate but will 

acquire it naturally as part of the process of learning to communicate. Rather, it is found that explicit 

teaching of grammar can be superfluous if not combined with hands-on experience of naturalistic 

language usage (Ellis, 2013, pp.79-84). In Libya, the English education has been criticised for its 

traditional teaching methods which are mainly form-focused. That is, focusing on grammar and 

reading skills (Elmgrab, 2013, pp.361-362). In combination with little naturalistic exposure to the 

language, it has been shown that these factors limit students’ English proficiency (Elmgrab, 2013, 

pp.361-362; Abushafa, 2014, pp.1-3; Jahbel, 2019, pp.147-149).  

   According to Krashen (2008, pp.178-185), while learning a language there are significant 

differences in various learning approaches. He argues that there is a distinction between language 

acquisition and language learning. Acquiring a language occurs subconsciously while taking part 

in another activity. This may occur in both oral and written activities, such as reading a newspaper 

or listening to the radio. Learning a language, on the other hand, involves actively participating in 

a learning setting and is primarily conducted within different institutions of education. However, 

both language learning and acquisition for EFL learners are, inevitably, required to develop and 

maintain proficient language skills.  

   Furthermore, Dörnyei (2003, p.4) states that discrete elements of the communication code, such 

as grammatical rules and lexical items, can relatively easily be explicitly taught in a classroom 

environment. However, it is also culturally and socially bound, which makes language learning a 

profoundly social event. Consequently, this requires the incorporation of a wide range of elements 
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of the L2 culture (Gardner, 1979; Williams, 1994). The social dimensions of language learning 

have been generated as a key aspect in language learning and motivation within the SLA, although 

these factors are also related to issues of multiculturalism, language globalization, language 

contact, and power relations between different linguistic groups (Dörnyei, 2003, p.4).  

   Certainly, language learning may in contemporary society occur throughout many different 

media. Some major variables for second language acquisition are previous education, social 

background, contact with the target language, language abilities and motivation (Abrahamsson, 

2009, p.12). Selective imitation and language input are also crucial factors for language 

development as well as meaningful interaction, where students can express themselves and practice 

their language skills (Lightbown & Spada, 2006, pp.183-184). 

 

2.5 Motivation and Attitude in Relation to Language Learning 
 
 

A major factor in terms of language learning is attitude. Attitude is the internal state within an 

individual that influences their actions, which may generate positive or negative outcomes (Fakeye, 

2010, pp.506-510). Furthermore, in relation to language attitude there is also the factor of 

motivation. The term motivation itself, however, has been identified differently in different 

empirical research (Dörnyei, 2014, p.518). For example, motivation has been considered as an 

internal factor of the learner, caused by interest or inquisitiveness. Additionally, it has been 

described as an external notion which is determined by circumstances, such as language attitudes 

influenced by relationships to the specific language community. Taking both of these aspects into 

account, motivation determines the magnitude and direction of behaviour, the choices of particular 

actions, persistence and effort (Dörnyei, 2014, p.518).  Furthermore, in addition to attitude, 

motivation is one of the foremost factors for successful language development (Lightbown & 

Spada, 2006, pp.185-186).  
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   Additionally, students come from various backgrounds and circumstances which may also 

influence their level of motivation and attitudes towards the target language and its community 

(Karahan, 2007, p.84). Even though the internal level of motivation is of key importance, the 

teacher and teaching methods can also impact the learning outcome and motivation of students. In 

Libya, the standard of EFL education and the competence of the teachers have been criticized as 

substandard (Abushafa, 2014, pp.2-3; Jahbel, 2019, pp.147-149). The low level of education and 

unqualified teachers may naturally affect the students’ motivation. In order to create a successful 

learning climate, the creation of an engaging and supporting environment is needed, adapted to the 

students’ age, cultural background and interests. The learning environment should be one where 

students can thrive and feel successful in their learning (Lightbown & Spada, pp.185-186).  

   Gardner & Lambert (1959, 1972 in Ellis, 2013, pp.74-75) introduced the notion of resultative 

and intrinsic motivation. In terms of resultative motivation, it has been assumed by some 

researchers that motivation is the cause of language learning achievement. However, motivation 

may also be the result of learning. Learners that experience success may also become more 

motivated. Gardner (1985) also developed a tool, aiming to analyse linguistic and non-linguistic 

goals that individuals’ try to accomplish by learning a second language. The tool is called the 

Attitude/Motivation Test Battery (AMBT). The test is using a Likert-scale, which, for example, 

measures the persons eagerness to learn the target language (Gardner, 1985).   

   Ellis (2013, pp.75-76), claims that this can further be determined by the relationship the learner 

has to the target language and culture. If one experiences oppression or discrimination, the 

appreciation for the target language and culture may be reduced. Intrinsic motivation, on the other 

hand, refers to a type of motivation as “the arousal and maintenance of curiosity and can ebb and 

flow as a result of such factors as learner’s particular interests and the extent to which they feel 

personally involved in learning activities” (Ellis, 2013, p.76).  In the Libyan context, previous 

studies have shown that there has been resistance when colonial powers have tried to enforce their 
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languages upon Libyan society. This have even led to Libyans being sceptical of foreign languages 

in general (Hajjaji, 1967; Youssef, 2012, pp.366-375). There is no doubt that motivation is a 

complex phenomenon. The different types of motivation are complementary rather than isolated 

notions (Ellis, 2013, pp. 74-76). However, motivation is undoubtedly a major key factor in 

language development.  

 

2.6 English in Libya 

 

In the following sections, the Libyan context will be presented as well as the status of English in 

the country.  

 

 

2.6.1 Recent History and Current Situation in Libya   

 

This study has been conducted in Libya (map in Figure 1). Libya gained independence from Italy 

in 1951, but in contrast to other former colonies, Arabic has remained the only official language. 

King Idris who gained power made rapid changes to the educational system, and the country’s first 

university was established in Benghazi in 1957 (Buru, Fowler & Cordell, 2019). All education 

became free approximately a decade later, and it still is to this date. Private schools as well as 

universities have become available in exchange for tuition fees since the 1990s (Rhema & 

Miliszewska, 2010, pp.423-426). Libya holds the position of the leading country in Africa with the 

highest literacy rate, for both men and women (Rhema & Miliszewska, 2010, pp.423-426).  

   In 1977, Muammar Ghaddafi claimed power through a military coup, which resulted in his 

dictatorship. During his rule, the west of Libya was highly favoured, whereas the east was 

neglected. The east was for decades under systematic oppression and financial mistreatment. 

Ghaddafi’s ruling finally culminated in the February revolution in 2011, forcing him from power 

(Pargeter, 2012, pp.217-218; Buru, Fowler & Cordell, 2019). 
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                                      Figure 1. Map of Libya (Buru, Fowler & Cordell, 2019) 

    

   In a humanitarian situation report by UNICEF (2019), it is stated that 823000 people in Libya 

need humanitarian assistance, such as safety and safeguarding of women and children, healthcare 

and the education system. UNICEF has therefore helped with financial contributions and 

collaborated with the Ministry of Education to improve the system (UNICEF, 2019). However, the 

east of Libya is not mentioned, and the report is solely referring to the west of Libya. In further 

reports by the Red Cross and UNHCR, no information has been found of instances in Libya 

regarding the improvement of the education situation. 

  Recent surveys have shown that the population is estimated to be 5.6-6.7 million, with nearly fifty 

percent under the age of 25. Undoubtedly, this stresses the need to further develop the education 

system (Amry, 2012, in Abushafa, 2014, p.16). Additionally, Libya is a traditional society where 

family relations are extraordinarily important. There are at times cultural issues where the influence 

of families is particularly acute, which consequently can alter the impact of motivation and attitude 

to learning English (Abidin et al, in Abushafa, 2014, pp.23-24). 
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2.6.2 The Status of English in Libya 
 

Even though Libya is situated in a similar cultural context, it is in many regards divergent from 

other countries in North Africa and the Middle East. For instance, Libya has a history of fiercely 

battling colonization. There has been much resistance when colonial powers have tried to enforce 

their power, languages and cultures upon Libyan society (e.g., Turks and Italians). Furthermore, 

Arabic has remained the only official language. Libyans are in general sceptical of foreign cultures, 

but also to communication in other languages than Arabic (Hajjaji, 1967; Youssef, 2012, pp.366-

375). Additionally, it needs to be stressed that the cultural, social, educational and political contexts 

are vastly different in Libya than in other countries in the region. This helps explain why Libya has 

been situated in a vacuum in terms of ESL and EFL learning and teaching during the last decades 

(Tamtam et al., 2011, pp.743-748). 

   English has since the 1970s been part of the Libyan education system, although with varying 

intensity and quality. The government even banned English in the 1980s, which left a whole 

generation without English education or exposure to the language. EFL education was revitalized 

in the 1990s but left the students with unqualified teachers and a limited curriculum. In recent years, 

English has become a mandatory subject from elementary school, and there is great interest in 

developing the subject (Tamtam et al., 2011, pp.743-748). 

   Additionally, the oil industry, where most financial wealth is generated, is a major employer. 

There has also been international interest to invest in Libya. Here, a greater knowledge of English 

increases employment in this sector but also to develop international relations and partnerships 

(Abushafa, 2014, pp.1-3). Nonetheless, the country as well as individuals are facing several 

challenges in their pursuit of this goal. A primary challenge is the extensive lack of access to 

English language materials outside of language classes. The apparent absence of literary material 

such as newspapers has been said to have a conspicuous effect on students’ insufficient language 
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skills. Arabic is also the language of communication in everyday life and there is overall extremely 

little exposure to spoken English (Abushafa, 2014, pp.1-3; Jahbel, 2019, pp.147-149).  

   Even in institutional settings, teachers face great challenges in their teaching. In the 21st century, 

technology has developed rapidly and provided many countries with access to English speaking 

material (García & Beatens Beardsmore, 2009, p.27). In Libya, however, the situation of ICT and 

technology development, particularly in higher education, has been severely criticised as deficient 

(Abushafa, 2014, pp.1-3, 23-26). Naturally, this also limits the availability to various materials 

available through the internet. 

   Many Libyan university students are taking advantage of scholarships for academic studies 

abroad (Abushafa, 2014, pp.1-2). However, many of the students’ insufficient language skills 

resulted in the need to participate in additional English courses abroad before embarking on a 

degree (Abushafa, 2014, pp.1-2). Some researchers argue that many students are unable to 

communicate efficiently in English, including those whose major is English (Kreiba, 2012; Al 

Moghani, 2003, in Abushafa, 2014, p.2).  

   A reason to this may be the teaching methodology across the educational system (Al Moghani, 

2003, in Abushafa, 2014, p.2). Additionally, it has been argued that it is due to the lack of support 

to teachers in their competence development, and that they are in many cases left to their own 

devices regarding teaching methods. Furthermore, it is claimed that the curricula are left to the 

individual teacher’s own interpretation, with no formal teacher training policies and an excessive 

number of students in each class. Lastly, the low level of language skills is also said to be due to 

an almost complete lack of exposure to the language outside of the classroom (Abushafa, 2014, 

pp.2-3; Jahbel, 2019, pp.147-149). Even though English recently has become the official second 

language in the country, it has no genuine second language status (Tamtam et al., 2011, pp.743-

748). 
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2.6.3 Previous research on English in Libya 
 
 

A study by Adriosh and Razi (2019) investigated the usage of English as a medium of 

communication in English as a foreign language classrooms. They concluded that teachers and 

students alike predominantly used English. However, when needed, they used the participants’ 

mother tongue, i.e. Arabic. They also refer to other studies, where the participants’ mother tongue 

is Berber, with similar outcomes. However, nowhere in the report do Adriosh and Razi (2019, pp.1-

11) state where the research has been conducted. This may possibly be due to the reason for 

protecting the identity and anonymity of the informants. It is however arguable that it is relevant, 

since the systematic neglect of the east of Libya have left them without equal opportunities in 

education as well as language learning and acquisition (Pargeter, 2012, pp.217-218; Jahbel, 2019, 

pp.147-155).  

However, other studies demonstrate contradictory results. In an empirical study by Elmgrab 

(2013), at Benghazi University, he demonstrates that the English-Arabic translation program is 

mainly form-focused, that is, focusing on grammar and reading skills. He also discovered that the 

first two years of the program focused on teaching each language separately, instead of relating 

them to each other and comparing the differences in grammar, vocabulary, etcetera. The author 

also revealed that:  

 
“Although students made a significant number of grammatical errors per se 

(i.e. simple breaches of grammatical rules) when translating into English, 

these were not as frequent and serious as other pragmatic errors which relate 

to the communicative functions of words and grammatical structures 

themselves. In several instances, students translated linguistic structures 

correctly but failed to incorporate their pragmatic functions in the 

translation. It seems, therefore, justified to recognise the inefficiency of the 

teaching model followed in Benghazi University and the need to implement 

a functional-oriented method” (Elmgrab, 2013, pp.361-362). 

 

This further demonstrates the lack of pedagogical instruction that is required to motivate students 

as well as to streamline, in order to create a more dynamic form of education.  
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   Concerning motivation, an additional study from Omar Al-Muktar University in Derna, Libya 

(Elmenfi & Gaibani, 2016), concluded that most students had public speaking anxiety (PSA). This 

was due to social evaluation and insufficient language skills in EFL, which resulted in them being 

insecure, anxious or even unable to participate in oral conversations in English. The researchers 

state that the results are representative for the group. However, the underlying factors to their PSA 

are based on general issues within the Libyan education system; mainly insufficient teaching 

methods and form-focused instruction (Elmenfi & Gaibani, 2016, pp.500-504). It is likely that 

similar results would occur in other investigations as well.  

   Lastly, according to Youssef (2012, pp.366-375), studies suggest that Libyans have a negative 

attitude towards English, presumably due to their history as well as US-American warfare in many 

Muslim countries during the last decades. Similar results have also been found in other countries 

in the North Africa and Middle East regions (Almegren, 2018, p.240). Youssef also indicates that 

this may be the reason for the continued use of traditional teaching methods, even though they have 

been vastly criticised. Furthermore, he suggests that it is socially taboo to use English among peers, 

since it is perceived as trying to show off. 

 

3 Methodology and Data 
 

In the following section, the methodology and data for this survey will be presented.  

 

 

3.1 Methodology 
 

When collecting data, questionnaires are frequently used to measure people’s attitudes towards and 

perceptions of language. A great benefit of questionnaires is that it is easy to collect a larger 

quantity of data, and at the same time the outcome is relatively easy to process. Naturally, there are 

other methods that may generate a more in-depth analysis, such as interviews. However, for the 

time frame and scope of this particular study, questionnaires are considered beneficial (cf. 
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Litosseliti, 2010, pp. 60-65; Ary et al., 2009, in Almegren, 2018, pp.240-246). In order to avoid 

‘yes or no’ answers in the questionnaire, which do not provide much information, a Likert-scale 

has been used, presenting six alternatives rating from ‘strongly disagree’ to ‘strongly agree’. 

Furthermore, Likert-scales are widely accepted as adequate while measuring quantitative 

responses. The questions have been phrased so that informants will more easily comprehend them 

(Almegren, 2018, pp.240-246). Following are the questions used in the questionnaire: 

 

1. Knowing English is important in understanding people from other countries. 

2. Knowing English is important in understanding the cultures of English-speaking 

countries, like the USA or the UK. 

3. If I had the opportunity, I would like to travel to English-speaking countries, like the USA 

or the UK. 

4. I like learning English. 

5. When I speak English, I want to sound like a native speaker (someone who has it as their 

first language) of English. 

6. I am not confident in speaking English because of my Libyan accent. 

7. If English was not taught at university, I would study it on my own. 

8. I consider myself more proficient (better) in writing and grammar than speaking in 

English. 

9. I am satisfied with the English learning textbooks and other materials for English learning 

used at our university. 

10. I am satisfied with the ways in which English is taught at our university. 

11. I prefer native speakers to non-native speakers as my English teachers. 

12. I prefer foreign teachers to Libyans as my English teachers. 

13. Learning English is important for me, because English is a very useful tool in today’s 

society. 

14. I learn English in order to have better education and job opportunities abroad. 

15. I learn English so that I can travel abroad to experience English speaking cultures. 

16. My immediate family believe that learning English is important. 

17. Frankly, I study English just to pass the exams. 

18. I find that it is difficult to learn English. 

19. I really work hard to learn English. 

20. It is easy to find English language materials (such as books, newspapers, films, language 

learning games and alike) outside of the university. 

21. I often use the internet to access English language materials. 

22. In my (future) profession, it is necessary to have good knowledge of English to work 

outside of Libya. 
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   Furthermore, preconceived ideas and expectations have been eliminated as much as possible by 

adding questions to challenge assumed beliefs, in order to stay objective to the greatest extent 

possible. One way of doing so is by eliminating leading adjectives or adverbs indicating there is a 

‘correct’ answer (Litosseliti, 2010, p.63). Additionally, being a researcher from a different culture 

and language background, an awareness of differences has been kept in mind while carrying out 

the research. Lastly, the names of the participants and the university have been substituted to ensure 

anonymity (Litosseliti, 2010, pp. 194-195). 

 

3.2 Data 
 
 

The survey was carried out at a university in the east of Libya. Due to the lack of ICT at Libyan 

universities, they were handed out in paper format, accompanied by a professor from the English 

department. The students have different majors but were all studying English as a part of their 

programmes. There were 39 informants participating, including 10 females and 29 males. The ages 

varied from 19-29 and different levels of study were represented, ranging from freshmen to seniors. 

The questionnaire was constructed with the research questions in mind, i.e.:    

- What are the students’ attitudes to English as a foreign language? 

- How do they perceive access to English language materials? 

- What may be some underlying factors that determine the group's 

 motivation to study English? 
 

 

   As guidelines to construct the questionnaire, a study by Tahanieh and Daana (2013) was 

examined, which was conducted at the AAU-PA University College in Jordan. The survey 

investigated attitude and motivation in relation to second/foreign language learning. While 

collecting data, a questionnaire was provided to the students based on previous investigations of 

Gardner’s AMBT, using a Likert-scale (1985). For the sake of replicating the study in a way that 
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suits the Libyan context, certain questions have been altered. An example is question 16 

(Appendix), which has been rephrased from ‘my parents’ to ‘my immediate family’. This is due to 

the critical situation in Libya where many have died in the war since the revolution in 2011. Hence, 

it is possible that the participants lost parental figures and thus ‘immediate family’ seemed more 

appropriate regarding the delicateness of the situation (Wray & Bloomer, 2012, pp.171-172).   

   Additionally, it needs to be pointed out that the cultural, social, educational and political contexts 

are vastly different in Libya compared to Jordan. English is a relatively new subject in schools and 

holds no position compatible to second language status (Tamtam et al., 2011, pp.743-748). 

Naturally, this may also be reflected in the results of the two studies.  

   Lastly, the professor who is a native speaker of Arabic was present during the questionnaire. She 

would therefore be able to translate if necessary. Naturally, the questionnaire could have been 

distributed in Arabic instead of English. However, since the researcher of this analysis is not a 

native speaker of Arabic, it would require time and effort to have a translator assist in the 

process. Therefore, some additional questions were added to the questionnaire to check the validity 

of the participants’ language proficiency (see Appendix, p.4). This matter will be further discussed 

below under the section ‘Limitations of the Study’.   

 

4 Data Analysis and Results  
 

This section will present the collected data and analyse the results. The questions from the 

questionnaire have been divided into three subsections to facilitate the processing of the data. Each 

section is also linked to each research question, respectively.  The first section, ‘Informants’ 

attitudes to English’ correlates to research question 1: “What are the students’ attitudes to English 

as a foreign language?”. The second subsection, ‘Access to materials and Perception of the 

Education’ is correlated to research question 2: “How do they perceive access to English language 
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materials?”. And finally, the third subsection ‘Student Motivation’ is related to research question 

3: “What may be some underlying factors that determine the group's motivation to study English?”.  

   However, all subcategories naturally correlate and should not be viewed as isolated phenomena 

in a synoptic analysis of the study as a whole. For example, questionnaire question 10 (‘I am 

satisfied with the ways in which English is taught at our university’) is foremost exploring the 

informants’ perception of their education, which correlates to research question 2. Nonetheless, 

poorly constructed education or unqualified teachers could possibly demotivate a person to study 

English as well (Lightbown & Spada, 2006, pp.185-186). However, for the sake of structuring the 

analysis, the questions have been categorized under each subsection that correlates to each separate 

research question. 39 informants participated in the questionnaire and one participant did not 

answer certain questions. This will be presented for each separate question. Additionally, to 

facilitate the data in a concise way, all numbers will be rounded off to the closest decimal (see 

Summarized results, Appendix, pp.6-7). Since there is a rather small selected sample of students, 

the results are not generalizable and should not be applied to a general population as such. Instead, 

they are specific for this selected group (Litosseliti, 2010, pp. 60-65, 194-200). 

 

4.1 Metadata   
 

Below follow respondents’ answers to the first section of the questionnaire regarding personal 

information, i.e., meta data. The group includes 11 female and 29 male participants. Why there is 

a greater number of men remains uncertain, and any suggestions would only be speculative. Out 

of the total number of participants, 11 have spent time abroad, varying from ‘less than 3 months’ 

to ‘more than 1 year’. 3 of the participants had stayed more than one year abroad (see Study 

population, Appendix, p.4).  

   Furthermore, the aspect of for how long the participants have studied English may naturally affect 

their attitudes towards English. The participants’ answers varied from 1-22 years (see Study 
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population, Appendix, p.4). The participants are in the age range 19-29. One participant, Amir, 

stated that he has been studying for 22 years claimed that he spent more than 1 year abroad, and 

that English is his mother tongue (see Study population, Appendix, p.4). Several other participants 

have also stated that English is their mother tongue (see Study population, Appendix, p.4). If that 

is in fact true remains uncertain, since the level of English of some participants is not on a native-

speaker level (see Amal, Laith, Rayan, Quotations, Appendix, p.5).  

   Lastly, it was required that the informants should study English as a part of their curriculum in 

order to participate in the survey. Out of the total number of students, 19 have English as their 

major. An additional student is studying the translation program, however, which languages it is 

regarding is uncertain. The remaining students have other majors, such as Italian, French and 

Bachelor of engineering (see Study population, Appendix, p.4).  

 

4.2 Informants’ Attitudes to English  
 

In the following section, the informants’ answers regarding their attitudes to English as a foreign 

language will be presented.  
 
 
 

4.2.1 Results  
 

The first question presented in this section is ‘Knowing English is important in understanding 

people from other countries’ (Question 1). From the collected answers, a vast majority, 94.8%, 

agree to some extent that it is important. Of these, 56.4% strongly agree and only 5.2% of the 

informants disagree with the statement, with an equal distribution between ‘strongly disagree’ and 

‘disagree’.  

   The second statement is ‘Knowing English is important in understanding the cultures of English-

speaking countries, like the USA or the UK.’ (Q2) Around 90% of the total focus group agreed to 
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some extent. Out of these figures, 38.5% rated that they ‘strongly agree’. A lower share, 7.8%, 

stated that they ‘slightly disagree’. An additional 2.6% did not answer the question. 

   The third statement, ‘If I had the opportunity, I would like to travel to English-speaking countries, 

like the USA or the UK.’ (Q3), also held a clear majority where about 90% agrees to some extent. 

Of these, 61.5% ‘strongly agree’. A smaller percentage of 2.6% slightly disagrees, and 5.2% 

‘disagree’. However, an additional participant has left it blank, which makes the figure 2.6%. 

Moreover, to the statement ‘I like learning English’ (Q4), 97.4% strongly agree where a majority 

of 66.6% strongly agrees that they like learning English.  

   When the students were presented with the statement ‘If English was not taught at university, I 

would study it on my own’ (Q7), 87.6% agree to some extent, with a fairly equal distribution 

between ‘slightly agree’ and ‘agree’. 43.6% strongly agreed. By contrast, the participants 

disagreeing represented 12.8%.   

   Additionally, when asked if they work hard to learn English (Q19, Appendix) 87.2% claimed 

that they do like learning English to some extent, where the majority of 41% ‘strongly agree’. Of 

those who disagreed was a total of 12.8%, the distribution between the levels was fairly even and 

of no greater significance. 

Figure 1 summarizes the answers to the questionnaire of the informants’ attitudes to English.  
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Diagram 1: Perception of English  

 

   If we advance to the subsequent question, which refers to how the informants perceive different 

varieties of English, we see that when the informants were asked if they want to sound like native 

speakers (Question 5, Appendix), 97.2% percent claim that they do wish to sound like native 

speakers. Amongst them, 49% claim that they ‘strongly agree’, 38% ‘agree’ and 10.2% ‘slightly 

agree’. Only 2.6% of the participants is opposed to sounding like a native speaker.  

   On the question if they felt insecure while speaking in English due to their Libyan accent 

(Question 6, Appendix), 65% of the participants report that they are uncomfortable with their 

accent while speaking English. However, about 36% claim to disagree, where 20.5% state that they 

‘strongly disagree’. On being asked if they prefer native speakers to non-native speakers as their 

teachers (Q11), 74% agree at some level, yet the figures are relatively equally distributed among 

the alternatives. 28% do not agree with the statement, of which 15.4% ‘strongly disagree’.  

   Continuing on to the question if the informants prefer foreigners as their teachers (Question 12, 

Appendix), about 59% agree to some extent and the results are comparatively even distributed here 
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as well. However, 38.5% disagree on the statement, where ‘strongly disagree’ and ‘disagree’ both 

reached 15.4% each. Lastly, a participant left the answer blank, increasing this portion to 2.6%.  

 

4.3 Access to Materials and Perception of the Education 
 

In this section, the statistics regarding the informants’ perceptions of access to materials and their 

English language education will presented.  

 
 

4.3.1 Results  
 

The first question proposed in this section was ‘I consider myself more proficient (better) in writing 

and grammar than speaking in English’ (Q8). In this category, 69.6% agree to a certain extent, with 

answers varying from slightly agree to strongly agree. However, a majority of 41% claim that they 

‘slightly agree’ (Appendix). A total of 30.7% state that they disagree to a certain extent, rating from 

‘slightly disagree’ to ‘strongly disagree’. Out of these results the numbers were distributed fairly 

even between the questions; nonetheless, ‘strongly disagree’ predominated with 15.4%. 

   The second statement in this section is ‘I am satisfied with the English learning textbooks and 

other materials for English learning used at our university’ (Q9). This is to check findings from 

previous empirical research, as stated above. In this instance, about 70% claimed to have some 

level of positivity where as many as 37.5% of the informants stated ‘slightly agree’. However, quite 

a large proportion stated that they were dissatisfied to some extent, 28.4%. Naturally, this is a quite 

discouraging figure, even though it needs to be stressed the majority stated they were content with 

the materials. Of these, 13% claimed that they ‘strongly disagreed’ (Appendix).  

   Figure 2 illustrates the summarized statistics of the questions in this subsection, regarding the 

informants’ perceptions of access to English language materials and their education.  
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Diagram 2: Perception of education and access to materials. 

 

The third question is ‘I am satisfied with the ways in which English is taught at our university’ 

(Q10). Here, about 66% of the informants hold a positive attitude, where 38% rated ‘agree’ to the 

statement. However, a rather large proportion, about 33%, also rated that they are dissatisfied with 

the level of quality in their education. Of those, 20.5% strongly disagree and are therefore 

considered to be deeply discontent.  

   The next statement presented from the questionnaire is ‘It is easy to find English speaking 

materials (such as books, newspapers, films, language learning games and alike) outside of the 

university’ (Q20). Here, the results are the complete opposite to previous research claims (Rhema 

& Miliszewska, 2010, pp.423-426; Elmgrab, 2013, pp. 361-365; Abushafa, 2014, pp.1-2), with 

85% stating that they agree to a certain extent. Of those, the majority strongly agree, with a figure 

of 36%. 15.4% of the informants, however, disagree with the statement, where 10.2% strongly 

disagree. Additionally, one informant has not answered the question, which brings the total of blank 

answers to 2.6%. 
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  The fifth and final question in this section is ‘I often use the internet to access English speaking 

materials.’ (Q21). Here, a vast majority of 90% claim to do so. In this instance the majority 

‘strongly agree’ with 37.5%. Only 7.5% disagree with the statement, where 5% ‘slightly disagree’.  

 

4.4 Student Motivation  
 

In this subsection, the statistics for the informants’ answers will be presented. This section is 

focusing on the possible underlying factors that determine the group’s motivation to study English.  

 

4.4.1 Results 

 

 

Diagram 3: Motivational factors.  

 

Figure 2 illustrates the summarized statistics of the participants’ answers to the questions in this 

subsection. This section mainly focuses on factors that may impact the learners’ motivation to learn 

English.  

   The first statement that was presented was ‘Learning English is important to me, because English 

is a very useful tool in today’s society.’ (Q13). To this question, a clear majority of around 89% 
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report that it is important, and the major category being ‘strongly agree’ with 43%. A few, 7.8%, 

believed it to be of less importance and the figures were almost evenly distributed between 

‘strongly disagree’ and ‘disagree’. An informant left the answer blank, increasing this unit to 2.6%. 

about 49% of the students believe it is difficult to learn English (Question 18, Appendix) to some 

extent, where the main category ‘slightly agree’ includes 20%. An almost equally large proportion, 

51%, state that they do not find it difficult to some extent. In this instance ‘strongly disagree’ 

received 26% of the total number. 

   The main body of students, 90%, claimed that studying English will enable them to travel abroad 

to experience English-speaking cultures (Question 15, Appendix). ‘Strongly agree’ was the main 

answer amongst them with 57.5%. Only 5.2% claimed to ‘strongly disagree’ to the statement and 

another 5% did not participate on this question. However, when asked if their immediate family 

believed it to be important to study English (Question 16, Appendix), about10% claimed that it 

was not, with 7.8% marking ‘strongly disagree’. However, the majority agreed to some extent, 

87%, where ‘strongly agree’ was the strongest category with 41%. In this section, 2.6% did not 

participate as well.  

   Moreover, when asked if they study to achieve possible education and work opportunities abroad 

(Question 14, Appendix), a vast majority (92.2%) claimed that that is in fact why they study 

English. Only 5.2% disagreed (‘strongly disagree’) with the statement. The remaining 2.6% of the 

participants did not respond. In a similar category, it was asked if English is important to know in 

their field of profession (Question 22, Appendix). 92% of the students agree to some extent, where 

54% rated ‘strongly agree’. 7.8% rated that they did not agree to some extent, where the ‘slightly 

agree’ option was the main answer with 5.2%. 

   Lastly, on question 17 (‘Frankly, I study English just to pass the exams’, Appendix), somewhat 

surprisingly giving previous results, 47.5% claimed that they only study to pass the exams. In this 
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subsection, 22.5% declared ‘agree’. Nonetheless, 52.5% of the participants claimed that they do 

not only study to pass their exams. In this case, 50% answered ‘strongly disagree’.  

    

4.5 Discussion  
 

The results of this study indicate that the majority of participants hold a positive attitude towards 

EFL. All informants that participated have stated that they in fact do enjoy learning English. Other 

topics concerned that English will help them understand the target language cultures and peoples, 

and that they work hard in their pursuit to learn English. A majority held positive attitudes to several 

statements. However, one participant in particular, Obaidah (see Appendix, p) disagreed to several 

questions. English is in fact a part of his curriculum, but he has not been abroad or aim to study to 

travel abroad. This may be a possible explanation for his attitudes. Furthermore, there is also 

empirical data that demonstrates resistance towards English due to USA’s political warfare in the 

Middle East (Youssef, 2019, pp.366-375; Almegren, 2018, p.240). No such results were generated 

in this study; however, the survey did provide prefabricated answers using the Likert-scale. The 

participants disagreeing may hold such beliefs, which may be further investigated in an additional 

study.  

   Previous studies indicate that students in the Libyan context prefer to sound like native speakers 

and that they prefer their teachers to be native speakers of English as well (Al-Noursi, 2013, p. 

243-254; Rindal & Percy, 2014, p.316). In this case, many informants agree with these statements. 

Furthermore, participants have claimed that they are uncomfortable speaking English due to their 

Libyan accent. Previous research has claimed that students’ have suffered from PSA (Elmenfi & 

Gaibani, 2016, pp.500-504), yet in this survey a quite large proportion disagrees to the statement. 

Nonetheless, there is a clear majority that reports being embarrassed by their accents. These factors 

indicate that there may be a need to discuss the importance of different varieties of English to 
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increase students’ awareness of them, and by doing so strengthen the students’ self-confidence 

(Jenkins, 2006, pp.160-174). 

   Previous research has clearly stated that the Libyan education system is in desperate need of 

modernisation and enhancement of the general standard. The teachers have been criticised as being 

uneducated, and their teaching methods as being inadequate (Owen, Razali & Abd Samad, 2019, 

p.111). Most of the present participants claimed that they are positive to some extent regarding the 

teaching methods, but 12.5% stated that they ‘slightly agree’. Additionally, 32% of the participants 

were dissatisfied.  Furthermore, many of the participants were pleased with the materials used in 

class. Nonetheless a large proportion, a little more than a quarter did not agree with the statement. 

This is undeniably a significant figure and supports previous researchers’ calls for improvement. 

A possible explanation for the students’ reported degree of contentment may be that Libya has been 

situated in a vacuum during the last decades (Tamtam et al., 2011, pp.743-748). Therefore, it might 

be possible that they simply are content with what they have been provided with, without reflecting 

upon the education of the outside world. However, only one informant that was discontent with the 

education had spent any time abroad. Such an experience could generate a different perspective on 

education. For what reason they are dissatisfied remains uncertain, but it could surely be in keeping 

with previous empirical data (Abushafa, 2014; Abd Samad, 2019). 

   Libya has been criticised for not having access to English language materials outside of language 

classes (Abushafa, 2014). However, the present result did not support this notion, since a vast 

majority reported finding it easy to find English speaking materials. This may, however, be 

explained through the participants’ active use of the internet, since 90% agreed to using the internet 

to find such sources. Previous research has criticised the universities’ access to ICT and adequate 

facilities (Abushafa, 2014, pp.1-5; Rhema & Miliszewska, 2010, pp.423-426). However, while 

doing the research for the background section of this survey, nothing has been discovered of 
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internet habits outside of language classes. This is presumably why they have claimed that it is 

effortless to collect materials.  

   In terms of motivation, it is not possible to determine the exact motivational background since 

we do not have access the informants’ minds (Dörnyei, 2014, p.518). Previous research, however, 

states that certain factors are important to increase motivation, such as a supporting learning 

environment, hands-on experience of using the language, social dimensions, as well as the 

competence of the teacher (see e.g. Ellis, 2014; Lightbown & Spada, 2006; Gardner & Lambert, 

1959, 1972 in Ellis, 2014). In this survey, most participants have stated that they are motivated to 

learn English in order to travel abroad or to obtain better work opportunities overseas. A large 

number also claimed that the immediate family believes it is important, which may be a reason to 

why they are studying English.  

    An additional critique towards teaching methods in Libya has been that the education is mainly 

form-focused (Jahbel, 2019, pp.147-155). Most participants considered themselves more proficient 

in grammar and writing than speaking. Many students were motivated to study to be able to travel 

abroad for professional or educational purposes. Without being able to communicate orally, such 

prospects will surely be limited. The idea to include this statement was to check the previous 

researchers’ conclusions that students are less proficient in oral communication than in grammar 

and writing, due to insufficient teaching methods and lack of verbal practice in the classroom. One 

of the questionnaire questions (Question 8) asks the informants’ if they consider themselves more 

proficient in grammar and writing than speaking English. This question does not examine the 

situation through grades or analyses their verbal skills, but rather the informants’ opinions of 

themselves. The results hence confirm that the university needs to focus more on pronunciation 

and oral communication in the classroom, as previous findings suggest (Jahbel, 2019, pp.147-155). 

Lastly, almost half of the informants claimed that they study just to pass exams, which is 

contradictory to the other answers provided. Why that is, is undoubtedly unclear. However, it may 
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be due to lack of language skills, thus misinterpreting the question. It will be further discussed in 

‘Limitations of Study’ below. 

 

4.6 Limitations of the Study  
 
 

Previous studies have claimed that the level of English language education in the Libyan context 

is insufficient, which creates a situation where learners have inadequate language skills (Jahbel, 

2019, pp.147-155). While going through the results of the study, it may be that the limitations of 

their proficiency is affecting the outcome of the study, if it is the case that the participants have not 

understood the questions properly. While conducting the survey, the English professor at the 

department was present to be able to translate. However, there is the possibility that they have been 

embarrassed to ask, or that they simply thought that they had understood the questionnaire 

correctly.  

   In the first part of the questionnaire, ‘Study population’ (see Appendix, p.4), there were some 

additional questions added to check the validity of the participants’ language proficiency. For 

example, the informants were asked for how many years they have been studying English, as well 

In the first part of the questionnaire, ‘Study population’ (see Appendix, p.4), there were some 

additional questions added to check the validity of the participants’ language proficiency.as how 

old they were when started studying English. In the majority of cases, the answers did not correlate 

with their age. Presumably, they have not understood the question, or they wanted to flaunt their 

presumed capacity by claiming that they have studied for a longer period time than what is actually 

the case.  

   Furthermore, a question proposed was if they have additional mother tongues to Arabic. In the 

question, an explanation was also given of the term ‘mother tongue’. Despite this, several 
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participants’ comments indicate that they have misunderstood the question. One of them, Alma, 

answered that: 

 “Yes. sometime i should speak english with my little brother to learning 

him english and i think it’s good for me to speak english fluntly”. (Alma, 

Appendix, p.4).  

 

Even though the explanation was provided, her answer clearly indicates that she has not 

comprehended the question. 

   An additional sample of limited language skills are the answers of Abd Al-Malik. He stated that 

he has been studying English for 5 years, and that one of his subjects at university is English. 

However, he has also claimed that none of his courses are in English. If true, that is naturally 

worrisome, but the probability is that he has not understood the questions. Other students have 

however made similar claims, even those whose major is English. This calls for further 

investigations to determine if the present findings are correct. However, previous research has 

stated that the English-Arabic translation program at a university in east of Libya, was mainly form-

focused. It was also discovered that the first two years of the program focused on teaching each 

language separately, instead of relating them to each other and comparing the differences in 

grammar, vocabulary, etcetera (Elmagrab, 2013, pp.361-362). Therefore, it is possible that the 

languages are taught separately at this particular university as well, which could explain why some 

participants have claimed that none of their classes are in English.   

 

5 Conclusion  
 
 

The focus of this research has been to investigate a group from a university in east of Libya and 

their opinions on EFL. Additionally, it aimed to investigate their opinions on access to English 

language materials, as well as some underlying factors that determine the group's motivation to 
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study English. The findings of this survey suggest that most participants hold positive attitudes to 

EFL. Furthermore, some of the factors that possibly motivate them are work or educational 

opportunities abroad. The majority also find it important to know English to understand English-

speaking cultures and peoples. In terms of the standard of the education, there are varying opinions. 

Some participants are satisfied with the teaching materials at university, as well as the quality of 

education. Others are deeply dissatisfied.  

   Furthermore, they find it easy to gain access to English language materials outside of language 

classes. This goes against what previous research has found. For further research, it could therefore 

be beneficial to explore the students’ English linguistic practises outside of language class and the 

university. 
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