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Abstract

This thesis addresses two substantial questions, namely: how critical thinking is conceptualised
in the Algerian higher education context and to what extent teachers believe they support its
development and how they support students’ development of critical thinking in this particular
context. The research aims not simply to make an evaluative judgment of the nature of critical
thinking, but rather, to capture teachers’ authentic, precise and significant perceptions around
critical thinking conceptualisation and development. The research also aims to draw out some
significant implications for teaching and learning in the Algerian higher education context

which may be pertinent in similar contexts.

The research is qualitative in nature adopting an interpretivist approach based on social
constructionism that aims to include richness in the perceptions collected and in turn addresses
the central research questions. The aim is to comprehend how people perceive, believe, and
feel about the world, seeking to understand their different perceptions. Qualitative data was
elicited through semi-structured online interviews with 16 teachers at Larbi Ben Mhidi
university in Oum EI Bouaghi, Algeria. Analysis of the teachers’ perspectives in their answers

to the interview questions is presented in a thematic analysis.

Overall, it seems that the conceptualisations of critical thinking provided by the interviewed
teachers overlap in respect of their provided definitions which understand critical thinking as
a set of skill and/ or dispositions. The responses provided by these teachers do also reflect their
awareness of the importance of critical thinking and the purposes it could be serving either
academically or personally. Key findings emerging from the data analysis show that to develop
critical thinking among students, the teachers implemented during their classes different
methodologies including classroom discussions, debates, workshops, brainstorming, problem-
solving activities, asking questions and lastly self- assessment. However, it the degree to which
these teachers supported their students critical thinking is limited as they highlighted different
challenges, notably in respect to the context, students, teachers, policy and the social norms.
These challenges they believe have significant implications in their support of their students’

critical thinking development.

The study is unique in that it provides valuable insights for teachers and researchers in the area
of critical thinking conceptualisation and development in higher education, especially for those
in Algeria, or in other similar contexts, where graduates are missing such skills. Finally, it is

hoped that the current study will inform curriculum designers about future directions and



much-anticipated reforms of the Algerian program and practitioners about areas that need to
be addressed to further improve the integration of critical thinking into their pedagogical
practices.

Keywords: Critical thinking, Algerian Higher Education, Qualitative approach, Semi-

structured interviews.
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Chapter One: Introduction

A major concern of higher education systems is the preparation of their students to become
effective citizens who think and act productively in their societies and in turn support
economic and socio-cultural innovation within their communities (Souleh, 2014). Productive
in this sense means that on graduation and in moving into work, graduates will be able to
think critically, make decisions and solve problems as indicated Raikou and Karalis (2016)
“students will learn to think critically and to evaluate the knowledge offered to them, prior to
taking on operational and leadership roles in society” (p.19). Numerous academics (Karalis
et al.,2007; Karalis 2010) argued that universities should offer programs that offer students
the chance to engage with differing perspectives and even integrate the development of critical
thinking skills into professional training. The Algerian higher education is one such system
that is trying to achieve this goal particularly in view of claims made by some Algerian
university students that the outcome of their learning is irrelevant to their community needs
(Benouar, 2013). It is therefore of concern that research has also revealed that teachers have
been found to be less informed about what critical thinking is and how to teach and develop
it among students (Achoura & Merrouche, 2021). In addition, it has become necessary for
graduates to respond critically to a rapidly changing global environment. In this regard,
understanding and developing student’ critical thinking should be a benchmark of higher
education.

Despite the importance of critical thinking in higher education, it remains a contested
concept with some arguing that it is a set of cognitive skills (Halpern, 2014) while others
contend that it is much a combination between skills and dispositions (Ennis, 2016). This
research therefore seeks to shed light on critical thinking conceptualisation, development and
the involved challenges by undertaking semi-structured interviews among 16 teachers at Larbi
ben Mhidi university. A thematic analysis of these interviews based on teachers’ responses
will then be explored in order to find out more about how this complex and contested concept
is understood by academics in the Algerian higher education context. The contribution to the
literature will include exploring teachers’ understanding of critical thinking and how they
believe they support its development in students where so many challenges impede critical
thinking integration within the classroom practices. The impact of this study will involve
informing curriculum designers about future directions and much-anticipated reforms of the
Algerian program and the teachers about areas that need to be addressed to further improve

the integration and development of students’ critical thinking.
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1.1 Statement of the Problem

Due to the need to respond to the ever-changing world and the great role that critical
thinking plays in developing the educational sector and in turn societies (Raikou & Karalis,
2016) let alone its complexity (Halpern, 2014), there is a large body of research discussing
the concept of critical thinking. As Moore (2017) denotes, there is uncertainty about what it
means and how it should be taught because though the concept can be easily recognised by
academics, it is nevertheless not easily defined or explained to students or teachers. Yet all
agree that critical thinking is an important graduate attribute (Tan, 2017; Bezanilla et al.,
2021). Research in the field has settled on the idea that critical thinking is seen as an
amorphous concept difficult to mould in one single definition due to the highly complex
nature of critical thinking (Moon, 2008).Adding to the difficulty in establishing an
understanding of criticality, scholars exploring critical thinking come from academic
disciplines which differ greatly in theory and practice namely, philosophy, education, history,
cultural studies and psychology. Atkinson (1997) has explained that “academics who are
normally considered masters of precise definition seem almost unwilling or unable to define
critical thinking. Rather, they often appear to take the concept on faith, perhaps as a self-

evident foundation of western thought — such as freedom of speech” ( p.74).

The underpinning debates consider issues related to the conceptualisation of critical
thinking and there is widespread disagreement about what it is exactly, how it might be clearly
conveyed and how it should be promoted or developed in educational settings. Bailin et al.
(1999) have explained that: “agreement about teaching critical thinking persists only so long
as the theorists remain at the level of abstract discussion and permit their use of the term to
remain vague” (p.285). Davies (2015) has also described the situation thus: “despite more
than four decades of dedicated scholarly work ‘critical thinking’ remains as elusive as ever”
(p.41). For their part, Sternberg and Halpern (2020) have suggested that while researchers
generally agree on a definition of critical thinking, they also express scepticism, particularly
regarding the demarcation of its essence. There is therefore a need to know more about this
concept, especially with the belief of its absence in non-western educational contexts (Abasaid
& Ferreira, 2022) and one of the purposes of this study is to address this gap - by looking
specifically at the Algerian context and generating data from teachers’ views of how this
complex concept is actually understood and promoted by academics in their teaching
practices. This approach will help to bridge the gap between critical thinking as a policy and

its reality in educational settings. This research objective is significant as previous research
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has demonstrated a discrepancy in the conceptualisation of critical thinking skills between the
higher education sector and the labour market (Pnevmatikos et al., 2023). Consequently, in
the present study the researcher will explore the following issues: how can critical thinking
be defined, is critical thinking an individual attribute or a social aspiration, is critical thinking
discipline- specific, what does critical thinking in higher education involve, what are its
dimensions, can it be taught and learned, what are critical thinking models, how can it be
fostered at university level and what are the hindrances that impede teachers’ support of
students’ critical thinking development.

1.2 Rationale for the study
As indicated above, a major concern of higher education systems has shifted toward
preparing effective citizens who think productively in their societies as, in turn, this way of
thinking has been shown to lead to attainment of innovation within the economic and socio-
cultural aspects of communities which students rejoin after graduating (Souleh, 2014).
Pnevmatikos et al. (2023) declared that: “higher education institutions are responsible for
preparing and equipping undergraduate students with the skills required by the labour market,

such as critical thinking” (p.1).

Algerian higher education is one of the many systems trying to achieve this important
goal. Thus, for example, in the context of foreign language teaching, a study by Melouah
(2017) asserts that teachers need to consider developing students’ critical thinking when
designing foreign language curricula. She also claims that ““ in Algeria, critical thinking has
not yet been permeated across EFL (English as a Foreign Language) university curriculum
and many English language classes fail to teach critical thinking” (2017, p.9864). For that
reason, it is necessary to consider whether developing students ’critical thinking is indeed the
benchmark it should be in higher education. Given that productive and effective citizens are
those who have succeeded in developing their critical thinking (Marin & Halpern, 2011), then
it is important to establish whether higher educational institutions are indeed developing
critical thinking skills in their students, how teachers think about critical thinking
development and the extent to which their input can be considered to be effective in producing
critical thinkers. The development of students' critical ability is seen as a means of
empowerment, not just within a students' career in higher education, but for life beyond
(Harvey & Knight, 1996 cited in Walker & Finney, 2006).
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1.3 Significance of the Research

It has been advocated that teachers’ beliefs, conceptions or attitudes held about any aspect
of their work have a huge impact on their decision-making and practice and thus constitute
what is called the culture of teaching (Kanik, 2010). Consequently, teachers' beliefs regarding
critical thinking are emphasised in this study. The research undertaken is an attempt to
approach critical thinking within the Algerian higher education context by investigating not
only teachers’c understanding of critical thinking, but also how they believe they support its
development in classrooms. Thus, the research sheds light on how teachers perceive critical
thinking and how these perceptions are reflected in their teaching practice in developing
students’ critical thinking. This may be beneficial not only in the Algerian context but also
for other countries that have been eager to promote critical thinking in their educational
contexts and it will help to bridge the gap between critical thinking being only a policy of the

BMD higher education system ( see section 2.5) and its reality inside classrooms.

Moreover, critical thinking plays a pivotal role in developing societies as it contributes to
the development and success of individuals at the academic level and also has an impact
throughout their daily lives. Critical thinking skills are important skills which are required to
face the challenges of the 21st century, specifically the need to the formation of a society
consisting of qualified human resources, namely independent individuals, willing and capable
of realising the ideals of their nation (Hidayati & Sinaga, 2019). Talavera (2016) specified
that “the chances are high that they ‘the students’ will have to deal with some scientific issue
that will affect their lives, which requires a level of higher-cognitive skills of critical thinking
necessary to either support or challenge the possible solutions provided by the scientific
community” (p.3). Developing students’ critical thinking has then become a particularly
important issue in Algeria following the recent policy reforms especially at the level of higher
education and the integration of the BMD system in 2004 (see section 2.3). Despite
widespread agreement that critical thinking is an essential graduate attribute, there is a
widespread disagreement about what exactly it is, with a definition debate having contented
as to whether it is a skill set, a set of dispositions or ways of thinking (Pnevmatikos et al.,
2023). Consequently, there seems a need to explore critical thinking in the Algerian higher
education context in relation to these reforms and to examine the efficacy of these reforms
in support of students’ critical thinking development and its integration in classroom

practices.
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Furthermore, there is a lack of qualitative research on how teachers view critical thinking,
how they teach it to their students, and the challenges they face in doing so. In her research,
Haston (2020) suggests that there is a need for a straightforward and universally accepted
definition of critical thinking as educators have thus far been unable to provide a clear
definition, which has resulted in a lack of understanding of the concept. This lack of clarity

raises concerns about the ability to achieve consistency in the curriculum.

Moreover, whilst research has been conducted in the field of critical thinking, research
on Algerian higher education is relatively scarce and such research as has been conducted has
typically involved quantitative approaches to data collection. This includes for example
research that targets strategies to develop critical thinking in different disciplines such as a
study to assess secondary school teachers’ classroom practices in relation to critical thinking
enhancement among learners (Baghoussi, 2021). Another study investigated the role of
multimodality in promoting Algerian EFL students’ critical thinking skills case study: third
year EFL students at Biskra university (Bougherara & Khaldi 2021). Other studies also
investigated the use of short stories to enhance EFL students’ critical thinking (Boumediene,
2021). Further research has considered teaching critical thinking in EFL classrooms: students
and teachers’ perspectives (Benmouhoub, 2022) and the effect of university education on
developing learners’ critical thinking skills, as well as a comparison between freshmen and
senior EFL learners at the university of Guelma ( Abdaoui & Grine, 2020). These studies
examined teachers’ practice regarding the teaching of critical thinking in the classroom and
the different strategies that could be helpful for its development, most of them are quantitative
in nature or are described as using a mixed methods approach. This implies that in the Algerian
context qualitative research about critical thinking and its nature is scarce and that further
research is therefore a necessity. This was a motive for the present researcher to conduct a
qualitative study on this particular issue, which will contribute to the limited literature on
critical thinking in the Algerian context unravelling any issues in respect of the nature of
critical thinking and its development. The study's findings could also provide insightful
interpretations of the obstacles teachers face in an effort to improve their students' critical
thinking skills and offer practical guidance for curriculum designer and teachers alike for

further improvement and integration of critical thinking within practice.

Given the arguments stated above, changes in higher education policy in Algeria and the
need for an education benefiting the world, it is important to consider what university teachers

in Algeria think of critical thinking. Moreover, examining the extent to which these teachers

5
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are actively engaged in improving their students ’critical thinking and the means through
which they seek to develop this facility in their students will also be significantly

advantageous in this research.

1.4 Research Objectives

Critical thinking is a complex and a much-discussed concept (Moon, 2008) and yet it is
frequently given centrality within higher education in relation to its being an attribute/skill
that students are expected to develop. Whilst much has been published in the area of critical
thinking globally little is known about how it is conceptualised and applied in the context of
Algerian higher education. Despite this lack of published literature, the Algerian government
have emphasised the need for higher education to develop critical thinkers in its most recent
education policy initiatives (Practical guide for the LMD system, 2011). For this reason, the
current study aims to investigate academics’ conceptualisation and development of students’
critical thinking within the Algerian Higher Education context. To guide the process of

investigation, two essential objectives are formulated to achieve the research aims.

» To explore teachers’ understanding and conceptualisation of critical thinking in the Algerian
higher education context.

» To investigate the extent to which teachers believe they are supporting the development of
their students’ critical thinking, and their means of achieving this in the context of Algerian

higher education.

1.5 Research Questions

Accordingly, the proposed study poses two major research questions which are as follows:
Research Question 1:

e How do teachers within the Algerian higher education context conceptualise critical
thinking?
The first research question explores the teachers’ understanding and conceptualisation of
critical thinking in the Algerian higher education context. It focuses particularly on
perceptions of university teachers about the nature of critical thinking, its definition,

constituents and main characteristics.
Research Question 2:

e Towhat extent do Algerian university teachers believe they support students’ critical thinking
development and how they believe they do this?
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The second research question seeks to understand the extent to which the teachers believe that
they support their students’ development of critical thinking in the Algerian higher education
context. It serves also to investigate how students’ critical thinking is fostered in this higher
education setting by exploring the means through which the teachers support their students’

critical thinking development.

1.6 Research Methodology
1.6.1 Research Approach

The proposed research is located within the interpretivist research paradigm (Alharahsheh
& Pius, 2020) and utilises a qualitative research design. This approach has been chosen
because, as Smith (1993) remarks, it offers an effective way to explore experiences and
perceptions of a construct. Given the research problem along with the researcher’s
worldviews, the decision concerning the choice of the research design is informed as this
research design is deemed to be necessary to ensure that the evidence obtained enables us to
answer the initial research questions as unambiguously as possible (De Vaus, 2001, p. 9).
Qualitative approaches are used to analyse the behaviour, perspectives, feelings, and
experiences of people and what is at the core of their lives (Fraenkel & Wallen, 2009). These
qualitative approaches ensure the recognition of the subjective elements of the research
process; they are not limited to one perspective on different social subjects and often generate
unexpected insights through the open-ended nature of enquiries. In this regard, Nassaji (2020)
has explained that : “qualitative research can be broadly defined as a kind of inquiry that is
naturalistic and deals with non-numerical data. It seeks to understand and explore rather than
to explain and manipulate variables” (p. 427). He has also added that it is an interpretative
process that emphasises the patterns of development rather than the product or outcome of the
research and that it could be used to explore an array of questions for which a quantitative
method may not be suitable. Therefore, with an interpretivist lens, the researcher in the present
study will look at the perspectives of a small number of participants. This approach also
ensures responses to the research questions posed which will target not simply an evaluative
judgment of the nature of critical thinking, but rather, will capture authentic, precise and
significant perceptions around critical thinking and draw out some important implications for

teaching and learning in the Algerian higher education context.
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1.6.2 Data Collection

In selecting a feasible instrument for data collection and taking into consideration
contextual constraints, semi-structured interviews serve as the fundamental means that bring
out the data needed to answer the research questions. The interview questions were designed
with reference to the literature review aiming to explore the important issues involved in
investigating university teachers’ understanding of critical thinking and how they believe they
support its development. By interviewing teachers, we explore their views, weaknesses and
strengths regarding critical thinking development. Perceptions of lecturers are important in
educational research, as they help the researcher gain insights about academics’ views of the
research area. The aim of this qualitative research instrument is to obtain an in-depth
understanding of the explored problems or phenomena (Creswell, 2013). Interviews also
provide a more in-depth knowledge as the researcher has the opportunity to deepen the
discussion with the participants. All interviews were semi-structured as this approach enabled
the interviewer to question participants in a consistent manner while also allowing for
exploration in spontaneous and potentially fruitful directions (Shank & Brown, 2007).
Referring to the implementation of the interviewing method Mockovak (2016) has stated that
it “helps to relax respondents, encourage open conversations, improve response, address
respondent concerns, and ideally obtain high quality data” (p.1637). The initial questions of
the interviews have been designed to explore conceptualisations of critical thinking and also
consider its application and development and the challenges that impede its development in

the Algerian higher education context.
1.6.3 Sampling and Data analysis

In order to gain high quality data, it is important to prioritise a substantial sample. So, for
sampling, Patton (2014) highlights that there are no rules for sample size in qualitative
research. Sample size is dependable on what you want to know, the aim of the inquiry, what’s
at stake, what will be useful, what will have credibility, and what can be done with available
time and resources. The number of participants in this sample is limited to sixteen teachers
because the purpose of this study is not to make broad generalizations, but rather to closely
examine how these individuals comprehend critical thinking in order to determine the most
effective ways to support students in developing these skills. “What is more important is the

potential of each informant to aid the researcher in developing theoretical insights into the
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context being studied as indicated by Denscombe (2010), the aim is to illuminate the general

by looking at the particular” (p. 53).

Following this line of thought, I will interview sixteen educators from different
disciplines. | chose four academic disciplines that belong to the field of social sciences and
language education: Sociology, Psychology, Political Sciences and English as a foreign
Language teaching. These are areas that heavily rely on skills of analysis, communication,
understanding complex issues, questioning assumptions, solving problems and
argumentation. The reason behind choosing such a sample is to gain insights from different
teachers from different disciplines to mirror the voices of teachers’ understanding of critical
thinking in the Algerian higher education context. So, the choice is also purposeful as these
disciplines are also widely taught at Oum EI Bouaghi University which is the context for this
study. Sixteen teachers in total were interviewed: four from each of the different disciplines
of interest to the study. The interview questions will be translated into the Arabic language as
most of the teachers will be using Arabic which is the language of instruction in Algerian

classrooms.

To identify recurring patterns and themes from the qualitative data, a thematic analysis
will be adopted. Thematic analysis is useful for this study since it provides an in depth
understanding of the research topic (Browne & Clarke, 2020). Thematic analysis will play a
pivotal role in examining the perceptions of research participants, highlighting similarities
and differences, and generating unanticipated ideas. The advantage of using a thematic
analysis is that it summarises key features of the data set in a well-structured approach to
produce a clear and systematic report (King, 2004). In this study, there will be a combination
of inductive and deductive analysis for the themes and patterns derived from the interviews.
More detail on the methodology, the research design and analysis will be provided and

discussed thoroughly in Chapter Four.

1.7 Outline of the Thesis
The thesis is structured into seven chapters. The introductory chapter presents the
rationale for the study, the potential significance, the research objectives, and the research
questions before moving on to the research methodology and it ends with an outline of the
thesis chapters. Chapter 2 provides a brief overview of the current research context and
discusses the Algerian higher education in particular from the first university establishment

till the adoption of the BMD system . This chapter focuses then on the educational reforms
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that took place from 2004 and the state of critical thinking within this context. In Chapter 3,
the researcher reviews the literature discussing critical thinking in higher education contexts
looking particularly at how critical thinking may be defined, the discussions underpinning
generalisability and domain- specific views of critical thinking, the social and individual
nature of critical thinking and its importance, the models and the methodologies for the
development of students’critical thinking and lastly the barriers challenging the development
of students’ critical thinking. Chapter 4 is concerned with the research methodology. It
explains the research paradigm and decisions regarding data collection approaches and the
data analysis approach. The study employs an interpretivist approach and uses semi-structured
interviews as a method to collect data from which a thematic analysis will be conducted.
Chapter 5 presents the findings from the data analysis of the teachers' semi-structured
interviews. This addresses the two major questions of the current research considering the
conceptualisation and development of critical thinking. In chapter 6, a discussion of the
findings outlines and integrates the overall key findings from the study obtained in chapter 5
with reference to the two research questions by relating them to existing literature. Chapter
7 provides a summary of the thesis, highlighting the main findings in response to the research
questions. It also discusses the theoretical and practical implications of the findings and

proposes some implications for future research.
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Chapter Two: Critical Thinking in the Algerian Higher Education

Context

2.1 Introduction

Aiming at investigating teachers’ understanding of critical thinking and its development
among students in the Algerian higher education context, this chapter will set the scene for
the current study by discussing its context ‘the Higher Education in Algeria’ focusing on the
higher education system’s characteristics, the reforms, and the position of critical thinking
within this context. The chapter will then be composed of seven parts. It starts by providing a
holistic picture of Algeria via presenting its history, then it moves to present the higher
education system in Algeria, the types of Higher Education institutions found, the subjects
taught in Algerian Higher Education institutions; it also showcases the reforms that underwent
the Algerian Higher Education and a discussion of the status of critical thinking in the system

ending with a conclusion.

2.2 A brief History of Algeria

Algeria, officially the People's Democratic Republic of Algeria, is a country located in
North Africa, bordered by the Mediterranean Sea to the north, Tunisia to the northeast, Libya
to the east, Niger to the southeast, Mali, Mauritania and Western Sahara to the southwest and
to the west Morocco. It has a semi-arid geography, with most of the population living in the
fertile north and the Sahara dominating the geography of the south. Algeria covers an area of
2,381,741 kilometres square, making it the world's tenth largest nation by area and the largest
country in Africa. It has a population of over 44 million people (Education, Audiovisual and
Culture Executive Agency ‘EACEA’, 2021) The capital city is Algiers. Algeria gained
independence from France in 1962 after a long struggle for liberation (132 years of French
colonialism). The country consisting of 58 provinces is a regional power in North Africa, and
a middle power in global affairs and one of the largest economies on the continent, based
largely on oil and gas exports. The majority of Algeria’s population is Arab, and a minority is
the Amazigh, all practicing Islam religion. The official languages of Algeria are Arabic and
Tamazight. Native Algerian Arabic is the main spoken language. Tamazight is the second
official language. French also serves as an administrative and educational language in some
contexts, but it has no official status. With the recent reforms in Higher education which
emphasises the importance of using English as a medium of instruction at universities,

English is remarkably and increasingly gaining a seat at the table of the official languages in
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Algeria (Encyclopaedia Britannica, 2021). This is part of the decolonising the curriculum
agenda which aims at exposing and disrupting the ongoing processes of colonialism, known
by the uncritical cultural reproduction of Eurocentric curriculum knowledge and discourses
(Bhambra et al., 2018). As indicated Jacob (2020), these academic frames in the Algerian
context have led to “English being held up as a‘decolonial’option, supposedly allowing for
the bypassing of existing hierarchies and the renewal of social and political categories”
(p.1013). Implementing English language as a media of instruction and research became a
key part of the decolonial agenda in higher education in Algeria.

2.3 Higher Education in Algeria

In relation to the focus of the study, I will briefly introduce the higher education system
in Algeria and the reforms it underwent. There is a need to clarify first that the Algerian
Constitution established in 1963 and amended in 1989, 1996 and 2016 through the article 53
signposts that the government is responsible for the organisation of the educational system
and that for all Algerians, the right to education is guaranteed; basic education is compulsory,
and education is free for all. Education in Algeria consists of primary education (5 years old
to 10), intermediate education (10 years old to 14), and secondary education (14years old to
17), which are supervised by the Ministry of National Education, in addition to vocational
training, which is supervised by the Ministry of Education and Professional Training, as well
as higher education which is supervised by the Ministry of Higher Education and Scientific
Research (Education, Audio-visual and Culture Executive Agency, 2018).

Higher education comes right after compulsory education, and it necessitates that students
hold a baccalaureate diploma to be enrolled. Higher education as indicated by Elrabii (2008)
is the stage in which students continue their studies after completing secondary education.
This stage includes studying specialised subjects in educational institutions such as
universities, colleges, and institutes (see section 2.4). Elrabii (2008) has also indicated that
higher education can be obtained online, at work sites, or through special training programs.
Hamzaoui (2021) indicated that: “the higher educational system in Algeria is viewed to be
gradually moving through various stages punctuated by a series of reforms which try to update
the educational system according to the socioeconomic, environmental and technological
needs of the country” (p.132).

Since the independence, the higher education system in Algeria went through four major
stages of reforms in terms of its organisation and curricula and it was due to the global

changes, that it became necessary to alter the Algerian educational system to deal with the
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new trends of higher education sector (Hamzaoui, 2021). These stages of reform are namely:
the establishment of the first national university, initial reforms of the higher education
system, strengthening and rationalisation of the system and lastly the adoption of the Bachelor
- Master — Doctorate higher education system known as the BMD (Kitouni, 2019). These
stages will be discussed in this section thoroughly for it is important to establish the grounds

of the higher education in Algeria and its development particularly in the last decades.

Phase One: The establishment of the first national universities (1909 - 1970)

The French established the first Algerian university in 1909 with only 500 students. It was
the only university in the country till 1962. The university was first an institution of
pharmaceutical sciences and Medicine that was established in 1859 and then in 1879 the
faculty of science was opened and afterwards the faculty of Arts and Law in 1909 and more
other institutes resulting in the birth of the University of Algiers during the colonial era
(Official website of the Ministry of Higher Education and Scientific Research of Algeria,
2019). Afterwards, the Algerian government established three universities in 1962 the year of
independence the one in Algiers the capital, the second in Oran in the west of Algeria and the
third in Constantine in the east of the country together having only an estimation of 2000
students and less than 200 teachers.

In the academic year 1962-1963, the number of students enrolled in total was estimated
2,725. Then, in 1967-1968 the number increased to 7478 students enrolled with an increase
rate of 174.42% to anumber of 12243 students in the following academic year (1969-1970).
On this basis, the reform of higher education was a requirement to target the needs of the
sector from infrastructure, teachers and educational programmes and particularly as the
Ministry of Higher Education was established in 1970 which was under the auspices of the
Ministry of National Education (Zaghib & Tankout, 2013).

Despite the many economic, social and political radical changes and the increase of the
number of graduates, yet the higher education sector in Algeria was operating until 1971
without taking into consideration all of those transformations. Consequently, several
problems arose. Djillali (2013) indicated that the increase in the number of students has
resulted in creating weak reception structures for these students. The number of students
increased from 2,809 in 1963 to 20131 students in 1970. The number of graduates went from
93 to 1,200 for the same period. The number of professors was estimated at 1,277, including
435 Algerians in 1970, whereas there were only 380 professors in 1963.
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Consequently, this situation demarcated the need of a new reform to absorb these growing
flows of new students, a major program of university, infrastructure, more teaching staff, and
socio-academic support to deal with core problems such as the failure to comply with the
country's social and cultural changes, the lack of continuity between secondary and university
education systems, failure of the sector to solve the problem of the overcrowded classrooms
and the shortage of the numbers of teachers ( Bouchikhi & Barka, 2017).

Phase Two: Initial reforms of the higher education system (1970-1990)

With the establishment of the Ministry of Higher Education in 1970 and the launching of
the first major reform of higher education in 1971, the restructuring process was carried out
in accordance with four main themes: the reformulation of training programs holistically, the
organisation of new curricula, the acceleration of the development of the higher education
sector and the reorganisation of university structures with a shift from the colleges to the
institutes system (Official website of the Ministry of Higher Education and scientific research
of Algeria, 2019).

In addition to the establishment of the Ministry of higher education, the 1969- 1970 period
was characterised by a reflection and a review of the content of the higher education system
inherited from the French colonialism for a decisive development in the fate of the university.
Thus, a profound reform of higher education was planned with an objective to ensure the
training of more qualified professionals in the field of higher education and the establishment
of Algerian universities that are more integrated into the social and political development
processes (Zaghib &Tankout, 2013). The University has also witnessed a remarkable
development in liaising between the labour market and helped to create more job
opportunities, but the reform introduced at this stage has been criticised for it was
characterised by the poor control of pedagogical structures and the increased numbers of
students and the inappropriateness of the course content and methods of teaching (Trouzin,
2012).

From 1980 to 1989, a number of improvements and reinforcement measures were taken
to ensure the support of the needs of the nation’s economy through the higher education sector.
First the explicit integration of higher education into the national planning process. This is
reflected in the 1982 university map, which was updated in 1984 and reflects the annual needs
of graduates and their disciplines. The second procedure relates to the reorganisation of the
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different disciplines and specialities. The third is the steering and proliferation procedures.
The aim is to improve the students’ learning quality through the development of university
enrolment programmes to guide new baccalaureate holders (Official website of the Ministry
of Higher Education and Scientific Research, 2023). Djillali (2013) indicated that this phase
has been characterised by the increase of the number of students, over crowdedness of
classrooms, lack of specialised teachers and the lack of facilities and equipment. The six-unit
study system was introduced in this phase of reform. This phase has also witnessed the rapid
growth of Arabisation ‘as part of a decolonisation agenda of higher education (Jacob, 2020)’
which has reached over 90% in the humanities and legal sciences in 1989. Bouchikhi and
Barka (2017) indicated that at Independence from the French colonialism, higher education
in Algeria was faced with a large deficit of teachers who mastered the Arabic language. This
resulted in an urgent call for cooperation with the Arab world. Yet, this process was limited

owing to the lack of necessary pedagogical pillars such as Arabic professors.

Phase Three strengthening and rationalisation of the system (1990- 2004)

This phase became known as a structural reform of the University introducing the classical
(old) system, consisting of four years bachelor, two years magister - four years doctorate and
it has been marked by several changes since 1999 (Meziane & Mahi, 2010). The first of these
changes being to reintroduce the system of colleges rather than institutes. This phase has also
known an expansion in the university number and locations with the establishment of
universities and other university centres, annexes to universities, higher schools and institutes
in forty- eight states of the country at that time. Six university centres were established in the
regions: of Ouargla, Oum El Bouaghi, Skikda, Jijel, Saida and Biskra. Consequently, the
higher education sector counts 17 universities, 13 university centres, 6 postgraduate teachers'
schools and 141 national higher education institutes with 12 specialised institutes and schools
(Elzahi, 2016). These types of university institutions will be explained thoroughly in section
2.4.

This reform was criticised for it has been operational without any pre evaluation of the
existing system in order to identify the advantages and disadvantages and benefit from such
findings in the future reform (Meziane & Mahi, 2010). In addition, in this reform,
“massification was a core part, in part motivated by the demographic reality of a large youth
population, but also by explicit policy choices undertaken by the government” ( Bouchikhi &
Barka, 2017, p.46).Moreover, “the reform did not respond to main challenges imposed by the

changing situation of economy, of politics and of the society in Algeria, an important
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shareholder of many European countries”(Sarnou et al., 2012, p.180). This situation led the
government and education policy makers to rethink the higher education system in Algeria

with an aim to attain socio economic development of the country.

Phase Four: the adoption of the Bachelor - Master — Doctorate higher education system
(2004- today)

In the academic year 2004- 2005, the higher education sector had witnessed the adoption
of new system that stands for the bachelor, master and doctorate (BMD). The new system is
based on a three-cycle degree framework that aims to make the Algerian higher education
system more compatible and comparable with the European and international standards
making radical changes to pedagogical process. The LMD system as indicated Metatla (2016)
seeks to improve the quality and diversity of university education, as well as to promote the
mobility of students and academic staff. This system organises the studies into semesters and
educational units, which are grouped into four categories: fundamental, methodological,
discovery and transversal units. (Official website of the Ministry of Higher Education and
Scientific Research, 2023).

As indicated above the higher education system in Algeria follows the bachelor-master-
doctorate (BMD) system. The first level is the bachelor's degree, which typically takes three
years consisted of six semesters of study. It provides students with a solid foundation in their
chosen field of study with the goal of enabling the student to enter directly into the world of
work or to enrol for the master’s course. After completing their bachelor's degree, students
can pursue a master's degree, which usually takes two years. This stage consists of four
semesters accessible for every student who holds an academic or a professional Bachelor
certificate and meets the required conditions set by the chosen university. It involves more
specialised coursework and research that prepares students for high levels of performance and
skill (professional master) or for scientific research directed from the beginning to carry out
research activity in the university environment (research master). Finally, students can pursue
a doctorate degree, which typically takes three to five years and involves original research

that contributes to the advancement of knowledge in their field.

The BMD system is designed to provide students with a clear path for advancing their
education and career prospects, while also ensuring that they have the necessary skills and
knowledge to succeed in their chosen field. This system is also operational in neighbouring

countries such as Tunisiaand Morocco as they have adopted it since 2004 as well. The status
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of the higher education in these countries is almost similar to the Algerian one as described
Meziane and mahi (2010): “it is common knowledge that Arab universities, and Maghreb
universities in particular, still suffer from weaknesses on several levels, including aspects of
management, staffing, pedagogy, quality of structures and conditions of student admissions,
etc” (p.268). Despite this situation, these countries aspire for the development of this sector
and work towards the adaptation of global trends through different reforms. The BMD system
has helped to modernise Algeria's higher education by making it more competitive on the
global level. The LMD system has been praised for its potential to produce human capital and

to harmonise the Algerian higher education sector with the rest of the world (Melouk, 2013).

Since then, the sector grew over 58 provinces in the academic year 2019-2020 to 106
higher education establishments: 50 universities, 13 university centres, 20 national high
schools, 10 normal high schools, 11 higher schools for teachers, and 2 university annexes,
59,000 teachers and over 1.7 million students, of which 60% are female (Department of
Higher Education and Scientific Research. Algeria, 2020). The country is also home to several
research centres and institutes that are engaged in cutting-edge research in fields such as

renewable energy, biotechnology, and nanotechnology.

Overall, the country's progress since independence demonstrates its commitment to
investing in human capital development through higher education as the sector was and
remains the cornerstone of any genuine development initiative for a country. Consequently,
investing in this sector cannot be overlooked by countries aspiring to join the knowledge
global community (Meziane & Mahi, 2010). However, Algeria still faces significant
challenges in its higher education system and thus there is still much work to be done to fully
apprehend Algeria's potential as a leader in higher education within Africa and beyond.

2.4 Types of Higher Education Institutions in Algeria
Higher education in Algeria is delivered in different types of establishments going from
universities, university centres and schools. There are also Institutes of Applied Science and
Technology (IAST) created within universities. Some of these establishments are to be

summarised in Table 2.1 as defined by Souleh (2017).
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Table 2.1

Higher Education Institutions in Algeria

Type of institution

Description

Durham University

Qualification awarded

University

University Centre

National High School

Normal High School

Large student populations
which are distributed among
several faculties and
departments, suggested fields
and branches of training, as
well as training in medical
and veterinary sciences.

A small university that

contains few departments

with few specialities built to
fulfil the needs of far and
isolated places.

Institutions  specialised in

trade, management, human

science and technical
science.

e a limited number of
students.

e A  specialised and
targeted training.

e Accessed only by very
highly skilled students as
enrolment rates are very
high.

Prepare and train students to

be teachers at primary,

middle and  secondary

education only.

18

UG/ PG Degrees

UG/ PG
Degrees

Vocational Qualification

Vocational qualification



Amira CHERGUI Durham University

Preparatory School Intensive program of a two UG Degree
year period to prepare
students to take the test and
study in the National High
school.
Note. From (Souleh, 2017).

These establishments could also be divided in terms of being:

Public scientific, cultural and professional establishments which are directly supervised by
the Ministry of Higher Education and Scientific Research such as the university of Algiersl,
University of Constantine Mentouri 1 and Oum EI Bouaghi University.

Public administrative establishments attached to other ministries but whose educational
activities are supervised by the Ministry of Higher Education and Scientific Research such as
the Banking graduate school that is attached to the bank of Algiers and the ministry of
commerce.

Private higher education institutions: Algeria has only 15 state-recognised private higher
education institutions whose educational activities are supervised by the Ministry of Higher
Education and Scientific Research and belong to the private sector such as the Hotel and
Catering School and the Higher Institute of Sciences . Meyer et al. (2022) clarified that:
“Private higher education institutions have only been officially recognised very recently ‘as
of mid-2017’. There are only 14 of them and they still represent a very small number of
students and teachers” (2022, p.5). More applications to authorise the opening of private
higher education institutions are under consideration. (Department of Scientific Research and
Technological Development, 2019).

Furthermore, these higher education establishments have different subjects as per
languages, history/geography, philosophy, mathematics, music and natural sciences. They are
designed along 14 domains, namely law, sciences and technology, social sciences, foreign
languages, Arabic language and literature, material sciences, mathematics and informatics,
natural and life sciences, sciences of earth and the universe, sciences of economics,
management and commerce, arts, sports, Amazigh (Berber) language and culture. In addition
to medical studies that has a number of specialities mentioning first, medicine, then pharmacy,
dentistry and lastly veterinary sciences and all of these domains are in turn divided into more

branches. (Department of Higher Education and Scientific Research, 2020).
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2.5 The BMD System in Algeria
After a brief explanation and description of the Algerian higher education sector, its
history and reforms, | will address particularly in this section the most recent reform that
underwent the Algerian higher education. The reform was based on the BMD system that was
adopted in the last two decades. It is the focus of the context of the current study and the

current section.

The Bachelor's — Master's - Doctorate system (BMD) was implemented from 2004 as
had all the other Maghreb countries replacing the old classical system that did not respond to
the main challenges imposed by the changing situation of economy, politics and society in
Algeria. Hamzaoui (2021) explained that “the classical system which is consisted of four
years license, two years magister and four years doctorate system, did not reply to the major
challenges laid down by the changing situation of economy, of politics and of the society in
Algeria” (p. 134). The system was integrated since Algeria’s independence, but it did not
function neither in favour of developing the quality of higher education and scientific research
nor for responding to the country’s situation and needs. Benziane (2004) have also pointed
out to the idea that “the system as now constituted is completely lacking in preparation for
conducting research”(p.111). Additionally, as Hamzaoui declared: “there was a serious
disagreement between market requests, social requests and what the university produced”
(2021, p. 134). Therefore, it was necessary to re-think the higher education system in Algeria
and to apply major reforms to deal with the new global trends of higher education and

scientific research.

The BMD system is a set of objectives aimed at transforming higher education within
the framework of the Bologna Process set on 1999. The group of European countries believed
in the indispensable role of knowledge in the process of social and human development.
Meziane and Mahi (2010) pointed out that: “it was deemed necessary to give citizens the
necessary competencies to meet the challenges of the new millennium with an awareness of
common social and cultural values that would develop a mutual social and cultural outlook”
(p.270). Djebbari (2016) advocated that it was expected to improve the teaching quality
according to the social and economic demand; achieve a harmony in the interactions between
the university and the global developments; encourage international cooperation, mobility and
diversity and lastly to lay the foundations of good governance based on consultation and
participation of all parties including government, policy makers, teachers and students.
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Consequently, the BMD system brought new ideas related to pedagogic practices;
some of them can be summarised as follows: first, the system developed some regulations
concerning assessment, student/ teacher roles and the teaching and learning approaches.
Assessment became flexible and established on the grounds of either continuous/ regular
control or by a final exam or a combination of the two modes of control, but priority is
supposedly given to continuous evaluation. Second, the BMD system has also transformed
the role of the student who was the passive agent in the learning and teaching process to
become the active one whom the learning and teaching situation is centred upon. Third, it
brought the Communicative approach as well to teaching which is being implemented in the

Algerian university almost in all subjects and specialties (Sarnou et al., 2012).

Furthermore, and concerning the structure of the courses, teaching in the BMD higher
education system became a process organised into semesters made up of teaching units where
success is conditioned by the accumulation of a number of credits presented in Figure 2.1.
Courses are categorised into fields of study, and a field of study is a coherent whole
comprising several disciplines. Due to the large number of students, courses at university level
encompass lectures as well as face-to-face seminars and some practical work instructed in
Arabic language except for the foreign languages which are taught in these target languages.
Independent work is also an essential component of the student's training and is assessed and
graded. As the vocational programmes at the Institutes of Applied Science and Technology
receive small numbers of students, practical teaching both at the institute and in the field
accounts for a significant part of the courses (Education, Audio-visual and Culture Executive
Agency, 2018, p.01).
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Figure 2.1

The LMD: A Three Cycle System

N
Doctorate: at least 3 years of
research
J
)
Master: Vocational or Academic
120 Credits
J
)
Licence/ Bachelor: 180 Credits
J

Baccalaureate: 10/20 Pass grade

Indeed, the BMD system was expected to be more beneficial and valuable for both
students and teachers in comparison with the classical system applied during the previous
years. Mainly, due to the set of objectives that aimed at offering a great number of
employment opportunities, profound acquisition of English language as the world’s first
language and an endorsed knowledge and skills improvement in addition to internationally
recognised degrees in the sense that internationalisation which indicates a series of
international activities such as academic mobility for students and teachers; international
collaboration, partnerships and projects; new international academic programs and research
initiatives (Knight, 2008).

Despite the many reforms and achievement so far, many studies pointed out to the failure
of this system. In this regard, Megnounif (2010) maintained that despite the settled ideal
objectives, a number of limits are diagnosed. This denotes that the system has been
unsuccessful in achieving its main goals as still the teaching and learning quality at university
level is decaying. A study by Hamzaoui (2021) found that the majority of students and
teachers in her research are unsatisfied with the current reforms achieved by the Algerian

government and they preferred the classical system instead of the BMD one. She clarified that
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her participants asserted that the BMD system focuses on their progress from one year to
another and neglects their academic progress and quality training which signifies its provision
of quantity rather than quality. Hamzaoui (2021) has also explained that from the participants’
perspectives this system has malfunctioned in comparison with the old one because it does
not open doors for job opportunities and scholarships as it has been oppositely thought at the
onset of its implementation. The participants of the study worried about their professional
career, low educational level and the syllabus load besides the lack of time associated with
this flaw. Sarnou et al. (2012) have also advocated that the system was malfunctioning since
“ there was a serious disagreement between social demands, market demands and what the

university produced” (p.180).

Many studies have pointed out to the idea that the system is ineffective due to
massification policy that led to a massive access of higher education” (Bouchikhi & Barka,
2017). The researchers clarified that: “massification was a core part of the reform, in part
motivated by the demographic reality of a large youth population, but also by explicit policy
choices undertaken by the government. The application of massification policies in Algeria
led to a trend of favouring quantity over quality” (Bouchikhi & Barka, 2017, p.46).
Massification policies that characterise these reforms is seen as an obstacle for increasing the
quality of education. In the same line of thought, Meziane and Mahi (2010) declared that:
“with reforms of higher education in the early eighties, involving programs and evaluation,
and in the late nineties, involving restructuring, as well as with the continuing increase in the
number of students, the balance between quantity and quality began to waver; levels of student
achievement started to decline, and the gap between training and market requirements
progressively widened” (p.267). Another study findings have also shown that university
massification has had the opposite effect by training graduates doomed to unemployment and

expatriation (Noui, 2020).

This brings us to the point where we keep thinking if this system is a challenging step to
academic progress of students and their professional training. The poor standards surrounding
the BMD system stated earlier lead us to think about the status of critical thinking at the
Algerian university particularly as many educators (Benouar, 2013; Melouah, 2017; Achoura
& Merrouche, 2021) argued that critical thinking which is considered highly important is
missing in reality. Many questions may rise here as about whether the methods implemented
to teaching are really effective for critical thinking development? Does this system

realistically foster students’ critical thinking development? What are the challenges that
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hinder the support of students’ critical thinking development? And many more questions that

need some justification.

2.6 Critical thinking within the Algerian Higher Education System

When it comes to critical thinking, there have been some theoretical claims from the
government embedded within the reforms that the higher education sector underwent about
making more efforts to promote this higher level skill. In the 215 century, the major concern
of the higher education systems globally has shifted to preparing effective citizens who think
productively in their society and in turn lead to attain innovation within the economic and
socio-cultural aspects of their community (Souleh, 2014). Forbes (2018) advocated that:
“critical thinking has become a central tenet of tertiary level education and often forms an
explicit part of courses and assessment criteria across a wide range of disciplines” (p. 433)
and hence, many scholars claimed that “it would be useful if the university offered programs
providing high-quality opportunities to the students to expose themselves to conflicting
frames of reference and sometimes even combining professional preparation with the
development of the ability to think critically” (Karalis, Sotiropoulos, and Kampeza 2007;
Karalis, 2010 as cited in Raikou and Karalis, 2016).

The world of today is developing so fast, and Algeria is no exception to follow the same
path as other countries are working on helping students develop decision making, allow them
the freedom to argue and be creative besides promoting their critical thinking skills (It should
be noted here that it is still debated whether critical thinking is a skill or an ability as there is
no agreement till now on a precise and concise definition of the concept of critical thinking.
This is an issue that will be addressed more fully in the next chapter). In the context of foreign
language teaching for example, a study by Melouah (2017) asserts that teachers need to
consider developing students' critical thinking when designing foreign language curricula
because of the close relationship between language development and thinking, besides, the
teaching of critical thinking is very effective for students' achievement and success in the 21st
century. Melouah (2017) also claims that “in Algeria, critical thinking has not yet been
permeated across EFL (English as a Foreign Language) university curriculum and many
English language classes fail to teach critical thinking” (p.9864). Moreover, a mixed-methods
study by Benmouhoub and Boukhedimi (2019) that explored students’ attitudes towards their
teachers’ assessment and their critical thinking in the field of EFL confirmed that students
lack critical thinking skills: “the study findings demonstrated that the students lack critical

thinking skills due to the type of assessment practice adopted in higher education, as well as
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their language incompetence, shyness and fear of evaluation” (p.126). Clearly, students lack

critical thinking skills in different contexts and disciplines.

Students who graduate from Algerian universities from the many different disciplines
lack critical thinking skills by the time they graduate from their universities. As Djillali
Benouar (2013) described that due to the lack of organisation in the public sector and the
limited strength of the private sector, the country is facing a persistent issue of having an
excess number of university graduates but a shortage of workers with the desired skills
demanded by employers. This is evident in foreign companies operating in Algeria, who are
hiring workers from their own countries instead of recruiting local individuals who lack the
necessary skills, thus worsening unemployment levels. There is a mismatch between graduate
competencies and labour market demands as Sarnou et al. (2012) indicated: “there was a
serious disagreement between social demands, market demands and what the university
produced” (p.180). This truly could be linked to the lack of other competencies and skills, yet
critical thinking is still one of these essential 21% skills and competences that are lacking and

this issue has become a significant concern in higher education (Melouah, 2017).

In a recent study done by Merrouche and Achoura (2021) exploring the teaching of critical
thinking in the Algerian secondary school within EFL classes, the researchers investigated, in
the first place, whether the teachers believe that they teach critical thinking to their learners,
and they have also explored whether these teachers really teach it in their classes by
comparing the results of both the questionnaire and the classroom observation conducted with
76 teachers. The results of this mixed methods study displayed a clear absence of the teaching
of critical thinking although the teachers believed that they teach it. The researchers concluded
that, “the findings of this study add to the existing research evidence that the teaching of
critical thinking is still ‘appended ’to, if not, absent in the Algerian EFL class” (2021, p.774).
This clearly shows the unfortunate status of critical thinking in one of the Algerian educational
contexts that is highly related to the higher education sector although the Algerian curriculum
designers and policy makers set clear aims, objectives and recommendations concerning the
teaching approaches to be used to help learners develop their critical thinking within the
lesson planning such as posing questions, arguing, debating and comparing or using reflective
and problem-solving learning and so on (Baghoussi, 2021), but expectations do not always
reflect reality (Merrouche and Achoura, 2021).
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when discussing the reasons why developing critical thinking is to some extent neglected
at the level of university, the literature (Achoura & Merrouche, 2021; Zebbouchi & Bacher,
2021) held that it is due may be to the lack of an agreement about the concept itself as views
are differing to what it means and how it should be promoted in classrooms. Ketabi et al.
(2013) argued that the vast majority of teachers have very simplistic and general conceptions
and lack details about what critical thinking actually means. Besides, it is due to the
negligence of the policy makers and the government itself of the importance of the training
provided to teachers in regard to critical thinking and its inclusion within the different forms
of evaluation and student assessment. In the Algerian context, Melouah (2017) had also
claimed that there is a widespread belief that, in practice, critical thinking has not been fully
integrated into the curriculum particularly in the EFL classes. It has not been established as a
separate subject or incorporated into the teaching methods. Other researchers pointed out that
“we cannot aspire to see good future critical learners without good critical teachers, but at the
same time, teachers alone cannot take this responsibility since it is shared by every member

of the educational community” (Achoura &Merrouche, 2021, p.774).

For the highly advocated importance of critical thinking, developing students’ critical
thinking should be the benchmark of higher education considering that the productive and
effective citizens are the ones who have succeeded to develop their critical thinking (Marin
& Halpern, 2011). The development of students' critical ability is seen as a means of
empowerment, not just within students' careers in higher education, but for life beyond
(Harvey & Knight, 1996 as cited in Walker & Finney, 2006). The hope is that autonomous
and independent individuals able to engage in critical thinking will build a better world
through predetermined plans and redefined perspectives ( Mezirow, 2006).

Overall, critical thinking situation within the Algerian higher education is still struggling;
therefore, there is a need for educators to understand this concept first to be able to support
promoting students’ critical thinking skills for the benefit of their society’s needs. Henceforth,
the Algerian higher education is one of these many systems that should make huge efforts to
achieve this prominent goal to produce graduates who are capable of thinking critically and
creatively for solving complex problems and contributing to the development of their

communities.
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2.7 Conclusion

The chapter presented the background for the current study by showcasing the Algerian
higher education and the reforms that underwent the system besides exploring the state of
critical thinking in this context. Clearly, fostering critical thinking is still a difficult process
for higher education in Algeria. Yet, it is important to recognise the value of critical thinking
and its potential to improve the quality of education in Algeria. By prioritising critical thinking
in higher education, Algeria can equip its students with the skills necessary to succeed in a
rapidly changing global economy and contribute to the development of a more prosperous
society. Thus, efforts should be made to promote critical thinking skills among students and
educators alike. Yet, let us first investigate critical thinking particularly as it is a debatable
and complex concept. The next chapter then will be a review of the literature discussing
critical thinking and the surrounding debates.
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Chapter Three: Critical Thinking: A Literature Review

3.1 Introduction

The literature (Keighley & Browne, 2013; Ennis, 2016; Indrasiene et al., 2019)
suggests that critical thinking contributes to the development and success of the individual
academically as well as throughout daily life experiences. While there is no shortage of
scholarship on critical thinking, there appears to be no widely accepted definition of the
concept(Sanders & Moulenbelt, 2011). Many researchers tried to explain the underpinning
discussions around critical thinking as to how scholars define critical thinking and in what
ways they conceptualise it. “Despite more than four decades of dedicated scholarly work
‘critical thinking’ remains as elusive as ever” (Davies, 2015, p.41). In spite of that, research
in the field settled on the idea that critical thinking is seen as an amorphous concept difficult
to mould in one single definition. A scholar suggests that “academics are not always so clear
about what the concept means, and also not so certain about how the idea is best conveyed to
students in their studies” (Moore, 2013, p. 506). In part, this is because critical thinking is
highly complex in nature (Moon, 2008), and in part because scholars exploring critical
thinking come from academic disciplines which differ greatly in theory and practice namely,

philosophy, education, history, cultural studies and psychology.

The situation has been also described by Atkinson who stated that “academics
normally considered masters of precise definition seem almost unwilling or unable to define
critical thinking. Rather, they often appear to take the concept on faith, perhaps as a self-
evident foundation of western thought — such as freedom of speech” (1997, p.74). Undeniably,
there are different approaches to define critical thinking and a number of them will be
discussed in this chapter. This chapter will explore the following issues as well: Is critical
thinking an individual attribute or a social aspiration? Is critical thinking discipline- specific?
What does critical thinking in higher education involve? What are its dimensions? How could
critical thinking be developed at the level of university? And what barriers are believed to
hinder students developing their critical thinking ending with a conclusion to sum up the

discussions contemplated.

The chapter will be comprehensive to cover enough data about critical thinking. The
comprehensiveness of the literature review in my current study on critical thinking in the
Algerian higher education context is justified first by the need to provide a comprehensive

understanding of the topic and its relation to education as a whole and second by the necessity
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of acknowledging the importance of decolonising critical thinking. This is to avoid the sole

reliance on Eurocentric views of the concept of critical thinking.

First, 1 aim to present a holistic view of critical thinking for the concept has been
widely emphasised in the field of education and higher education interrelatedly. The
comprehensiveness of my literature review will then serve multiple purposes by providing a
broad perspective on critical thinking in higher education, establishing a solid foundation for
my research and contextualising critical thinking within the field of education. This
comprehensive approach ensures that my thesis encompasses diverse perspectives and
provides a well-rounded understanding of the topic. Moreover, critical thinking is not limited
to one specific discipline or domain; it permeates various fields within higher education.
Therefore, by including literature from diverse disciplines such as sociology, nursing or
business studies that discuss critical thinking within their respective contexts, | can highlight
its relevance across disciplinary boundaries. By incorporating such literature into my thesis,
| ensure that it encompasses a wide range of ideas and insights while demonstrating its

significance in enhancing teaching and learning practices in higher education institutions.

Second, it is essential to review and incorporate diverse perspectives to ensure a more
comprehensive approach to critical thinking in higher education, and this is because we do not
necessarily have to accept ideas about critical thinking developed in Eurocentric cultures. It is
important to consider that Eurocentrism refers to the dominance of European culture and
history evidenced in its achievements in economy, politics, technology, and the high quality of
life enjoyed by its societies (Sundberg, 2009). Eurocentrism is seen as “a set of empirical beliefs
that frame Europe as the primary engine and architect of world history, the bearer of universal
values and reason, and the pinnacle and therefore model of progress and development”
(Sundberg, 2009, p. 638). Littlewood (1999) pointed out to the idea that we have to be cautious
against the presupposition that specific notions and practices in the West must also be
appropriate or fitting to east Asia or other contexts. In our context, such thoughts could

influence the way critical thinking is taught and understood.

A study by Tan (2017) indicated that we should “refrain from imposing or assuming a
predetermined or universal conception of critical thinking for a particular cultural context” (p,
998). This implies the need to decolonising thoughts about critical thinking. In the current
study, | opted for a comprehensive review to decolonise critical thinking since the concept of

critical thinking is often framed within Eurocentric viewpoints which emphasise independent
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and discerning judgment (Tan, 2017) and that the higher education institutions are calling for
a decolonisation agenda as part of key reforms which take decolonisation works in education
as a critical assessment, contextualisation and challenge of the dominant viewpoint and
traditions of curriculum knowledge (Gandolfi & Rushton, 2022 ). For that reason, Tan (2017)
advocated that it is appropriate, in researching critical thinking in Asia or any other context “to
understand the local culture, how culture interacts with and mediates the learning and
expression of critical thinking, and how educators exercise their agency to advance critical
thinking in schools within existing socio-cultural constraints” (p.989). In this essence, critical
thinking needs to be reviewed from a decolonial point of view where “decolonisation is about
transformative change to fundamental assumptions and practices about how we treat one
another, how we understand knowledge and how we value and reward both student and staff
achievements”(McArthur, 2022, p.1690).

Decolonisation also draws upon understanding the interrelated yet distinct work taking
place locally and worldwide, between seeking diversity in academia, as well as moving beyond
it (Ahmed & Swan, 2006). Decolonising critical thinking is crucial as it challenges the
dominance of western perspectives to recognise diverse knowledge systems and marginalised
voices in academia and society (De Saxe & Trotter-Simons, 2021). Decolonisation helps in the
exploration of alternative ways of understanding and interpreting the world which is the case
of the current study as it involves understanding different viewpoints regarding critical thinking
definition and development. “Decolonisation work does this by amplifying and disseminating
the knowledge and perspectives of peoples that curriculum knowledge has historically silenced
and marginalised” (Moncrieffe, 2022, p.2).Therefore, decolonising critical thinking promotes
a deeper understanding of the concept and necessitates a comprehensive review as part of the

studied context.

The chapter then will be a comprehensive review of literature concerning critical
thinking in which the next sections will then be dedicated to introducing critical thinking
historical background, definitions, dimensions, critical thinking in higher education, its

importance, development and barriers. Each will be discussed thoroughly and respectively.

3.2 History of critical thinking
Critical thinking as a word is rooted in ancient Greek; it derives etymologically from two

words: "kriticos" (discerning judgment) and "kriterion" (standards) which implies the
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development of "discerning judgment based on standards. The teachings of Socrates were
thought pioneering in the debates underpinning critical thinking (469-399 BCE) where he
formulated a method of probing questions and justifying claims to knowledge seeking
evidence through logic which is nowadays known as Socratic questioning. For that reason,

Socrates is considered the father of critical thinking.

Following Socrates’ teachings, Plato, Aristotle, and other Greek philosophers continued
in the critical thinking debates; they have also emphasised the need to prepare and train the
mind for understanding the deep realities of life (Paul et al., 1997). Then in the Renaissance
(15" &16™ Centuries), many researchers recognised the necessity of a systematic founded
reasoning starting from Francis Bakon in England to Descartes in France and Machiavelli in
Italy (Ricci & Su, 2013). Afterwards, several scholars in Europe began to explore critical
thinking in relation to disciplines such as: religion, art, society, human nature, law, economy
and politics. They proceeded with the assumptions of the ancients with the belief that
egocentric views of world must be abandoned in favour of views based entirely on carefully
gathered evidence and sound judgement. After centuries, many scholars extended further the
conception of critical thought recognising its power and hundreds of thinkers from different

disciplines have contributed to its development (Paul et al., 1997).

Consequently, and following the ancients’ teachings and the contributions of numerous
scholars afterwards, more critical thinking research and debates were initiated starting from
Dewey’s philosophy of thinking which was developed the beginning of the 20" century
(Dewey 1916, 1938). The definition of critical thinking as we know it today goes back to John
Dewey (Dellantonio & Pastore, 2021). "Critical thinking then is defined by Dewey (1910) as
active, persistent and careful consideration of any belief or supposed form of knowledge in
the light of the grounds that support it, and the further conclusions to which it tends” (p.6).
This signifies that it aims to a well-founded judgment utilising appropriate evaluative
standards in the attempt to determine the value of something. The importance of developing
children’s thinking skills has increased due to the increase of the complexity and shifting
realities of modern life where the need for generating new knowledge, comprehension,
judgment, and evaluation skills in order to deal with job market requirements have augmented
as well (Alwadai, 2014). However, it was until the 1950's that educators began to teach critical
thinking skills in the classroom as an integral component of the curriculum (Bataineh &

Alazzi, 2009). Later on, the 21 century knew a multitude of research underpinning critical
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thinking because it was seen among the essential core life skills (Smith, 2002.; Alwadai,
2014).

For explaining such a concept, the literature provides several definitions to critical
thinking; some of them are sharing to a greater extent similar content, but others differ greatly.
In this section, some of these prevalent conceptualisations of critical thinking will be
presented. These conceptualisations include Blooms’ taxonomy, the skills and disposition
views, other influential and prominent definitions of critical thinking and lastly definitions

based on the Islamic perspective.

3.3 Critical thinking defined
3.3.1 Bloom’s Taxonomy

First, it is worth mentioning the influential works of Benjamin Bloom in relation to
critical thinking and particularly Bloom's taxonomy that was developed in 1956 where he
chaired a committee to outline educational objectives and assessments for institutions to
implement. It is a framework for categorising educational goals and objectives into different
levels of complexity and specificity and is often used by educators to design learning
objectives and assessments that align with specific levels of cognitive complexity. By doing
so, they can ensure that students are challenged appropriately and have opportunities to
develop higher order thinking skills. The taxonomy is composed of three functional
categories: cognitive, affective and psychomotor. The current study is primarily concerned
with the first category, the cognitive one which in in turn classified into six subcategories :
knowledge, comprehension, application, analysis, synthesis and evaluation.

In this regard, Bloom (1956) defined critical thinking as the ability to effectively use a
set of the six skills when encountering a new situation. The higher levels of critical thinking,
such as analysis, synthesis, and evaluation are often considered to be the most important
aspects of critical thinking and each of the six levels builds on the previous one (Stayanchi,
2017). In simpler terms, in Bloom’s taxonomy, critical thinking involves being able to think
critically and creatively in order to solve problems and make informed decisions. It requires
the ability to analyse information, synthesise ideas from multiple sources, and evaluate
evidence in order to draw conclusions. Figure 3.1 explains the six levels of Bloom’s

taxonomy and what they include precisely.
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Figure 3.1

Bloom’s Taxonomy(1956) summarised (Adapted from Anderson & Krathwohl, 2001)

roduce new or original work.
mble, construct, conjecture,
ate, author, investigate

EVALUATE: Justify a stand or decision; Appraise,
argue, defend, judge, select, support, value critique,
weigh

among ideas.
compare, contrast,
, question, test

UNDERSTAND: Explain ideas or concepts. Classify, describe,
discuss, explain, identify, locate recognise, report, select, translate

The taxonomy appeared to be useful and significant for its elegance, simplicity, and

versatility as indicated in the works of Nentl and Zietlow (2008). They explained that the

taxonomy is elegant and simple due to the occurrence of the learning process in linear and
hierarchical patterns. This implies that simplistic learning such as concrete knowledge,
comprehension, and application must necessarily occur before learners can engage in more
sophisticated and creative learning such as analysis, synthesis, and evaluation. The versatility,
however, is seen in its application for all levels of education as well as across the disciplines.
yet, the taxonomy has been revised several times since then and was so much criticised. For
instance, Amer (2006) and Startalk (2009) highlighted that the current world differs greatly
from the time when Bloom developed his taxonomy in 1956, as educators now have a better

understanding of how learning occurs and what elements it involves and how educators should
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deliver their lectures. As a result, it is evident that the taxonomy has limitations and there is a
need for a more suitable framework for a learner centred approach.

Hyder and Bhamani (2016) have also indicated that the taxonomy was critiqued by
inspecting its implications on segmentation of knowledge application into a hierarchical
model which may limit learners, particularly those in higher education, restrain their
acquisition of a concept and impede students’ learning and motivation while undergoing such
an intensive, structured assessment of those learning outcomes. Moreover, the taxonomy was
criticised for it oversimplified the nature of thought and its relationship to learning as observed
clearly in the diagram above (Furst, 1994 as cited in Soozandehfar & Adeli, 2016 ). Still,
Bloom’s taxonomy is the most influential among the teaching philosophies until today
(Soozandehfar & Adeli, 2016).

3.3.2 Critical thinking: the cognitive and dispositional dimensions
Other than the conceptualisation provided above (Section 3.3.1) in bloom’s taxonomy,
other classifications with the aim to define critical thinking have emerged. Davies and Barnett
(2015) claimed that the definitions of critical thinking could be grouped into two broad
categories: cognitive elements including argumentation, inference making, and reflective
judgment and propensity elements including dispositions, abilities, and attitudes. These

categories will be explained thoroughly and respectively in the next sections.

3.3.2.1  The skill-based view of critical thinking

A number of researchers claim that critical thinking can be approached as a set of cognitive
skills used in “solving problems, formulating inferences, calculating likelihoods, and making
decisions” (Halpern, 2014, p.8). Scholars such as Walker and Finney (2006) in (Hammersley-
Fletcher & Hanley, 2016) see critical thinking as “a process of continuously testing and
refining hypotheses, a process of engaging in falsification in order to arrive at a reliable
truth”(p.981). Whilst this view is valuable for explaining how ideas become refined through
logical processes, critical thinking might be reduced to a merely technical procedure,
overlooking its sensitivity to its context. Critical thinking is also seen as “a skilful, responsible
thinking that facilitates good judgment” (Lipman 1988, p.39) and as “thinking aimed at
forming a judgment” (Bailin et al., 1999, p.287). Abrami et al. (2015) added that “critical
thinking (CT) is purposeful, self-regulatory judgment that results in interpretation, analysis,
evaluation, and inference, as well as explanations of the considerations on which that
judgment is based” (p.275). The cognitive dimension of critical thinking emphasises logical

thinking through the use of a range of skills where an individual attempts to understand a
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problem and to come up with reasonable solutions or decisions to be made. This dimension
has been the most researched and there are numerous instruments dedicated to its

measurement (Sosu, 2013).

The skills dimension of critical thinking implies the ability to understand problems and
develop reasoned solutions to them (Sosu, 2013). Butterworth and Thwaites (2013)
emphasised that critical thinking is not only directed at arguments; it also incorporates items
of evidence, statements, assertions, explanations, dialogues, statistics, news stories, etc. Thus,
the cognitive critical thinking skills noted involve interpretation, analysis, inference,
explanation, evaluation, and some element of metacognition or self-regulation (Halonen
1995, pp. 92-93). Davies and Barnet (2015) used a framework designed by Wales and Nardi
(1984) to classify these skills under four main categories which are summarised in Table 3.1
(see Table 3.1).

Table 3.1

Cognitive Thinking Skills

Lower level thinking Higher level Complex thinking Metacognitive skills
skills thinking skills skills
Foundation thinking Thinking skills Complex thinking Thinking about
thinking

e Interpreting e Analysing e Evaluating e Metacognition
e Identifying claims arguments e Self-regulation

assumptions e Synthesising e Reasoning
e Asking questions claims verbally

for clarification e Predicting e Inference

making
e Problem solving

Note. From (Davies & Barnet, 2015).

Kuhn (1999) also recognised critical thinking as metacognition that focuses on

specific intellectual skills and involves cognitive and metacognitive competencies. For Kuhn,
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metacognition is essentially important in the process of learning. Moreover, based on Paul
and Elder (2005) thoughts, Mulcahy (2008) indicated that a critical thinker is skilled in three
dimensions: analytic, evaluative, and creative thinking. He also believes that “critical thinking
is also a process whereby a person reflects upon his/her own thinking process so as to create

clear, well-reasoned ideas for the benefit of him/herself and others” (Mulcahy, 2008, p.17).

Seemingly, critical thinking is more than good thinking or reflecting on your thinking.
This subset of the cognitive skills is a complex process that implicates questioning, evaluating,
changing viewpoints and calculating possibilities and above that deciding on new actions.
However, these definitions are somewhat limiting by not necessitating for any commitment
to action on the part of the critical thinker 1i.e., its application and practice (Davies & Barnett,

2015).

3.3.2.2 Critical thinking as dispositions

Interest in the dispositional dimension of critical thinking, as opposed to the skill
dimension, is rather a recent phenomenon (Darby & Rashid, 2017). However, there is now
evidence relating the disposition towards critical thinking to the use of higher-order thinking
skills in problem solving (Alvarez-Huerta et al., 2022 ). One of the leading scholars in the
field of critical thinking research is Robert Ennis. His works inspired so many contributions
to the literature concerning critical thinking definition, models and assessment. Ennis (1980)
considers critical thinking as a reasonable reflective thinking focused on deciding what to
believe or do; accordingly, the ideal critical thinker can be characterised by interdependent
and overlapping sets of twelve dispositions and eighteen abilities which constitute a
streamlined conception (Davies & Barnett, 2015). It is worth noting that the ability to think
critically is different from the disposition to do so (Ennis, 1985). The dispositions are different
from skills in that they are seen as personal attributes or attitudes (Dewey, 1933) and unlike
skills, dispositions cannot be taught but are nurtured through modelling activities (Reece,
2002, cited in khatib & Shakouri, 2013). These dispositions are also described as a nexus of
attitudes, intentions, values, and beliefs which distinguish one’s character or personality
which implies that they work as a person’s consistent internal motivation to act toward, or to
respond to persons, events, or circumstances in habitual, and yet potentially malleable, ways.
Dispositions are not arguments or judgments, but affective states. They include critical
thinking attitudes and a sense of psychological readiness of the human being to be critical

(Facione et al., 2000).
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The dispositions described in Ennis’s definition modified including the critical
thinking abilities have been over the years for precision only without any change of the basic

ideas. They are summarised in Table 3.2 and Table 3.3.
Table 2.2

Critical Thinking Dispositions

Number  Disposition

1. Seek and offer clear statements of the thesis or question,

2. Seek and offer clear reasons,

3. Try to be well informed,

4. Use credible sources and observations, and usually mention them,
5. Take into account the total situation

6. Keep in mind the basic concern in the context,

7. Be alert for alternatives,

8. Be open-minded

a. seriously consider other points of view

b. withhold judgment when the evidence and reasons are insufficient,

9. Take a position and change a position when the evidence and reasons are
sufficient,
10. Seek as much precision as the situation requires,
11. Try to “get it right” to the extent possible or feasible, and
12. Employ their critical thinking abilities.

Note. From Ennis (1991).
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Table 3.3

Critical Thinking Abilities

Number  Abilities

1. Have a focus and pursue it

2. Analyse arguments

3. Ask and answer clarification questions

4. Understand and use graphs and maths

5. Judge the credibility of a source

6. Observe and judge observation reports

7. Use their background knowledge, knowledge of the situation, and previously

established conclusions
8. Deduce and judge deductions

9. Make and judge inductive inferences and arguments (both enumerative

induction and best-explanation reasoning)

10. Make and judge, value judgments

11. Define terms and judge definitions

12. Handle equivocation appropriately

13. Attribute and judge unstated assumptions

14. Think suppositionally

15. Deal with fallacy labels

16. Be aware of and check the quality of their own thinking (metacognition)
17. Deal with things in an orderly manner

18. Deal with rhetorical strategies

Note. From Ennis (1991)
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On this basis, Ennis (2016) urges further development of critical thinking teaching,
assessment, and curriculum and he insists not only on the development of a course focused
on general critical thinking abilities and dispositions, but also on the infusion of general
critical thinking in subject-specific courses and promoting subject-specific critical thinking
dispositions and abilities. Ennis’s (1992) distinction between dispositions and abilities is
useful in characterising the field of critical thinking. In terms of dispositions, critical thinkers
are concerned by whether their beliefs are true, and their decisions are justified; their positions
are reasonable, honest, and clear; and that others’ views and feelings are respected. In terms
of abilities, critical thinkers have the skills to clarify; justify the basis for decisions; infer, both
deductively and inductively; make suppositions; and approach problems with equanimity, due
sequence, and propriety with regard to rhetorical strategy. Thus, based on the works of Ennis,
we can infer that critical thinking is central to taking a stand and judging issues. Henceforth,
it suggests being cautious about accepting others’ ideas and questioning our understanding of
things especially those taken for granted. Critical thinking encourages not only challenging
our ideas, but also an effort to produce and develop new ones. By getting involved with an
original viewpoint and think critically about it, one can come to different conclusions and
make an original contribution to this knowledge having instilled principles of reason and logic

specific to the discipline.

Ennis’s theory demonstrates the significance and practical power of critical thinking.
It was modified over the years, but the basic ideas have not changed so far. Yet, in disagreeing
with the approach of Ennis for critical thinking, opponent scholars are cautious about claims
of that kind and favours identifying critical thinking as providing a tentative scepticism rather
than a justification of a set of beliefs or tools for making judgments and action (Lipman,
2003). “Ennis’s work, while substantial, suffers from an inattention to knowledge production
and invention as, first and foremost, rhetorically constituted” (Rademaekers & Detweiler,
2019, p.6). This suggests that although Ennis's work is significant, yet it neglects to
acknowledge that the production and invention of knowledge are fundamentally shaped by
rhetoric. His contributions to critical thinking research have advanced discussions in higher
education from vague generalisations to a well-defined framework that can be incorporated

into curricula (Rademaekers & Detweiler 2019).
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3.3.2.3 The skills plus the disposition view of critical thinking

A more recent standpoint which combines different elements from other definitions of
critical thinking suggests that the concept is a combination of “the propensity and skills to
engage in activity and ‘mental activity’ with reflective scepticism focused on deciding what
to believe or do” (Fasko, 2003, p. 8). Critical thinking then is seen in terms of a combination
of skills, knowledge, and attitudes including cognitive and affective features (Facione 1990;
McPeck 1981; Paul 1981). This view of critical thinking necessitates that both the propensity
and skills elements should work together for critical thinking to be exercised because each of
these elements does not occur in isolation. McPeck (1981) suggested that “one must develop
the disposition to use those skills” (p.3). This denotes the importance of the two facets of
critical thinking: namely, dispositions and skills. A strong overall disposition towards critical
thinking is fundamental for insuring the use of critical thinking skills outside the narrow
instructional setting (Facione et al, 2000). “If we want our students to be both willing and able
to engage in critical thinking, and we do, then we have to include both in school and
professional development curricula in our instructional assignments, and in our educational
outcomes assessments. Why? Because being skilled does not assure one is disposed to use
CT. And, being disposed toward CT does not assure that one is skilled” (Facione, 2000, p.35).

Consequently, a number of empirical studies exploring critical thinking dispositions have
emerged over the las decade. Bataineh and Alazzi ( 2009), in developing a workable definition
of critical thinking relied on Glaser's inventory (1941) of critical thinking comprising of three
elements. These components are: "an attitude of being disposed to consider in a thoughtful
way the problems and subjects that come within the range of one's experience, knowledge of
the methods of logical inquiry and reasoning, and lastly, some skills in applying those

methods" ( Bataineh & Alazzi, 2009, p.58).

In his study aiming to develop a critical thinking disposition scale and to evaluate its
psychometric properties, Sosu (2013) argued that the dispositions to think critically have been
associated with improved academic performance, deep learning, good professional practice,
professional expertise, anxiety, ego-resilience and overcoming cognitive bias in reasoning
programs (El-Sayed et al., 2011; Fahim et al., 2010). Yet, Sosu also declared that this growing
interest in thinking dispositions has not extended to issues exploring their assessment or
measurement despite the high importance of such studies in determining the relationship

between the dispositions and the success of such programs. Sosu (2013) denoted that several
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classifications of important critical thinking dispositions have been described in the literature
deriving from theoretical proposition to define critical thinking as dispositions. Among these

taxonomies, some prominent ones are summarised in the table below (see Table 3.4).

It should be noted that the rationale behind such description of different taxonomies is that
by studying multiple classifications, we can gain a more comprehensive understanding of the
various aspects and components of critical thinking and help ourselves develop a broader
range of dispositions across various domains. We will also be able to identify their strengths
and weaknesses more accurately, allowing us to focus on areas that need improvement (Sosu,
2013). Moreover, this variety of classifications allows researchers and academics to compare
and contrast different frameworks, theories, or models of critical thinking dispositions which
in turn helps advancement in the field by identifying commonalities, differences, or gaps in

existing knowledge.
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Table 3.4

Durham University

Taxonomies of Important Thinking Dispositions

Author

Year

Number

dispositions

of

Examples

Report

APA  Delphi

1990

19

Inquisitiveness; well-informed; alertness to
use critical thinking ; trust in reasoned inquiry.
Self-confidence in one’s own ability to reason;
open-mindedness; flexibility in considering
alternatives; understand opinions of others;
fair-mindedness. Honesty in facing own
biases; prudence in making judgments; revise
views where change is warranted; clarity in
stating concern; working with complexity;
diligence in seeking relevant information;
reasonableness in selecting and applying
criteria; focusing attention on the concern at
hand. Persistence in face of difficulties and

precision.

Facione

Facione

and

1992

Inquisitiveness; open-mindedness;
systematicity; analyticity; truth-seeking.

critical thinking self-confidence; maturity

Perkins,
Jay,

Tishman

and

1993

Broad and adventurous; sustain intellectual
curiosity; clarify and seek

understanding;  planful and  strategic;
intellectually careful; seek and evaluate

reasons; metacognitive

Halonen

1995

Tentativeness, scepticism;  tolerance of

ambiguity; appreciation of individual
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Durham University

differences; regard for ethical practices

Ennis

1996

12

Seek alternatives and be open to them; endorse
a position when it is justified

to do so; well-informed; consider other points
of view; clear about intended

meaning; determine, and maintain focus on,
the conclusion or question; seek

and offer reasons; take into account the total
situation; reflectively aware of

own beliefs; discover and listen to others’ view
and reasons; take into account

others’ feelings and level of understanding; be

concerned about others’ welfare

Halpern

1998

Willingness to engage in and persist at a
complex task, habitual use of plans

and the suppression of impulsive activity;
flexibility or open-mindedness.

willingness to abandon non-productive
strategies in an attempt to self-correct.
awareness of social realities so that thoughts

can become actions.

Note. From (Sosu, 2013)

It should be clearly noted from observing the table, three major points to consider: the

differences in the number of dispositions in each taxonomy, some shared characteristics of

the dispositions identified by the different taxonomies and the prevalence of the notions of

open-mindedness, intellectual curiosity, and reflective thinking in the different taxonomies

(Sosu, 2013). Sosu (2013) argued that the number and characteristics of dispositions identified

in different taxonomies can vary based on the specific framework or model being used. Each

taxonomy may focus on different aspects of dispositions, leading to differences in the traits

identified. For example, one taxonomy may prioritise scepticism and inquisitiveness, while
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another may emphasise open-mindedness and tolerance. Additionally, the prevalence of
notions like open-mindedness, intellectual curiosity, and reflective thinking can also vary
among taxonomies. Some may explicitly highlight these qualities as essential dispositions,
while others may incorporate them within broader categories. Overall, these variations
highlight the importance of considering the goals and perspectives underlying each taxonomy
when examining dispositions. Importantly, this variety provides a lens through which to
understand and cultivate desired dispositions. Educators and researchers can choose the
taxonomy that aligns best with their goals, context, and theoretical framework. In doing so,

still, the debate about dispositional aspects of critical thinking is continuing.

3.3.3 Prominent definitions of critical thinking

Based on the thorough literature in the field of critical thinking, this concept is understood
and explained from different viewpoints. According to Vandermensbrugghe (2004), there are
two main perspectives on defining critical thinking. The first perspective views critical
thinking as the ability to logically reason and evaluate different forms of knowledge. The
second perspective sees critical thinking as the ability to question and challenge established
knowledge and societal norms. The latter definition of critical thinking is rooted in Marxist
ideology, which encourages critical thinking to challenge established knowledge and societal
structures as it aims to analyse historical and social contexts to uncover instances of
exploitation within societies. Similarly, Brookfield reported: “critical thinking is about taking
democracy seriously; it is about identifying and challenging assumptions and exploring and
imagining alternatives” (1987, p.15). Benesh (1993) also argued that critical thinking is a
search for the social, historical, and political roots of conventional knowledge and an
orientation to transform learning. Fisher (2001) claims that critical thinking is a skilful activity
which meets several intellectual principles.

Chen and Rattray (2017) have suggested a working definition of critical thinking based
on Baxter Magolda’s model of critical thinking which can be summarised as the development
of knowledge from absolute to contextual knowing, the ability to work with complex ideas
and provide thorough justifications, the capacity to consider alternatives and solve problems,
a productive cognitive and emotional activity, a purposeful learning process that relates
knowledge to its context, and a concept tied to reflective thinking and metacognition.

Moreover, some definitions of critical thinking mark the socially rooted views that
consider critical thinking as an imperative element for greater awareness, consciousness

raising, emancipation and promoting social justice. These have been emphasised for several
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decades by critical pedagogy (Freire, 2009; Giroux, 1988). As indicated by Mahmoudi et al.
(2014), Freire emphasises the role of critical thought to eliminate deprivation and injustice
from societies believing that the development of an educational plan, which is in line with the
emancipation education, can hopefully pave the way for a basic evolution in education.
Freire’s belief then emphasised that teaching should challenge students to scrutinise power
structures and patterns of inequality within the status quo. Therefore, Freire sees critical
thinking not only as the ability to develop a critical perspective on the world, but also to take
action to transform oppressive structures (Giroux, 2010). This definition highlights the
importance of being aware of power imbalances and encourages individuals to think critically
about how these structures influence individuals’ thoughts and actions to gain a deeper
understanding of social issues and work towards social equity. However, critical thinking
encompasses more than just examining power structures, so a comprehensive definition
should include various aspects. Thus, considering multiple perspectives is crucial for a

thorough understanding of critical thinking.

3.3.4 Critical thinking from an Islamic perspective

The context of this study involves Algeria, which is an Islamic society, this is from where
stems my interest in reviewing the literature that showcases Islamic perceptions of critical
thinking; moreover, Islam brings non-Eurocentric views i.e. a decolonial perspective that
might bring different ontologies and goes along with the study decolonial approach. Critical
thinking is indeed a requisite aspect in non-western thought and in Islamic societies likewise,
as Alnofaie (2013) indicated: “the concepts of critical and creative thinking do exist in
Islam...During periods when Islam was flourishing, it did in fact open doors to critical
thinking and creativity and claims that this type of thinking is limited to Western contexts are
grossly exaggerated” (p. 33). In Islam, believers are encouraged to question and analyse
information before accepting it as truth. Critical thinking is not only encouraged but also seen
as a means of strengthening one's faith and deepening one's understanding of Allah's wisdom

and guidance.

In the Quran, that it is “Allah’s word sent down to Muhammad (peace be upon him) for
guidance and worship” (Deraz, 1957), Allah repeatedly urges Muslims to use their intellect
and reason to understand His message and the world around them. Zhaffar et al. (2016) stated
that: “the concept of critical thinking is based on the verses of the Qu’an which encourages
thinking through the clarification of Ulu Albab features (Al-Qur’an, 3: 190-191), the
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prohibition to follow without reasonable excuse (Al-Qur'an, 5: 104), prohibition to accept
news without checking their authenticity (Al-Qur'an, 49: 6) and a directive to bring or produce
solid evidence as the nature of truthful person (Al-Qu’an, 27:64)” (p.282).

El-Akkad (2013) maintained that all religions mentioned thinking and mind only
implicitly, but Islam explicitly emphasised and commended it as a great activity that should
be used in every matter. The Holy Quran has plenty of examples for teaching essential
processes of thinking and knowledge for training and education, but also, these readers would
comprehend situations concisely for leaning the development of a persuasive critical
argument to reject the naive blind acceptance of authority. Almalki (2019) indicated that
critical thinking in the Quran encompasses the ability to reason, reflect on, and consider an
account, making a conclusion or resolving a problem. it could be characterised by its
consideration of evidence, evaluation of the credibility of sources, examination of proposed
evidence, the avoidance of generalisation and lastly objectivity in making judgements. These
characteristics could be seen in table below (see Table number 3.5) as they exemplify how
the holy Quran urges both people and Muslims particularly to think and to be critical in
judging what they see, hear, do and believe. It also condemns those who fail to engage in
critical thinking in their quest for understanding the truth about the Creator, His Prophets
(peace be upon them), the universe, and the concept of resurrection (Almalki, 2019).

In his study, Malik (2017) indicated that Quran discourages belief and acceptance of
superstitions, wishful thinking, doubt, conjecture and unfounded guessing. Yet, it encourages
critical thinking through Contemplation (tafakur), reflection (tadabbur), understanding
(tafagquh), and reasoning (taakul). These concepts are mentioned in the Quran in various
morphological forms, but all of their nature refer to understanding, analysing, conceptualising,
and being critical where reasoning has been mentioned more than any of the above
terminologies referring to being critical. Quran states: “those who, when they are
admonished with the signs of their Lord, droop not down at them as if they were deaf or blind”
(The Quran, 25: 73). Table 3.5 shows some examples of verses from the Quran urging people
to think critically through the different morphological forms shown above .
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Table 3.5
Critical Thinking in

CONTEMPLATION

Durham University

the Quran

Reflecting upon

creations of Allah

Reflecting on

parables and stories

“Men who celebrate the praises of Allah, standing, sitting, and
lying down on their sides, and contemplate the (wonders of)
creation in the heavens and the earth, (With the thought): "Our
Lord! not for naught Hast Thou created (all) this! Glory to Thee!
Give us salvation from the penalty of the Fire.” The Quran, 3:191.
“If it had been Our will, we should have elevated him with Our
signs; but he inclined to the earth and followed his own vain
desires. His similitude is that of a dog: if you attack him, he lolls
out his tongue, or if you leave him alone, he (still) lolls out his
tongue. That is the similitude of those who reject Our signs; So,
relate the story; perchance they may reflect.” The Quran, 7:176.

Do they not look at the camels, how they are made? And at the sky,
how it is raised high? And at the mountains, how they are fixed
firm? And at the earth, how it is spread out? Therefore, do thou

remind for thou art one to remind.” (Quran 88: 17-21)

“The likeness of the life of the present is as the rain which We send
down from the skies: by its mingling arises the produce of the earth-
which provides food for men and animals: (It grows) till the earth
is clad with its golden ornaments and is decked out (in

beauty): the people to whom it belongs think they have all powers
of disposal over it: There reaches it Our command by night or by
day, and We make it like a harvest clean-mown, as if it had not
flourished only the day before! thus do We explain the Signs in
detail for those who reflect” . The Quran, 10:24.
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Self-reflection and

group reflection

REFLECTION

reflecting on the
Quran itself as a

divine text

UNDERSTANDING

AS A HIGHER
STAGE OF
KNOWING

Durham University

“Say: "l do admonish you on one point: that ye do stand-up before
Allah,- (It may be) in pairs, or (it may be) singly,- and reflect
(within yourselves): your Companion is not possessed: he is no less
than a warner to you, in face of a terrible Penalty.” The Quran,
34:46.

“Do they not consider the Qur'an (with care)? Had it been from
other Than Allah, they would surely have

found therein Much discrepancy.” The Quran, 4:82.

“Do they not ponder over the Word (of Allah), or has anything
(new) come to them that did not come to their fathers of old?” The
Quran, 23:68.

“(Here is) a Book which We have sent down unto thee, full of
blessings, that they may mediate on its Signs, and that men of
understanding may receive admonition” The Quran, 38:29.

“Do they not then earnestly seek to understand the Qur'an, or are
their hearts locked up by them?” The Quran, 47:24.

“Nor should the Believers all go forth together: if a contingent from
every expedition remained behind, they could devote themselves to
studies in religion, and admonish the people when they return to
them,- that thus they (may learn) to guard themselves (against
evil).” The Quran, 9:122.

48



Amira CHERGUI

MORE THAN
LISTENING

REASONING

UNDERSTANDIN
G THE NATURAL
PHENOMENON
AND
COSMOLOGY.

Durham University

“Of them there are some who (pretend to) listen to thee; but We
have thrown veils on their hearts, So they understand it not, and
deafness in their ears; if they saw every one of the signs, not they
will believe in them; in so much that when they come to thee, they
(but) dispute with thee; the Unbelievers say: "These are nothing but

tales of the ancients.” The Quran, 6:25.

Those who turn away from the word of God actually do not try to
understand as the Quran states, “Whenever there cometh down a
Sura, they look at each other, (saying), "Doth anyone see you?"
Then they turn aside: Allah hath turned their hearts (from the light);
for they are a people that understand not” The Quran, 9:127.

and “And who doth more wrong than one who is reminded of the
Signs of his Lord, but turns away from them, forgetting the (deeds)
which his hands have sent forth? Verily We have set veils over their
hearts lest they should understand this, and over their ears,
deafness, if thou callest them to guidance, even then will they never

accept guidance.” The Quran, 18:57.

“Behold! in the creation of the heavens and the earth; in the
alternation of the night and the day; in the sailing of the ships
through the

ocean for the profit of mankind; in the rain which Allah Sends
down from the skies, and the

life which He gives therewith to an earth that is dead; in the beasts
of all kinds that He scatters through the earth; in the change of the
winds, and the clouds which they Trail like their slaves between the
sky and the earth;- (Here) indeed are Signs for a people that are
wise.” The Quran, 2:164.
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God reveals his words and signs so people may reason as the Quran
states, “Thus doth Allah Make clear His Signs to you: In order that
ye may understand.” 62 The Quran, 2:242.

The worst before God are those who do not use their reason as the
Quran states, “For the worst of beasts in the sight of Allah

are the deaf and the dumb,- those who understand not” The Quran,
8:22.

and “Among them are some who (pretend to) listen to thee: But
canst thou make the deaf to hear,- even though they are without
understanding?”” The Quran, 10:42.

Note. From (Malik, 2017).

The Prophet Muhammad (peace be upon him) the Messenger of Allah had also
emphasised the importance of critical thinking stating that seeking knowledge is a duty for
every Muslim. Reading the Islamic instructions that are based on the Prophet's sayings shows
that they encourage critical thinking; for instance, one of the most famous sayings attributed
to him is: "the seeking of knowledge is obligatory for every Muslim". This statement includes
not only memorising information but also questioning, analysing and applying it. It then
emphasises the importance of acquiring knowledge and using critical thinking skills to
understand and interpret it. Additionally, there are several other sayings that encourage
Muslims to think critically and question their beliefs. Prophet Muhammad also played a
significant role to disregard uncritical aspects in the Pagan Arabs society, for instance blindly
accepting ancestral practices and making false allegations (al-Bukhari, No. 18, as cited in
Zhaffar et al, 2016).

Islamic scholars throughout history have emphasised the need for critical thinking in
interpreting religious texts and understanding complex issues. They believe that critical
thinking is essential for understandling the Quran and Hadith, interpreting Islamic law, and
making informed decisions of daily life. Islamic scholars have encouraged Muslims to
question everything and seek knowledge through observation, analysis, and reflection. They
have also emphasised the need for rationality, logic, and evidence-based reasoning in Islamic
discourse. “No religion celebrated human consciousness, awakening and evaluating its
approach to consideration, seeking work, releasing it from the constraints of illusion and
superstition, freeing it from the limitations of proscribed priests and secrets, while
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safeguarding it from dissipation in no field and from undue disorder... No religion did that
like Islam did. There is no religion that draws attention to God” (Kotb, 1980 , p.8). Therefore,
Islamic scholars have always encouraged Muslims to develop their critical thinking skills to
become better Muslims and contribute positively to society. Overall, it should be clear that in
Western or non-Western culture, aspects of critical thinking can be found as they should not

be associated with any particular race or ethnicity (Alnofaie, 2013).

Still, there is so much uncertainty surrounding critical thinking in western or non- western
societies, and as it is of seminal importance in the individuals lives where it contributes to
their development and success academically and as well as in everyday life enabling them to
recognise and negotiate complex issues for themselves and for their society (Ennis, 2016).
“The nature of critical thinking is so complex that it is not easy to synthesise all its aspects in
a single definition” (Nieto & Saiz, 2014, p.202). Yet, much of the definitions provided
advocate some of its most important aspects: cognition, skills and dispositions. It is highly
advocated then to find out more about this concept and how it is understood and practiced by
academics and students, particularly as the concern with critical thinking is tied to its
application in higher education and the lack of sharp focus as to its parameters due to the lack
of agreement about its internal definitions, and the deficiency of curricular space in higher

education to deploy its insights effectively (Lipman, 2003).

Clearly, critical thinking is a complex and multifaceted concept that can be defined in
various ways depending on the context and perspective (Halpern, 2014). It involves the ability
to analyse, evaluate, and synthesise information from different sources, identify assumptions
and biases, ask relevant questions, make logical deductions, and develop informed judgments
or decisions based on evidence and reasoning. Nevertheless, Halpern (1996) pointed out that
the word critical is not meant to indicate finding fault or criticising something as it might be
used pejoratively to describe someone who is always making negative comments. Instead, it
implies “critical” that involves evaluation or judgment, ideally with the goal of providing
useful and accurate feedback that serves to improve the thinking process (Halpern, 1996).
Critical thinking is a dynamic process that can be applied in various domains and everyday
life. “Historically there have been different ways of conceptualising and operationalising
critical thinking. Such variations emerged as a result of disciplinary or epistemological
variations in the way that thought and reason are themselves defined” (Chen & Rattray, 2017,
p.275). Therefore, there is no single or precise definition of critical thinking that can capture

all its dimensions and applications.
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Involving dimensions related to cognition, skills, abilities or disposition, these are
definitions of critical thinking that have pervaded the critical thinking debate for more than
fifty years. These definitions were revealed in the current section to set the scene for the next
sections to further explore critical thinking.

3.4 Critical Thinking as Discipline- Specific

The critical thinking research also distinguishes between two differing views about
critical thinking. The debate distinguishes critical thinking as being either a general attribute
or merely discipline- specific. The generalists view critical thinking as a skill general to all
discipline areas. This means that critical thinking is teachable separately from disciplines by
using various approaches such as dedicated classes on informal logic or techniques of
argument diagramming (Ennis, 1989, p.4). However, the specifists are those who emphasised
that critical thinking could be defined as “the appropriate use of reflective scepticism within
the problem area under consideration” (McPeck, 1981, p.7). It can only be correctly taught
from a disciplinary vintage point and by using the language of the disciplines. McPeck (1981)
highlighted that: “thinking, by definition, is always thinking about some- thing, and that
something can never be ‘everything in general *but must be something in particular” (p. 4).
Henceforth, the key issue underlying these contradicting views is whether critical thinking
should be thought of as some universal, abstract category, or whether it is just a catch all term
that takes in a wide and different array of modes of thinking (Moore, 2011a, p. 262).

Discussions about critical thinking have revealed dissimilarities between different kinds
of critical thinking which directly amount to a rejection of the generalist view (Moore, 2004,
pp. 8-11). The specifists claim that critical thinking is always contextual and intimately tied
to the particular subject matter under consideration (Atkinson, 1997; McPeck, 1992). McPeck
is one of the famous advocates of the relativist view who asserts that “critical thinking exhibits
a good deal of variation, and it is shaped irredeemably by the particular problem area under
consideration” (1981, p.7). McPeck is very confident that there is a discipline basis to such
variation: “just as the rules of a particular game do not necessarily apply to other games, so
certain principles of reason may apply within certain spheres of human experience, but not in
others. A principle in business or law may be fallacious in science or ethics”(1981, p. 72).
Wittgenstein (1958) who argued that the meaning of a word is not fixed or determined by
some inherent essence or definition, but rather by its use in a particular language game or
context. This means that the same word can have multiple meanings depending on the context

in which it is used. On this subject matter of discussion, the term game, for example, cannot
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be limited to a single core of meaning and that each category has its own rules. Critical
thinking is the same; it cannot be limited to a defined set of cognitive operations; however, it
implies the multiplicity of practices, ones that are rooted in the quite individual nature of
different disciplinary language (Moore, 2011a, p. 271).

The argument of the specifists emphasises the idea that critical thinking is differently
established in various disciplines. This is proven through data gathered from Moore’s
interviews with academics from different disciplines such as Philosophy, History and Literary
and Cultural Studies. The participants surveyed believe that critical thinking is constituted in
different ways through their respective disciplines (Moore, 2011a, pp. 263-267). This
position indeed derives from an assessment of a small perspectival data set, but it suggests the
educational reality of critical thinking practices as it does denote that many instances of
critical thinking in the disciplines are hard to define, have different levels of complexity and
do not transfer easily from one context to another. This leads to accepting that critical thinking

is discipline-specific in nature.

It is on this basis and the arguments referred to earlier, the claims of the specifists seem
to be more acceptable and that critical thinking is not a universal or an abstract concept;
therefore, it should be seen as a discipline-specific concept. However, critical thinking can
share some elements from the specifist and the generalist view as critical thinking might be
about questioning ideas, but its application is different in disciplines due to the different

disciplinary ways of thinking and practising.

3.5 The Generalist position in the critical thinking debate

Researchers who take a generalist position within the critical thinking debates argue
that critical thinking skills should be taught as a broad set of skills that can be applied across
various domains and contexts, rather than as a set of domain-specific skills. Some prominent
researchers who have advocated for this approach include Robert Ennis, Richard Paul, and
Linda Elder. The generalist view considers critical thinking as a generic abstract skill that can
be distilled down to a finite set of constitutive skills, ones that can be learned in a systematic
way and which have applicability across all academic disciplines (Ennis, 1992). Most of the
advocates of the generalist view suggest that “the specifist approach to critical thinking is
dangerous and wrong” (Moore, 2011), and as a justification for their approach, they claim
that the critical thinking developed in general contexts is readily transferable to other more

specific contexts. Ennis (1989) dissented the specifist view of critical thinking as he believed
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that critical thinking is more of a general skill than it is specific to any one “domain,”
“subject,” or “topic,” and so should be demonstrable through general critical thinking tests.
For Ennis “critical thinking is at heart a universal and generic quality...it iS a reasonable,
reflective thinking focused on deciding what to believe or do” (1987, p. 10). Ennis (1987)
also believes that critical thinking can be taught as an independent area of study in itself, quite
separate from any specific discipline-based content in a ‘stand-alone *generic thinking skills
course where in this course, educators should compile a systematic list of discrete skills to be
taught to a novice critical thinker. These skills include grasping the meaning of statements,
judging ambiguities, assumptions or contradictions in reasoning and identifying necessary

conclusions.

In the defence of the generalisability of critical thinking, Martin Davies in his works
suggested that transferable generic skills such as critical thinking may indeed be hard to
isolate or to satisfactorily explain, but this does not justify the adoption of the relativist
approach elucidating that if critical thinking is to be understood as diverse modes of thinking
in the disciplines, no priority need be granted to generic skill development as the latter is
merely one mode of thought among many (Davies, 2013). This divergence concerning the
nature of critical thinking will cause many complexities in educational decision making and
policy which are totally undesirable. When educationalists themselves are influenced by the
premises of the relativist approach, it is unsurprising that little attention is to be given to
teaching and assessing these skills. As Benouar (2013) claimed, this results in students lacking
argumentative skills to perform in universities and the workplace which employers are right
to complain if graduates cannot think critically. Thus, educators are obliged to resolve their
failure of defining the nature of critical thinking itself so that they will be able to impart it
adequately to their students (Davies, 2013). Apparently, this bifurcation of thought
concerning critical thinking needs to be resolved as it clearly has a major impact on

educational policy and could lead to more complexities (Barnett, 2004).

The infusionist position, however, accepts that the generic critical thinking is
fundamental at certain levels whilst accommodating the discipline- specific nature of critical
thinking. This is the view of others; those who take both views as acceptable (Ikuenobe,
2001). The infusionist position is a perspective that emphasises the integration of critical
thinking skills into all aspects of education and life. Infusionists argue that critical thinking
should not be taught as a separate subject but rather integrated into all subjects and activities.

They argue that by integrating critical thinking into all aspects of education, students will
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develop stronger problem-solving skills, better decision-making abilities, and more effective
communication skills. This stance indicates the priority of dependence of universal generic
skills and the relative independence of critical thinking discourse. Precisely where the generic,
universal form of critical thinking and the narrative discipline-specific instances of critical
thinking discourse meet and diverge is open for conjecture. “What is important is an
acknowledgement that this is not a dilemma at all and that no horn needs to be chosen as

critical thinking is polemical in nature” (Moore, 20113, p. 264).

In a spirit of conciliation, Moore (2011a) clarifies that there is unlikely to be any harm
for students participating in general thinking programs. The generalist view is probably
misplaced, and that other considerations need to be encompassing discipline- based
relativistic view of the nature of critical thinking (p. 263). This position is critiqued for the
reason that critical thinking cannot be effectively taught through integration alone and that it
requires explicit instruction and practice. They also argue that without explicit instruction,
students may not develop a deep understanding of critical thinking concepts and may struggle
to apply them in real-world situations. Overall, the infusionist position represents one

perspective in the ongoing debate about how best to teach critical thinking skills.

The lack of agreement between philosophers and educators concerning critical thinking
denotes its high importance. Being described as the most difficult term in education (Moore,
2011), it is not surprising that for this complexity there is the potential confusion for students
or teachers in the way they engage with critical thinking in their studies. As there is clearly a
link between success and the ability of being a critical thinker, what is important is that
scholars need to shift their stands in a way to encourage students’ criticality solely. The current
study, then, aims to explore the teachers’ understanding and conceptualisation of critical
thinking and how their position be it generalist or specifist influences their support of the
development of students’ critical thinking or the choice of the approaches or methodologies
they practice for students’ critical thinking development.

3.6 Critical Thinking: An individual attribute or a social aspiration?

When we ask whether critical thinking is regarded as an individual attribute or merely a
social aspiration, we can say that views are divided when examining that matter. Hereafter,
this dimension discussion reveals that views are differing when it comes to dimensioning
critical thinking as it could at one level be directed for the development of the individual and

at another level targeting a social-cultural demand.
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Davies (2015) reviewed the view that stands for what is called the individual dimension
of critical thinking. He argued that critical thinking is all about the development of certain
sorts of skills in the individual. Skills such as argumentation and making sound judgments.
Of course, with the disposition to use them as critical thinking is about dispositions as well.
Critical thinking in this sense is essential for the individual’s self- development as being an
individual critical thinker naturally has many personal and social benefits (Halpern, 2014).
Individuals who possess critical thinking skills are more likely to succeed in their personal
and professional lives. They are better equipped to navigate complex situations, adapt to
changing circumstances, and make sound decisions based on evidence rather than emotions
or opinions. In addition, critical thinkers are more effective communicators as they can
articulate their ideas clearly and persuasively. Not to mention its need in the work industry
where critical thinking is highly valued by employers. Employees who possess critical
thinking skills are more likely to identify opportunities for improvement or growth within
their organisations and develop creative and innovative solutions to complex problems
(Davies, 2015). Thereafter, much of the scholarly effort should be spent on this individual

axis for its advantages on the individual’s development.

Other researchers, however, view critical thinking as much about changing the society,
and the conditions of social oppression through demonstrating individual skills in reasoning,
argumentation and judgments (Burbules & Berk, 1999, p. 47). Their focus is not on individual
skills and dispositions as much as the social and political relevance of arguments and
reasoning. They argue that questioning power relationships in society must be considered a
central part of critical thinking (Kaplan, 1991). Some scholars defending critical democratic
citizenship education have a distinct view of critical thinking. They believe that critical
thinking has a dimension of inter-personal socially-appropriate caring in addition to its social
and political dimensions (Noddings, 2005) and in order to nurture critical thinking, they argue,
“instructional designs are needed that do not capitalize on applying tricks of arguing, nor on
the cognitive activity of analysing power structures, but contribute ... in a meaningful and
critical way in concrete real social practices and activities” (Ten Dam & Volman, 2004, p.
371). Thus, learning to think critically should be the result of participating critically in the
social practices of the community which a person belongs to. A good citizen is the individual
who embraces skills in argumentation, formation of sound judgments, and most importantly
being a socially adept and virtuous person with the capacity to consider the interests and needs
of his/her community (Ten Dam & Volman, 2004). This is the socio-cultural dimension of
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critical thinking which has moral as well as cultural traits. Although it is neglected by many
researchers, but more work is being done on this socio-cultural dimension due to its
importance to the society as a whole. The present study aims as well to explore the teachers’
views of the importance of critical thinking, whether the teachers are aware of these axes in

developing their students’ critical thinking and how they practice that in their contexts.

For Davies both the individual and the socio-cultural dimensions can be given a place as
they are of equal importance and should be reconciled in one model of critical thinking in
higher education. He maintains that: “both dimensions are seen as separate and
distinguishable axes or vectors that account for very different, equally important, aspects of
critical thinking” (Davies, 2015, p.45). Of course, society also demands individual critical
thinking skills and dispositions as these are essential for employment and the social and
political practices in a community. Critical thinking could, therefore, be both an individual

attribute and a social aspiration.

3.7 Critical Thinking in Higher Education

As discussed earlier in the definition section of critical thinking (see section 3.3), the use
of the term critical thinking goes back to the American philosopher John Dewey who defined
it as an active, persistent and careful consideration of any belief or supposed form of
knowledge in the light of the grounds that support it, and the further conclusions to which it
tends (Dewey, 1933). Afterwards, many schools adopted critical thinking as an educational
goal and looked for ways to improve it in this context. Other educators developed tests for its
evaluation (Smith & Tyler, 1942). Indeed, critical thinking was stated in several writings
within different disciplines before the 1950s, but it did not really attract scholars from the
higher education sector until the 1980s when educators at the California state university
advised that critical thinking should be defined as one of the basic skills to provide the
foundation for advanced skills of all kinds. Thereafter, a huge interest in support of critical
thinking development grew worldwide and the debates underpinning the concept begun
particularly in the higher education sector. This section then will be dedicated to discussing
critical thinking as part of the higher education context in which the current study focuses

particularly on the Algerian university context.

In the 21st century, critical thinking has become essential in addressing global challenges,
and higher education plays a key role in equipping undergraduate students to be critical

thinkers and active participants in society (Penkauskiené et al. 2019). Different points of view
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to characterise what counts as critical thinking in the context of higher education. Brookfield
(2002) argued that critical thinking involves taking up positions which are not part of the
existing order, hence testing thinking by working outside, or beyond the traditional limits.
Students will then need to be asserting a critical distance between their own perspective and
the objects of their study which become in turn open to critical appraisal through a process of

estrangement. This means making the familiar strange to be able to construct a critical view.

Davis and Barnett (2015) believed that critical thinking is a defining condition of higher
education. They suppose that we cannot say we are espousing the cause of genuine higher
education unless efforts to support criticality are present in the design of curricula, particularly
in teaching and in the teacher-student relationship since “teaching CT becomes a necessity in
every educational curriculum, given the multi-faceted nature of the world we live in today”
(Ouahani & Hiba, 2023, p.91) . Ennis (2013a) urges as well that his conception of critical
thinking can serve as a basis for further development of critical thinking teaching, assessment,
and curriculum development which has been mostly neglected. His conception adheres to the
possibility of the combination of both the discipline-specificity and the generalisability views
of critical thinking in coordinated ways that complement each other. This combination
labelled ‘critical thinking across the curriculum’ is rarely seen or even attempted in higher
education despite the fact that it provides a deep and comprehensive grasp of critical thinking
by students (Ennis, 2013a). This proposal for critical thinking in the context of higher
education offers a comprehensive plan that addresses teaching, assessment, and particularly
curriculum organisation and development and at the same time accommodates the personal
and professional lives of students. In this effort, there should be a huge emphasis in

incorporating critical thinking into the higher education system.

Another more precise definition is offered by Facione who clarifies that the very core of
critical thinking includes these cognitive skills: interpretation, analysis, evaluation, inference,
explanation, and self- regulation along with having a clear purpose of proving a point,
interpreting what something means or solving a problem and sometimes a collaborative and
a non-competitive endeavour. (Facione, 2015, p. 5) This means that critical thinking is a
purposeful, determined and self-regulatory judgment which results in interpretation, analysis,
evaluation, and inference, as well as explanation of the different considerations upon which
that judgment is based. Facione (2015) adds that critical thinking is a liberating force in

education and a powerful resource in one’s personal and social life.
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According to Facione (2015), the ideal critical thinker is habitually inquisitive, well-
informed, trustful of reason, open-minded, flexible, fair-minded in evaluation, honest in
facing personal biases, prudent in making judgments, willing to reconsider, clear about issues,
orderly in complex matters, diligent in seeking relevant information, reasonable in the
selection of criteria, focused in inquiry, and persistent in seeking results which are as precise
as the subject and the circumstances of inquiry permit. Thus, educating strong critical thinkers
means working toward this ideal. It combines developing critical thinking skills with
nurturing those dispositions which consistently yield useful insights, and which are the basis
of a rational and democratic society. This means that educating strong critical thinkers is
crucial for both personal development and the well-being of society as a whole. It involves
not only teaching specific skills but also instilling certain dispositions that promote rationality
and objectivity in decision-making.

Alternatively, the European Higher Education Area (2012) has stressed out the importance
for students to think critically as part of a genuine student-centred learning which can be seen
in the curriculums of many universities. It is pointed out that thinking critically is a process,
and its acquisition takes time. Within this process, university teachers must be aware of the
need of a transformation to adjust their teaching methodologies to the learning of their
students, as their way of thinking may generate fixed routines in their teaching practices
(Cornejo et al., 2018). That is, the teachers must also reconsider their practices and introduce
different and varied methodologies. As it is apparent that people with better critical thinking
skills have more opportunities in their professional or personal lives (Franco et al., 2017).
Henceforth, as Tsui (2002) stated, in higher education more work should be done to teach
students how to think as the demand for critical thinking skills is high.

3.8 The importance of the development of students’ critical thinking

After initiating a discussion of the prevalent proposed definitions of critical thinking and
the debates underpinning this concept, we need to acknowledge the fact that the development
of students’ critical thinking at the university level has been widely recognised (Bezanilla et
al., 2021). The importance of critical thinking is further confirmed as critical thinking was one
of the most frequently mentioned competencies considered essential for both academic and
career success (Liu et al., 2014). Fitriani et al. (2020) have also emphasised that critical
thinking skills are essential and valuable for every individual, especially in the field of

education. Critical thinking is frequently referred to as one of the most important outcomes
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of contemporary higher education (Schendel, 2016) as Fisher (2001) explained, critical
thinking has become a buzz word in the educational sector. The literature denotes various
reasons justifying the significance of developing students’ critical thinking as researchers
have differing perspectives and foci. These different views confirming the importance of
critical thinking will be discussed in this section.

It is widely acknowledged that without developing higher education and without
producing a critical mass of skilled and educated graduates, the less-developed countries can
neither ensure sustainable development (Khan et al., 2017). Researchers and educators
generally agree about the importance of teaching critical thinking skills in higher education (
Behar-Horenstein & Niu, 2011). Ozkan-Akan (2003) asserted that the development of critical
thinking skills in different educational institutions have become one of the main objectives of
schools and higher education programs. Critical thinking helps in creating citizens who are
skilled at attempting to discover new things instead of restating what other people have
already accomplished. Additionally, the aim is to inform and challenge people’s thinking
skills in terms of critiquing and evaluating knowledge in general and school curriculum in
particular. That is why, it is essential for critical thinking and education to work in parallel to
achieve these goals as many studies’ findings have proven so (Ozkan-Akan, 2003).

In the field of teaching English as a foreign language, Shikhani and Fahim (2011) asserted
the importance of developing students’ critical thinking for mainly three reasons. Critical
thinking is a valuable skill that empowers students to take control of their thinking and
learning processes. By practising critical thinking, students can effectively monitor and
evaluate their learning methods. This ability also enhances students’ overall learning
experience and helps them to better understand the language they are studying. Ouslimani and
Aboubou (2021) also indicated the central role played by critical thinking in the effectiveness
of language pedagogy. Additionally, as research has shown (Fong et al., 2017), critical
thinking is strongly linked to academic success and high performance. Heruna et al., (2022)
indicated that “ critical thinking allows students to process information well to assist independent
learning. Students who are not equipped with critical thinking and problem solving skills will have
difficulties when competing in work and society” (p.174). Therefore, developing critical thinking

skills is crucial for students who want to achieve their full potential in language learning.

For Hasruddin (2009) critical thinking enables students to consider different or similar
opinions to theirs and as a result, they can make a scientifically evidenced judgment based on

logic and reasoning and thereafter be confident in making decisions. To Indrasiene et al.,
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(2019), “critical thinking is often identified as an objective or an ideal of higher education,
which the efforts of the academic community should be focused on. This objective is
described as graduates’ ability to become critically thinking professionals able to build their
lives, to cooperate successfully with others in solving emerging problems, to make risky
decisions contributing to the welfare of society” (p.31). These researchers believe that critical
thinking is highly important for graduates’ personal and social development. As critical
thinking helps to develop a personality able to act critically in personal and interpersonal
spaces, to seek professional success, and to become a member of a smart society (Halpern,
2014). Ennis (2016) has also emphasised the importance of critical thinking in the
development of higher order cognitive skills such as reflection, self-awareness, and others,
which in turn contribute to the analysis and finding solutions for their social problems. This
means that by engaging in critical thinking, individuals are able to reflect on their own beliefs
and assumptions, evaluate arguments based on evidence, consider alternative perspectives,
and develop empathy towards others acting as effective citizens.

It has been revealed in the past decades that critical thinking has been incorporated as a
core skill in formal school curricula in many countries for different reasons (Altinyelken,
2015). First, critical thinking is considered valuable for the teaching and learning processes
as it improves the quality of education, and it stimulates learners to become independent, more
engaged and self-directed learners. Second, beyond education, critical thinking plays an
imperative role in increasing economic growth and competitiveness, meeting labour market
demands, and actively participating in democratic societies (Hanushek & W&bbmann, 2008;

Ten Dam & Volman, 2004 as cited in Altinyelken, 2021).

Moreover, the Committee of Economic Development (2015) and The Partnership for the
21t Century Skills (2017) have both identified critical thinking as an essential skill for
empowering students and boosting their success professionally. Critical thinking is seen as a
quality sought by employers of university graduates (Nor & Sihes, 2021, p.2). Employers
value critical thinking because this skill requires a combination of cognitive abilities, such as
analytical reasoning and creativity, as well as personal qualities like curiosity and open-
mindedness. Thus, it enables employees to solve complex problems, make sound judgments
and reasoned decisions, take purposeful actions and most importantly innovate and cope with
the rapidly changing business environment. In the same line of thought, Melouah ( 2017)
reported that educators agree that improving students’ critical thinking skills lead students to
succeed in their academic studies and professional lives. Piaget (1958) as cited in Fischer
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(1995) stressed out that fostering students’ critical thinking skills as a primary objective of
education. He believes that the aim of education is to produce individuals who can innovate
and create rather than simply replicate what has been done before. This indicates that it is
crucial to develop minds which can think critically and evaluate information rather than
developing minds which accept what is offered passively. According to Browne and Keeley
(2013), critical thinking involves questioning the credibility of resources being used to form
an informed opinion. By asking a series of critical questions, the aim is to determine the most
suitable decision.

Paul and Elder (2020) pointing out to critical thinking have also reported that: “everyone
thinks it is our nature to do so, but much of our thinking is left to itself, is biased, distorted,
partial, uninformed or downright prejudiced. Yet, the quality of our life and that of what we
produce, make or build depends precisely on the quality of our thought. Shoddy thinking is
costly, both in money and in quality of life. Excellence in thought, however, must be
systematically cultivated” (p. 9). The authors denoted that critical thinking is essential for a
high-quality life and profession. Therefore, shoddy thinking which can negatively impact our
lives should be avoided while excellence in thought must be intentionally developed.
Similarly, Tenias (2013) suggested that in today's society, it is crucial to foster the practice of
being well informed and possessing the ability to defend and communicate one's ideas
effectively. Additionally, it is important to be able to comprehend, scrutinise and evaluate

others’ perspectives as well.

According to Franco (2016), critical thinking is essential in daily life, and this is justified
on the basis of three key ideas: because people are built to believe, because living is all about
choosing and, mostly, because higher education liberates. First, people have a natural
tendency to believe what they hear or see without questioning it, which can lead to errors in
judgment. Critical thinking is important because it teaches individuals how to question
assumptions, evaluate evidence, and make informed decisions based on sound reasoning. This
skill is essential in today's world where misinformation and fake news are prevalent.
Secondly, living involves making choices every day whether small or big decisions. These
choices can have a significant impact on our lives and those around us. Therefore, it is
important to develop critical thinking skills through higher education to make informed
decisions by weighing the pros and cons of different options, considering alternative
perspectives and anticipating potential consequences. Lastly, education is a means of

liberation that provides individuals with knowledge and critical thinking skills to navigate the
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world successfully. Higher education helps individuals engage with complex ideas, challenge
assumptions to become well- informed and empowered citizens capable of challenging
injustice and inequality in society. Thus, by developing critical thinking skills through higher
education, individuals can become more informed, empowered and effective in their personal
and professional lives.

Another study by Bezanilla et al. (2021) which investigated 142 teachers’ views about
the importance of developing students’ critical thinking in hispanophone higher education,
the possibility of developing it in their context and the difficulties or limitations faced for this
practice. The researchers concluded that their analysis settled on two main reasons justifying
the importance of the development of students’ critical thinking in higher education from the
teachers’ perspective: the essentiality of critical thinking at higher education; and the
importance of developing critical thinking for being a good professional in the future, in a
changing and complex world. Other reasons stated by the participants of the study are

summarised in Figure number 3.2
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Figure 2.2

Teachers’ Views of the Reasons Behind the Importance of Teaching Critical Thinking in

Higher Education
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Note. From Bezanilla etal. (2021).

3.9 Critical thinking development

According to Kruse (2011), critical thinking essentially means to leap out of usual currents
of thinking and to learn how to further examine or re-examine something which has already
become generally accepted knowledge. At the same time, this is not only about formation of
competencies, but also about personal development, which can have critical attitude in
learning about reality, critical thinking, considering from several angles, evaluating from
more aspects, searching for other solutions, verifying, checking... (Kruse, 2011). Until
recently, it was generally assumed that students who attend college would develop critical
thinking skills by joining classes, or listening to lectures and participating in class discussions,
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or even by taking tests and completing regular course assignments (Reed, 1998). Several
studies, however, have indicated that improving students’ thinking requires more explicit
teaching of critical thinking skills (Bangert-Drowns & Bankert, 1990; Halpern, 1998).
Thereafter, a large body of research approved that critical thinking can be taught and improved
by such instruction (Butchart et al., 2009; Dwyer, Hogan, & Stewart, 2012; Hitchcock, 2004;
Reed & Kromrey, 2001; Rimiene, 2002; Solon, 2007). Consequently, a number of models
and strategies to the teaching and development of students’ critical thinking have been
acknowledged. These will be discussed in the following sub-sections thoroughly.

3.9.1 Critical Thinking Models

A critical thinking model is a framework or a process that helps individuals to analyse,
evaluate, and make decisions based on evidence and reasoning. Various models for teaching
critical thinking have been developed in the field of education. Although, some scholars have
proposed short and comprehensive models, yet these models overlap in their aim to
incorporate critical thinking activities into educational settings (Fahim & Eslamdoost, 2014).
According to Paul (1993), particularly in the context of education, a model encourages
teaching students to assess their own thinking whether it is expressed in reading, writing,
listening, or speaking because individuals cannot be considered as critical thinkers unless they
are capable of assessing their own thinking. This, in turn, could only be achieved by allowing
for intellectual give and take and supporting interdisciplinary thinking as it proved to help
students examine their own thinking. There are various models for critical thinking in which
it is necessary for the current study to discuss some of them to recognise their benefits and

drawbacks in the development of students’ critical thinking.

3.9.1.1 Norris and Ennis (1989) Model

One of the interesting models of critical thinking is the one initiated by Norris and Ennis
(1989) who proposed a five-step model to develop students’ critical thinking . The model is
designed to meet the requirements of a critical thinking inspiring course and includes the
following steps: elementary clarification, basic support, inference, advanced clarification,
strategies, and tactics successively (Fahim & Eslamdoost, 2014). The first step involves
identifying and defining key terms, concepts, and ideas related to the topic being studied. It
helps students understand the basic vocabulary and concepts necessary for critical thinking.
In the second step, students learn how to identify evidence that supports or contradicts a
particular argument or claim. They also learn how to evaluate the credibility of sources and

evidence. The third step involves drawing conclusions based on the evidence presented.
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Students learn how to make logical inferences from the evidence they have gathered. The
fourth step involves analysing complex arguments and identifying hidden assumptions or
biases that may be present. Students learn how to identify fallacies in reasoning and how to
avoid them. For the final step, students learn practical strategies for applying critical thinking
skills in real-world situations. They learn how to use critical thinking skills to solve problems,

make decisions, and communicate effectively with others.

Overall, Norris and Ennis' five-step model provides a structured approach for developing
critical thinking skills in students. By following these steps, students can become more
effective thinkers, better able to analyse complex information, evaluate arguments, and make
informed decisions based on evidence. Yet, this model was criticised for its being too broad
and not specific enough to be useful in practice; additionally, it does not provide enough

guidance for teachers or students (Ennis, 1989).

3.9.1.2 Paul’ s critical thinking Model (1993)

Richard Paul in the early 1990s used both philosophical and cognitive approaches to
critical thinking in this model which is mostly concerned with reasoning about everyday
issues or problems that cannot be confined within the knowledge structure and content of a
single academic domain as summarised in Figure number 3.3. He established this model upon
the belief that critical thinking requires an integration of cognitive and affective domains and
that content in any discipline should be viewed and taught as a mode of thinking seeing for
example history as historical thinking and so on (Foundation for Critical Thinking, 1996).
This means that thinking critically about a domain or a problem includes cognitive elements
of reasoning and normative standards in addition to affective dispositions. In this regard, Paul
(1993) asserted that the thinker must be guided by two important characteristics which are:
universal intellectual standards such as clarity, precision, accuracy and relevance irrespective
of the domain under consideration, and the appropriate dispositions or intellectual virtues as
empathy, humility, integrity, perseverance and fairness that aid in overcoming the biases and

unsupported assumptions people bring to an investigated issue.

According to Reed (1998), this model relies on reasoning about a field of study, issue,
document, problem, etc complementing eight elements which are: purpose, question,
information, concepts, assumptions, points of view, inferences, and implication. Paul’s

model, explains Reed (1998), seems extremely well-suited to teaching different subjects since
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it is a highly flexible, theoretically rich, broadly applicable model and compatible with a

variety of teaching styles for it requires particular application by instructors.

Many educators find Paul’s model exceptionally useful as his publications are directed
towards the elementary and secondary education, and it includes a variety of practical
examples suiting a variety of circumstances. Not only this, but Paul often addresses his
writings to university and college practitioners, and his model appears to be equally
appropriate for higher education. Thus, this model is privileged by these educators because
they believe it to be an approach to teaching content in a more thoughtful manner and its being

adaptable for use in a wide range of academic and real-world situations.

However, this general nature of the model which allows its applicability in any subject
matter requiring reasoning makes it more difficult to use than more highly structured
programs accompanied by specific lesson plans. Paul’s model: “for all its merit, it is fraught
with a considerable number of contradictions, omissions and inconsistencies which diminish
its explanatory power” (Prime, 1998, p.66). It is much criticised for it gives importance to
logic and rational standards in the thinking process, which some scholars argue provides a
style of inquiry that is conducive to definitive answers and overlooks the importance of other
forms of knowledge. Prime (1998) stated that: “by giving pre-eminence to logic and rational
standards in the thinking process, Paul's view legitimizes a style of inquiry that is conducive
to definitive closure. It is fundamentally reductionist: it tends to privilege exclusion over
integration, object over relationship” (pp 1v -v). Prime has also argued that Paul's model of
critical thinking places too much emphasis on intellectual standards, such as clarity, accuracy,
and precision, and not enough emphasis on the context in which critical thinking occurs
(Prime, 1998). That is why using Paul’s model effectively requires conceptual understanding,
skills, and commitment on the part of its practitioners. Thereafter, adequate training and
support must be provided to both educators and students when integrating this model
(Reed,1998).
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Figure 3.3

Richard Paul Critical Thinking Model (Reed, 1998)
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3.9.1.3 Perkins and Murphy (2006) Critical Thinking Model

Following earlier models initiated by Norris and Ennis (1989) and Pauls’ Model of
critical thinking (1993), Perkins and Murphy (2006) introduced a four step approach to embed
and assess critical thinking in educational settings. This model demonstrates the potential
usefulness and importance of identifying critical thinking in online asynchronous discussion
groups. The model is comprised of clarification, assessing evidence, inference, and strategy
building. These researchers indicated that the four processes begin with clarification which

involves recognising the issue or problem that needs to be addressed. It requires gathering
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information and defining the problem clearly. Next is assessment, in which, relevant
information is collected from various sources such as books, articles, experts, and personal
experiences. The information should be evaluated for its credibility and relevance .The third
process is inference, which involves analysing the information gathered in the previous stage
to determine its validity and reliability. It requires critical thinking skills such as logic,
reasoning, and judgment. Finally, the fourth process, strategies, does not refer to tactics such
as the use of algorithms or models, but to practical proposals for dealing with the issue under
discussion (Perkins & Murphy, 2006) In this final stage, different viewpoints are considered
to gain a broader understanding of the problem. This involves examining different arguments

and considering their strengths and weaknesses.

This critical thinking model was criticised for the small scale nature of the study and for
the need to rework the model to suit different educational objectives. Perkins and murphy
(2006) admitted that their study was limited to coding by only one rate, consequently no tests
of reliability were conducted. Thus, further work would be useful in verifying or refuting this
work. Future research might make use of the model with other raters, in different courses, in
other contexts and with more participants. Overall, Perkins and Murphy's critical thinking
model emphasises the importance of identifying problems clearly, gathering relevant
information from credible sources, evaluating evidence critically, and considering alternative

perspectives to arrive at informed decisions or solutions.
3.9.1.4 Martin Davies (2015) : A model of critical thinking in higher education

Davies (2015) proposed a model for critical thinking in higher education comprising of
a series of concentric circles. He claims that this model of critical thinking represents the
disparate perspective of a single concept in use as critical thinking, while complex in nature,
is still one phenomenon. His view asserts that most viewpoints concerning critical thinking,
while occupying different spaces on the model, contribute something different to our

understanding of this single concept.

Presented in the Figure 3.4, this model consists of circles of critical thinking that radiate
out from a focus on the individual dimension to the socio-cultural dimension i.e., emphasising
the individual and his or her cognitive skills and dispositions in addition to the social context
in which this individual thinker engages in critically and more importantly, there is a focus
on individuals’ actions and their wider social and educational context (Davies, 2015).

Permeability between each level is key in this model and it is signalled within the circles in
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the sketched dotted lines. The inner circles drawn constitute the critical thinking movement
which include cognitive factors and propensity elements. In addition, a major circle indicates
the view of Robert Ennis (1989) who initially focused on defining critical thinking as a
cognitive skill and has modified his stance to incorporate critical thinking judgments and
dispositions as well for that critical thinking signifies a ‘reasonable, reflective thinking
focused on what to believe or do’. This alteration is believed to be a kind of natural evolution
in perspective (Davies, 2015) and it occurred to many other theorists who have modified their

initial views to adopt wider perspectives.

Constituting the other circles of this model, there are different aspects of the various
critical thinking movements. They are namely: critical thinking having a cognitive dimension,
critical thinking having a cognitive dimension plus the propensity dimension then adding to
these movements, the criticality dimension and critical thinking as all of these, in addition to
social critical pedagogy dimension, and finally what Burbules and Berk (1999) offered,

critical thinking as creativity dimension.
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Figure 3.4
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The three innermost circles of argumentation, judgments, and dispositions constitute the
critical thinking movement whereby educational philosophers seek to define the concept of

critical thinking. They focus on critical thinking at the individual level differing from the fifth

and sixth circles which focus on the social level of critical

intermediate stage constituting what Davies called the “criticality movement *where a group
of scholars from the higher education sector have the interest in the wider ramifications of

critical thinking for higher education, tertiary institutions, and society at large. The fifth circle
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constitutes a movement of educational radicals working at the intersection of philosophy,
higher education, pedagogy, and politics. This is what is customarily known as the critical
pedagogy movement. The sixth outermost circle is constitutive of a possible extension of the
scholarship of critical thinking into a stage of intuitive thinking and critical being that is still
under- developed. Davies explained as well that in his model, there is no reason why scholars
cannot investigate critical thinking along all dimensions outlined simultaneously (Davies,
2015). As a comprehensive satisfactory account of critical thinking in higher education will
need to run in a permeable way through the circles and not be confined in the orbit of any
particular dimension. Thus, a localised, philosophical treatment of critical thinking is needless
(Davies, 2015).

This model offers so many advantages according to Davies. First, the model helps to
find out how researchers although coming from different scholarly domains relate to each
other when it comes to research about critical thinking. The model mentioned key proponents
of each position. Ennis and his colleagues are centrally placed in the cognitive skills based
circle although also sympathetic to the dispositional approach. Paul, on the one hand, has
demonstrated a willingness to consider social ramifications and concerns. On the other hand,
Barnett and Johnston are representatives of the criticality movement circle committing to
critical action in higher education to educate critical and engaged citizens. The social
pedagogues, Freire, Giroux, McLaren and others, are unconcerned with the skills debate as
they are firmly devoted to the social relations; being an essential part of radical critical
thinking. The outermost circle is for those who see critical thinking as an open, creative

pursuit viewing critical thinking as intuitive, trans-critical responsiveness (Davies, 2015).

Second, Davies’s model assures a reconciliation between the critical thinking
movement and the critical pedagogy movement. This is by means of the fourth, intermediary
and connecting circle. The emphasis placed by Barnett and others on criticality provides a
point on which both parties can agree, and on which they can leverage their respective
interests. They both, although to varied extents, acknowledge the importance of action and a
wider, social context of critical thinking. That is, they sit on both sides of a trial in the adoption
of a radical politico-social agenda and not restricting critical thinking to argumentation,
judgments and dispositions solely (Davies, 2015).

Third, the model helps to identify boundary disputes and offer resolutions to them .

One of the long-standing disputes is the debate between the generalist and the specifist views
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to critical thinking (Davies, 2013; Moore, 2011) which has indeed polarised scholars in the
field of critical thinking more than anything. The model shed the light on this issue and

suggested an agreeable solution. As Davies ( 2015) clarified:

If critical thinking is seen principally in terms of developing individual skills in
argumentation, judgments, and dispositions, then it is very much a general skill,
congruent with many disciplines as all disciplines use arguments. If, on the other
hand, critical thinking is seen as a matter of being socialized i.e., acting and
participating in a discipline then this requires dedicated pedagogies for this
purpose, and discipline- specific induction. Depending on one’s initial
assumptions then, critical thinking is as much a socio-cultural issue as a matter

of developing individual skills (p.87).

It seems that both perspectives are largely correct, however, sometimes one view is more
important for practical reasons. In Education, teaching criticality sometimes demands an
inner view, and sometimes it demands a social view for students to be able to argue effectively

and at the same time engage critically in their society (Davies, 2015).

Indeed, the model makes sense of how debates arise, yet it does not decide between
them. It offers the potential for moving forward in the important area of critical thinking in
higher education considering the aims and the context itself. The model is also found useful
and interesting since it caters for the various perspectives offered on critical thinking
particularly in higher education; moreover, it helps to locate the relativity of these positions
and the scholars who hold them. However, the model provided is only a rough draft and needs
further work to provide insight on how critical thinking can be best taught and incorporated
in the curriculum taking into consideration the different definitions and movements

underpinning the critical thinking debate.

The variety of models presented above provide an overview of what critical thinking is,
what skills does it involve and how to develop and imbed it within curricula. Critical thinking
models provide a framework for analysing and evaluating information. They help individuals
notice their own thinking biases and allow them to try viewing the world objectively while
providing guidelines for asking the right questions, reaching logical conclusions, and
explaining how they did it. To gain the most benefits, it is important to practice the critical
thinking skills involved in the model to realise when to pause and ask questions and when to

accept the answers you have and move on (Boris, 2022). Yet, it is worth mentioning that each
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of these models has its own merits and drawbacks, and they can be used in different ways
depending on the situation and the objective. Thus, their implementation needs careful

consideration and planning.

3.9.2 Critical thinking: strategies and methods

Still, research findings have been inconclusive about the most effective instructional
methods for improving students’ critical thinking abilities. In this essence, teachers and
students can use a variety of different strategies to promote critical thinking; however,
knowing that critical thinking takes time to develop, the most prominent among these
strategies are those aimed at providing an extended training (Halpern, 2014). The previous
section (see section 3.9.1) outlined the variety of models used in understanding, teaching and
developing critical thinking; however, this section will be dedicated to the discussion of a
variety of strategies which can be a guide for teachers who wish to teach and develop their
students’ critical thinking in their classrooms. The discussion of these pedagogies could be
linked to the second research question of the current study as it aims to investigate the
prevalent and most used and thought-effective methodologies for the development of

students’ critical thinking particularly in the Algerian higher education context.

The literature acknowledges numerous strategies and methods developing critical
thinking. Duron et al. (2006) argued that critical thinking can be facilitated through practical
activities which should be aligned with the student assessment. They claimed that
methodological elements that facilitate the development of critical thinking must be taken into
consideration. Thus, in order to teach critical thinking, the positive behaviour that is expected
for the student to promote this competency should be included in the teacher planning along
with the number of activities necessary for that behaviour to take place. In addition to that,
Serrano et al. (2005) also insisted on the need for and the significance of focusing on critical
thinking in the curriculum design of subjects. They believe that in order to develop critical
thinking, it is required to integrate theoretical aspects with professional practice. Furthermore,
Moore (2013) highlighted the importance of clarifying from the beginning what is meant by
critical thinking in the context of a particular subject to be able then to develop it due to its

complexity.

One of the strategies found to develop critical thinking with a great effectiveness is when
the teacher asks students questions, and that the level of student thinking should be directly

proportional to the level of the questions asked considering that the nature of a question is so
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important for not all questions are good questions. When teachers plan their classes, they
should consider the purpose, level and type of questions that best helps to achieve the
objective set. In addition, all students need experience to address complex questions. It is very
important for the teacher to plan their classes well so as to offer students this type of
experiences or practices. To do so, teachers should be trained in the formulation of complex
questions. This is a difficult task for the teacher, and hence it implies their commitment
(Duron et al., 2006).

Olivares et al. (2013) indicated that taking decisions and solving problems are two
inseparable strategies which help students to develop critical thinking. They believe that
solving a problem conveys that an election has to be made which may help the student to learn
how to be critical with their choice. This denotes that solving problems requires skills such as
analysing information and evaluating options and by engaging in this process repeatedly,
students develop their ability to think critically and make informed decisions. Additionally,
considering the consequences of their choices helps them learn how to be critical with their
choices and consider multiple perspectives before making a decision. Another study also
shows that students who are educated using the methodology of problem-based learning
develop a higher balance between inductive and deductive thinking (Olivares & Heredia
Escorza, 2012). When students are presented with a problem, they have to consider the
consequences of their choices. They have to weigh the pros and cons of each option and
choose the one that is most likely to lead to a positive outcome. Moneva et al., (2020) have
also added that the problem solving activity is significantly associated to students’ critical
thinking ability. “Students who have high level of problem solving attitude will become
successful ones someday, because they don’t get affected in their problems instead, they
solved it right away with their critical thinking” (p.138). Thus, teaching problem-based
learning is a valuable learning strategy which encourages students by strengthening critical

thinking for attainment of the skill to solve problems (Utami et al., 2017).

Fink (2003) reported that to develop critical thinking, educational activities should be
appropriate and based on the principles of active learning, which he classifies as follows: first,
information and ideas based on the use of primary and secondary sources found in class, out of
class or online; second, experience concerning the activities of doing, observing or simulations;
and third, reflexive dialogue, which may include writing papers, portfolios or diaries. This
researcher believes that whenever possible, one must select direct activities: carried out in a

real-life context, direct observation of a phenomenon, reflective thinking, service learning,
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diary/reports, and dialogue in or outside the classroom. These practices help students in the

promotion of their critical thinking.

Another fundamental method to develop students critical thinking concerns giving
students feedback about their learning process within the framework of formative assessment
and evaluation, as well as creating opportunities for self-assessment and peer review (Duron
etal., 2006). They also pointed out that the teacher should self-assess and review their courses
to ensure that effective teaching-learning strategies are helping students to develop critical
thinking. Hence, a helpful task could be a follow-up of all class activities, using a teacher
diary, with their reflections and in which they include all improvements for future classes.
Additionally, from the part of students themselves, self-assessment obliges them to
reinterpret their role which can have a positive outcome, stimulating an active and critical
attitude towards group work and self-assessment (Siles & solano, 2016). Thus, both teacher
assessment and student assessment of their roles in the classroom can encourage students to

think and act critically.

Torres et al. (2010) indicated the importance of the feedback particularly the synchronous
and asynchronous feedback to develop critical thinking, not only through face-to-face
sessions but also through electronic means (quizzes, chats, blogs and forums). Additionally,
Lin et al., (2019) supported the potential of technology in collaborative second language
education as a way of incorporating critical thinking in the classroom, due to the fact that it is
a way to construct arguments by giving “supporting evidence and deepening students’ enquiry
and understanding through community of inquiry” (p. 304). That is, peers, teachers and

technology bond together in the learning process to develop critical thinkers.

Rolon (2014) suggested that for the development of critical thinking: first, teachers need
to create an educational environment that allows students to practice dialogue and
participation so that the classroom may be converted into a research community. Second, they
are required to search for consistency between the objectives of the course, learning activities
and assessment procedures. Third, teachers must use the students > responses as a diagnosis
of the depth of their thoughts and the strategies employed to argue and defend them. Fourth,
it is appropriate or teachers to analyse the relevance, reliability and strength of the arguments
used by students. The researcher hence proposes that critical thinking can be developed by

creating a classroom environment that encourages dialogue and participation and ensuring
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consistency between course objectives, activities, and assessment procedures without

overlooking the analysis of the relevance, reliability, and strength of students' arguments.

| the same line of thought, Sibold (2017) acknowledged the efficacy of classroom
discussions in the development of students’ critical thinking as he developed a guide which
focuses on how to use discussion-based learning strategies to target critical thinking skill
development amongst students. The guide consists of “three specific discussion-based
learning methods: structured controversy, deliberative discussion, and problem-based
discussion, all of which are known to support the development of critical thinking capacity”
(p.2). Jones (2014) added that “when they are well structured, discussions can give students
more than just the opportunity to express their personal Discussion, Interest, Engagement and
Critical Thinking opinions” (p.12). Thus, classroom discussions can help students to connect
with and develop new ideas, be open minded to alternative perspectives and decide upon

complex problems in collaboration with their peers.

Along classroom discussions, researchers think of debates as one of the best techniques
for applying the principles of critical thinking in a wide array of disciplines (Roy &
Macchiette, 2005). Debates are believed to encourage students’ active involvement; both
physically and psychologically. Critical thinking skills can thrive in a learning process that
encourages students to debate and listen, speak, read and write because this method addresses
new themes and controversy, the development of verbal abilities, and writing (Fuad et
al.,2016). Brainstorming also appeared in the literature to help in developing students’ critical
thinking as Khodadady et al., (2011) indicated in their study findings which suggest that
brainstorming can be an effective technique to enhance foreign language learners’

communicative and cognitive skills.

Some researchers believe that it has become clear today that critical thinking is not a
unique competence; it is rather mastering of a technique, which as such cannot be neither
taught nor trained in teaching. All the different activities and methodologies that range from
writing activities, debates and cooperative work, questions and enquiries, problem solving,
case study, oral presentations by teachers and students, real-world activities, feedback, and
drama feature the multiplicity of instructional choices for teachers to teach critical
thinking(Grozdanka Gojkov et al., 2015). It is then highly recommended to define a teaching
approach that includes different types of activities to develop critical thinking. In this sense,

it would be key to design a strategy or a sequence of activities that ensure a meaningful
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learning of critical thinking, rather than talking about what best methodologies and activities

are suitable or more effective.

3.10 Barriers to the development of students ’critical thinking

Despite the recognised importance of critical thinking and the plentiful methods,
models and strategies to support the development of students’ critical thinking (see section
3.9), yet a review of research into critical thinking and the problems challenging its
development shows that a number of studies have highlighted numerous barriers impeding
the development of students’ critical thinking. Since this study aimed to investigate the
impediments perceived by teachers to challenge students’ critical thinking development in the
Algerian higher education context, it was deemed most appropriate to explore critical thinking
impediments in line with underpinning discussion of the literature. Among these prevailing
barriers in the literature are the lack of a detailed conceptualisation of critical thinking, the
lack of teacher training, syllabus load and time constraints, crowded classrooms and many

other barriers which will be reviewed throughout this section.

First, Ketabi et al. (2013) suggested that teachers' lack of understanding about critical
thinking leads to a failure in developing their students’ critical thinking skills. This is because
if teachers do not have a clear and detailed understanding of what critical thinking is, they
will not be able to effectively teach it to their students. Instead, they may rely on simplistic
and general ideas about critical thinking that do not provide enough depth or complexity for
students to truly develop their critical thinking skills. In addition, some educators may think
that they are teaching their students to think critically when in fact they are only helping them
to understand a given subject (Choy & Cheah, 2009). Thus, without a detailed understanding
of what critical thinking entails, teachers may struggle to effectively teach this concept to their
students or even promote its development. As a result, students may miss out on important
opportunities for intellectual growth and development. It is therefore important for teachers
to analyse their own beliefs, compare them against the academic demands of the university
and reflect upon, and adapt their timing and teaching methods before they start teaching their
students to think critically (Choy & Cheah, 2009).

By aligning their teaching methods with the demands of the university, teachers can help
students develop the skills and knowledge necessary to think critically, solve complex
problems and communicate effectively. This does not only benefit individual students but also

contributes to the overall success of the educational institution. Therefore, it is essential for
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teachers to continuously evaluate and adjust their teaching strategies to ensure that they are

meeting their students’ needs and helping them achieve their full potential.

According to El Soufi and See (2019), teachers play a crucial role in developing their
students’ critical thinking skills, but they themselves lack strong critical thinking abilities.
Therefore, training programs that focus on critical thinking became a necessity to enable
educators develop the skills and knowledge needed to effectively teach critical thinking to
their students. To teach critical thinking, the teachers themselves must be trained to think
critically. In a study by Reynolds (2016), the results showed that “many teachers believe they
were ill prepared for teaching critical-thinking skills prior to taking their first teaching job”
(p.110). What is recommended, therefore, is an intensive training of teachers to ensure that
teachers have the required thinking skills themselves and the competence to deliver the
instruction. In this regard, Ketabi et al. (2013) advocated that appropriate teacher training
would enable teachers to incorporate critical thinking into their teaching plans. Henceforth,
by providing teachers with the tools they need to teach critical thinking effectively, higher
education systems can ensure that students are better prepared for the challenges of the
modern world. This can lead to improved academic performance, greater success in careers

and personal lives, and a more informed and engaged citizenry.

Similarly, Schendel (2015) in a study of Rwanda’s most prestigious institutions
indicated that Rwandan students are not improving significantly in their critical thinking
ability during their time at university. That is why the researcher (Schendel, 2016) decided to
study the teachers’ perspectives of the barriers to supporting university students to develop
their critical thinking. She found that teachers had a limited understanding of the rationale for
pedagogical change and low levels of faculty motivation to implement more labour- intensive
teaching methods and therefore these practices are being significantly changed during
practice. The results advise the effectiveness of teaching and learning policies only if

accompanied by ongoing pedagogical training and support for teachers.

Another impediment to the development of students’ critical thinking is explained by
Onosko (1991) who reported the minimal planning time allotted to teachers as a hindering
factor. He said: “lack of planning time was most frequently identified by teachers (48%) as
one of the worst barriers to their efforts to promote students' thinking” (p.25). He has also
added that “limited planning time not only affected the planning efforts of teachers

individually but made very difficult the exchange of ideas and practices between colleagues”
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(Onosko, 1991,p.V). This means that time constraints are a major detrimental for the
promotion of students’ critical thinking. This view is also supported by Alnofaie (2013) who
concluded in her study that teachers are often evaluated by their progress of the content that
they are assigned to, which adds pressure to cover it within a given time. She elaborated that:
“the teachers who took part in this study explained that critical thinking pedagogy is
demanding for both teachers and students” (p.209). The studies presented thus far provide
evidence that workload and the lack of flexibility of the context for practising critical thinking

appeared to be the major barriers from the teachers’ perspective.

Onosko (1991) had also identified the large number of students as one of the prominent
barriers to the promotion of critical thinking. Having a lot of students in a class can hinder the
development of critical thinking skills. Teachers may feel overwhelmed and anxious about
managing large groups, particularly during group discussions. Shell (2001) and Aliakbari &
Sadeghdaghighi (2013) have also found that insufficient time to learn new teaching methods,
inadequate time in class, and lack of time for preparing and planning the integration of
activities including critical thinking were considered as major barriers for the development
of critical thinking. In this regard, Shell (2001) reported that: “the respondents in her study
reported three major barriers to their implementation of the strategies to promote critical
thinking which include students’ characteristics (such as resistance, attitudes, and
expectations), inadequate time, and the perceived need to cover content and dispense

information” (p. 291).

Another descriptive quantitative study which investigated lecturers’ perceptions of the
obstacles that hinder the development of students’ critical thinking skills conducted by Amin
and Adiansyah (2018) stated that there are three factors that affect the improvement of the
students’ critical thinking skills which are lecturers’ activities, students’ activities and the lack
of facilities. The researchers (Amin & Adiansyah, 2018) concluded that “there were many
obstacles that the students faced in developing their critical thinking skills; the drawbacks
may come from the lecturers, students themselves, frequencies of scientific meetings, and

facilities provided by the institution”(p.7).

For the teacher related barriers, the researchers explained that the teacher-centred
approach resulted in impeding the development of students’ critical thinking skills. Students

became passive recipients of a lecture and as a result, their independence, concept mastery,
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attitude and thinking skills are not developing, proven by the fact that they obtained low scores
in final exams (Danial, 2010; Sardiman, 2014 in Amin & Adiansyah, 2018 ).

For the student related barriers, the results of their descriptive analysis of the obstacles that
challenge students in developing their critical thinking skills show that students’ lack of
interest in reading (71.10%) and the number of students (60.49%) who lack self- confidence
to get actively involved in the classroom discussion are major barriers to students’
development of critical thinking skills. These data suggest that the lecturers should improve

students' self-efficacy, motivation and confidence to accelerate their classroom engagement.

For facilities, the researchers found that most teachers and students demarcated the lack
of scientific workshops, training, and meetings held for lecturers about how to develop
students’ critical thinking skills in addition to the lack of supporting facilities, such as
laboratories and libraries as significant interfering factors to the development of students’
critical thinking. In this regard, Boholano (2017) pointed out that the availability of resources
is an essential condition to implement critical thinking; for example, school systems must be
equipped with ICT resources, and curricula designed to promote collaborative learner-centred
environment to which students will relate and respond. The study suggested that these
obstacles can be overcome by providing students with more opportunities to practice critical

thinking skills and by creating an environment that encourages critical thinking.

A study by Bezanilla et al. (2021) also advocated that although the vast majority of
teachers perceive the teaching of critical thinking at university as possible, yet some of them
highlighted different hindrances to the teaching and development of students’ critical thinking.
These are namely the lack of prior training and interest in the subject on the part of the
students, the lack of experience and training of teachers on this competence, the complexity
of critical thinking itself and finally the lack of interest and support from the university
institutions themselves. The study implies that in order to tackle these difficulties that
negatively affect the teaching and development of students’ critical thinking, it is very
important to take into account the opinion of teachers on the difficulties they perceive in this
process when establishing curricula and teaching-learning activities to develop critical

thinking at university.

An exploratory mixed-method research conducted by Khalid et al. (2021) explored pre-
service teachers’ perceptions of the barriers believed to impede their efforts in promoting

critical thinking skills in their classrooms and further explored possible solutions to overcome
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these perceived barriers. Data were collected through an online survey and subsequently a
focus group discussion of twenty-two pre-service teachers who responded to the online
survey, and subsequently seven pre-service teachers selected for the focus group discussion.
The research findings indicated that the difficulties the teachers faced in the promotion of
critical thinking were related to teacher preparedness to assess students’ critical thinking
skills, inadequate background knowledge on critical thinking, and lack of appropriate
resources and equipment. Consequently, the study proposed a number of possible solutions to
support the development of students’ critical thinking skills in the classroom. These include
changes in teaching methods, offering teachers special courses in training programs and

changing their perceptions towards critical thinking skills.

Another mixed-method study attempted to examine Islamic teachers’ thoughts on
improving students’ critical thinking skills and to identify the factors that influence or hinder
their implementation of critical thinking instruction in elementary schools in the Southwestern
province of Saudi Arabia. Alwadai (2014) found that the participants reported seven major
obstacles, which are namely related to: student ability (being a major obstacle), then teaching
methods, classroom structure, Saudi society and the school community, pre-service teachers
preparation programs and in-service teacher professional developmental programs, and the
Islamic studies curriculum as the least influential obstacle. These findings were also consistent
with the findings of several studies (Allamnakhrah, 2013; Alwehaibi, 2012; Stedman &
Adams, 2012) emphasising the teachers’ failure to teach critical thinking skills to their
students due to their own lack of knowledge and understanding of critical thinking and its
appropriate implementation in classrooms.

According to Alwadai (2014); Allamnakhrah (2013) and Aliakbari and
Sadeghdaghighi (2012), some teachers believed students have no interest in learning or
developing their critical thinking, particularly for it is not required when taking the national
exams. They indicated that teachers are sometimes willing for their students to engage and
participate actively in critical thinking courses, but they found students to be uninterested and
indifferent during critical thinking practice and activities. Students preferred direct activities
which required easily targeted answers and to enjoy their learning time through fun and non-
complex activities. Moreover, Saudi teachers have also pointed out that adequate facilities
have not been supplied in most educational institutions which leaves students and teachers

with inadequate equipment, lighting, safety, and classroom size (Alwadai, 2014).
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Moreover, Bataineh and Alazzi (2009) indicated several difficulties faced by teachers
of the social studies in Jordanian secondary schools. These difficulties range from large class
sizes, pressure of state exams, difficulty to vary methodologies and cover the entire textbook,
lack of equipment and lastly the absence of teacher educational programs about critical
thinking. First, for class size, the authors explained that the class size was too large that in one
classroom teachers find more than forty students and this they think hinders the effective
teaching and development of critical thinking as it makes it difficult to vary methodologies
and cover the entire textbook. Second, the teachers expressed their opinion that too much time
was required to cover the content in the textbooks, which left little time for critical thinking
skills development. In addition, teachers’ manuals did not provide strategies to aid the teachers
in critical thinking activities. Third, Bataineh and Alazzi’s (2009) study also revealed that the
school equipment within Jordanian schools do not foster critical thinking. Surprisingly, when
teachers criticised the lack of materials that they had for teaching critical thinking, they found
that the ministry guidelines did not require critical thinking as part of the learning process.
The teachers in this study also indicated that school equipment was insufficient for teaching
critical thinking. Participants expressed the need for more books in the library for the students,
as well as a need for overhead projectors, VCRs, and televisions. Fourth, the teachers in the
study have also advocated the absence of teacher educational programs about critical thinking.
Bataineh and Alazzi (2009) stated that teachers attribute their limited knowledge to the
absence of teacher educational programs that allow them to learn more about critical thinking.
The teachers seem to have a deficiency when it comes to understanding critical thinking and

how to implement it within classrooms.

The teachers also added that universities do not address teaching critical thinking, and
limited funding does not allow for preparation of professional development courses (Bataineh
& Alazzi, 2009). The study results indicated that Jordanian secondary school social studies’
teachers are not familiar with the definition and teaching strategies of critical thinking; the
Jordan Ministry of Education Guidelines did not require teachers to teach critical thinking. In
addition, teacher manuals for the state-required textbooks provided only detailed content
information, with only minor references to teaching critical thinking. Previous research,
conducted by these researchers on middle and high school students in Jordanian public
schools, supported the finding that students do not acquire critical thinking skills from their
public school education in Jordan. Another difficulty to support students’ critical thinking

development from the teachers’ perspective in Bataineh and Alazzi ’s (2009) study was the
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pressure of state exams and the students’ negative attitudes and uninterest towards critical
thinking. Passing the state exams with a high score is viewed as extremely important by most
Jordanian students in secondary schools, because it is the basis on which students are admitted
to colleges and universities. Yet, these exams mostly do not serve students’ critical thinking

development.

Another important finding of this study (Bataineh and Alazzi, 2009) has also indicated
that Social studies instruction that incorporates discussion of controversial issues relies on
critical thinking skills. Yet, most study participants state that they do not have any problem
with teaching controversial political topics. but they maintain a neutral position or try to avoid
addressing dubious political issues. This avoidance of controversial issues designate that
critical thinking skills are not being stressed by social studies’ teachers since this area of
instruction would not rely on the use of critical thinking and higher order skills to discuss
such topics. These teachers blame the universities and policy makers for not making advanced
teacher training programs during their vacation time and to support state universities with

funds that offer these teachers with professional development courses.

A study by Akhter (2019) suggested that cultural factors such as lack of critical thinking
tradition in Bangladesh, teacher-centred classroom practices, and students’ reluctance to
question authority are some of the major barriers to the development of critical thinking skills
among Bangladeshi second language learners at university. The researcher suggests that
teachers can help students overcome these barriers by fostering a culture of inquiry in the
classroom, encouraging students to question authority, and providing opportunities for
students to engage in critical thinking activities. Additionally, she recommends that teachers
should incorporate culturally relevant materials into their teaching, provide clear instructions
for critical thinking tasks, and also provide feedback to students on their critical thinking
performance. What is needed is that teachers help students overcome cultural barriers to

critical thinking by developing critical cultural awareness in the classroom.

This section examined the prevalent barriers to the development of critical thinking in
different contexts and through different research approaches. These barriers ranged from the
lack of teacher training and a detailed conceptualisation of critical thinking, curriculum load,
time constraints, class size and student related barriers. It should be noteworthy that to
confront these barriers, it is argued that : “though there is no logical or necessary sequence of

attack when confronting these barriers, due to their interactive nature, department, school and
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system-wide efforts to improve students' higher-order thinking are more likely to experience
success if all barriers are tackled” (Onosko, 1991, p. 3). This means that these barriers are not
isolated issues. They are interconnected and can reinforce each other, making it difficult to
address them individually. For example, if teachers are not trained in how to develop higher
order thinking skills in their students, they may not be able to design appropriate curriculum
or assessments that promote these skills. Therefore, tackling all the barriers to improving
higher-order thinking skills simultaneously through classroom and system-wide efforts is
more likely to lead to success than addressing them individually.

3.11 Conclusion

In conclusion, the critical thinking debate is a complex and multifaceted issue that requires
careful consideration and analysis. This chapter has comprehensively explored the various
debates surrounding critical thinking, including the different proposed definitions, the
generalist and specifist positions, the different models and strategies for the development of
students’ critical thinking, and the barriers that impede teachers from supporting their
students' critical thinking skills. Ultimately, it is clear that critical thinking is essential for
success in today's world, and it is necessary for educators to work towards developing their
students’ thinking skills. By considering the debates surrounding critical thinking,
understanding the concept and implementing effective strategies for its development and
reflecting on the major hindrances, teachers can help their students become more thoughtful,
analytical, and engaged members of their society. The current research is likely to help us
understand Algerian teachers’ understanding of critical thinking and their perceptions of what
facilitates or hinders the development of students’ critical thinking in the Algerian higher

education context.
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Chapter Four: Research Design and Methodology
4.1 Introduction

The previous chapters ( chapters one and two) discussed the Algerian higher education
system, the reforms that took place from the first establishment of an Algerian university
in1909 until the adoption of the BMD system in the last two decades and the status of critical
thinking and its development within that system. Chapter three however discussed the current
debates surrounding critical thinking: its definition, nature, importance development and
finally the challenges involved in its development. The current study focuses particularly on
the Algerian context where | investigate the concept of critical thinking in relation to the
reforms to the higher education system (Practical guide of the BMD system, 2011) that took
place recently at the university in response to this legislation/policy.

What is highlighted from the reviewed studies is the need for empirical research to
gather rich insights of teachers about critical thinking, the extent to which these teachers
support the development of students’ critical thinking and the hindrances they believe impede
students’ critical thinking development. The study thus, aims to explore issues related to
definition, position, development and methodologies involving critical thinking as these
matters are under-represented in research in the Algerian higher education context.

Therefore, this chapter will be dedicated to outlining the research design plan referring
back to my research questions and how | attempt to address them through my methodology.
After outlining key questions, | will consider the basis on which | approach the research by
introducing the epistemological and ontological perspectives that are the foundations for the
research design of the current study. The chapter will aim also to explain the research design,
how data will be collected, issues related to the research design such as validity and reliability
and the processes of sampling, data collection and analysis.

4.2 Research Questions
The proposed study poses two major research questions which are as follows:

Research Question 1:

e How do teachers within the Algerian higher education context conceptualise
critical thinking?

The first research question explores the teachers’ understanding and conceptualisation

of critical thinking in the Algerian higher education context. It focuses particularly on

perceptions of university teachers about the nature of critical thinking, its definition,

constituents and main characteristics.
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Research Question 2:

e To what extent do Algerian university teachers believe they support students’
critical thinking development and how do they believe they support this
development?

The second research question seeks to understand the extent to which the teachers

believe they support their students’ development of critical thinking in the Algerian

higher education context. It serves also to investigate how students’ critical thinking is
fostered in this higher education setting by exploring the means through which the
teachers support their students’ critical thinking development. This question focuses on
understanding whether critical thinking is absent in the classroom and the attempts of

teachers to integrate and develop it in their practices.

4.3 Research Design
A research design relates the research objectives and questions to the processes for

empirical data collection and analysis to analyse and make conclusions drawn from the data
(Yin, 2009). A sound research design thus reflects a clear understanding of what needs to be
done and how it ought to be done. Without these sets of understandings there can be no
confidence that the research has been properly conducted. Therefore, it is important for the
success of this study to fully justify and explain the research design (White, 2011). This
section will therefore be devoted to presenting the positioning of the research within its

ontological paradigm and justifying the chosen methodology adopted in the current study.
4.3.1 Research paradigm

To establish the foundation and framework for the current study, it is a requirement for
the researcher first to acknowledge their positionality within the ongoing debates in the field
of research between the interpretivists and positivists. This divide in perspectives has been
discussed by various scholars such as Kroeze (2012), Hammersley & Traianou, (2012) and
(Rahman, 2020) who offered that the Positivists believe that the social world is comprised of
concrete and unchangeable realities that can be objectively measured. On the other hand,
interpretive researchers disagree with the positivist belief and argue that reality is socially
constructed by humans and can be subjectively understood and changed.

Accordingly, in order to be able to gain insights into the research questions posed, and
to support analysis of the concept of critical thinking and the underpinning views; it is

essential that I, as the researcher, consider my methodological approaches and evidence them.
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The current research looks mainly to provide a more detailed understanding of and
justification for teachers’ conceptualisation of critical thinking and an exploration of the
related issues of definition, position and evidence in the Algerian higher education context.
The study also seeks to investigate the extent to which these teachers believe they support
critical thinking development at the university level, and the means by which they do this.
These experiences and perceptions relating to the nature of critical thinking are embedded
within certain social realities and do not come from a single ontological position. Thus,
because of the varied and complex nature of my research which centres on individual
experiences, perceptions and understandings of reality, my study is based on a form of
interpretivism given that knowledge is contextual, provisional and socially changing
(Creswell, 2003) and that individuals have unique perspectives shaped by their experiences,
beliefs, and values (Rahman,2020).

Regarding the epistemological basis, this research is centred upon the idea that
contextualised knowledge is not generalisable because there are multiple realities. The focus
is on exploring different viewpoints rather than seeking universal truths or generalisations
(Hammersley, 2012). This approach allows for rich descriptions and deep insights into
participants' lived experiences while acknowledging the subjectivity inherent in research.
Therefore, within their different social environments, participants will bring knowledge that
is culturally, socially, and experientially different and since this research is interested in
understanding and perceptions of teachers about the nature of critical thinking and its
complexities, | take an interpretivist approach to my research. The interpretivist approach
accepts that the insights I can gain from the data that I collect are based upon experience and
do not attempt to find generalisability. Interpretivists argue that we cannot understand why
people do what they do, or why particular institutions exist and operate in characteristic ways,
without grasping how those involved interpret and make sense of their world; in other words,
without understanding the distinctive nature of their perceptions, beliefs, and attitudes. As a
result of this stance, normally, interpretivists adopt or recommend qualitative methods, such
as ethnography, in-depth or unstructured interviewing, or analysis of documents in the manner
of the historian or the literary critic ( Hammersley, 2012). A literature review of the current
study and a consideration of the nature of the research problem and objectives along with the

researcher’s worldviews and positionality then direct the current research paradigm.
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4.3.2 Research methodology

Concerning the choice of the research methodology, the decision to choose a qualitative
research design was informed by the necessity to ensure that the evidence obtained enables
the researcher to answer the initial research questions as unambiguously as possible (De Vaus,
2001, p. 9). This choice was made as qualitative approaches are used to analyse the behaviour,
perspectives, feelings, and experiences of people and what is at the core of their lives
(Fraenkel & Wallen, 2009), thus aligning with the purpose of the present research study. It
also ensures the recognition of the subjective elements of the research process; it is not limited
to one perspective on social subjects and often generates unexpected insights through the
open-ended nature of enquiries (Percy et al., 2015). Compared with quantitative research, the
results of qualitative research can more appropriately be reported using a flexible structure,
concerned only with interpretations of the collected data (Creswell, 2013). Seeking to
interpret and explore social and cultural and, therefore, conceptual phenomena that defy
objective measurement, qualitative research is idiographic; meaning it can be considered to
be specific, subjective and contingent (White, 2011, p.22). Hence, this study will involve
collecting and analysing qualitative data on critical thinking conceptualisation and
development in the Algerian higher education context to provide a more complete picture and
an in-depth knowledge of the participants’ viewpoints and enable the researcher to reach an
understanding of the differing perspectives (Harding, 2019) involved in understanding the
nature of critical thinking, the extent to which its development is supported and possibly the
challenges interfering in students’ critical thinking development.

Therefore, with a qualitative interpretivist approach visualised in figure 4.1, the researcher
will look at the experiences and perceptions of a small number of people ensuring their rich
and detailed responses to the interviews fully answer the research questions posed. These
questions aim to go beyond evaluating critical thinking and instead seek to gather authentic,
precise, and meaningful perspectives on critical thinking in order to identify important
implications for teaching and learning in Algerian higher education. The qualitative study is a
valuable means by which we can develop a full understanding of a phenomenon, in this research
attitudes and practices regarding critical thinking development in Algerian higher education,
and so gain an understanding of this complex phenomenon and key insights into local practices
(Cooper & Morgan, 2008; Silverman, 2015). The choice of this type of research design is
informed by the need to develop an in-depth understanding of academics’ conceptualisation of
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critical thinking and its development among students within the Algerian higher education

context and particularly at Oum EI Bouaghi university.

4.3.3 Sampling

The current study is based on a sample of teachers’ from Larbi ben Mhidi university,
Oum EI Bouaghi in Algeria. According to the University of Oum El Bouaghi website (2023),
Oum EI Bouaghi University was originally created as a Teacher Training School in 1983,
became a National Institute of Higher Mechanics (INSM) in 1984, then a University Centre
composed of four Institutes in 1997 taking the name of the martyr Larbi Ben Mhidi in
November 1999. The University Centre was promoted to a university in 2009 adopting the
BMD system (see section 2.3). At present, the University is constituted of 7 faculties and 3
institutes located in five campuses including three in the city of Oum El Bouaghi, a faculty of
Applied Sciences in Ain Beida and a Technology Centre (ISTA) in Ain M’Lila. The training
offered is diversified at all levels leading to bachelor’s and master’s degrees as well as to PhD
degrees and in different specialties and much more social, humanities and literary disciplines.
It is renowned for its academic achievements in fundamental research including mathematics,
natural sciences and life sciences, as well as in the field of the human and social sciences and
the economic and commercial sciences. Larbi Ben Mhidi University of Oum El Bouaghi
develops cooperation with foreign universities in Europe as well as Arab and American

countries, promoting exchanges and scientific collaboration.

In order to gain high quality data from the current study, it is important to prioritise a
substantial sample although as Patton (1990) highlights, “There are no rules for sample size
in qualitative research. Sample size depends on what you want to know, the purpose of the
inquiry, what’s at stake, what will be useful, what will have credibility, and what can be done
with available time and resources” (p. 184). The number of participants in this sample is
therefore relatively unimportant. What is more important is the potential of each informant
within the case study to aid the researcher in developing theoretical insights into the context
being studied, critical thinking, its development in higher education and the perceptions of
teachers to its development and its hindrances. Participants were therefore recruited through
a combination of purposive sampling (they had to be teachers in Oum EI Bouaghi university)
and snowball sampling (contacts through my previous teachers at the university). For the
researcher, it was hard to find more cooperative teachers willing to participate in the study

and thus adapted to the circumstances.
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Following this line of thought, the researcher interviewed teachers from different
disciplines. The current study researcher chose four academic disciplines that belong to the
field of social sciences and language education, they are namely: Sociology, Psychology,
Political Sciences and English Language teaching. These are areas that involve skills of
analysis, communication, understanding complex issues, questioning assumptions, solving
problems and argumentation which are important in the development of critical thinking. The
reason behind choosing such a sample is to gain insights of different teachers from different
disciplines to enrich the debates underpinning the teachers’ understanding of critical thinking
in the Algerian higher education context and because of the great number of teachers and
educators who belong to these fields in opposition to the other domains such as STEM
specialities which were thought to participate in the study. So, this choice is purposeful
depending upon the availability of these disciplines in Oum EI Bouaghi University and the
interest of the researcher to understand this context particularly. The population is comprised
of teachers who teach English language at the department of English language at Oum El
Bouaghi University and other educators from the social sciences disciplines and from
departments teaching psychology, sociology and political sciences. Twenty invited teachers
were emailed and reached, but only sixteen teachers in total accepted to participate in the

study and thus represented the research sample.
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Figure 4.1

A Visual Representation of the Research Design

Investigating academics’ conceptalisation and development of critical
thinking within the Algerian Higher education context
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4.4 Data Collection

4.4.1 Interviews
According to Yin (2009), interviews serve as the fundamental means to bring out the data
needed to answer the research questions in the case study. The primary source of data in
qualitative research is the interview. Secondary data can be collected from various sources,
for example, annual reports and financial statements, public records, press releases,
newspapers, organisation charts, and institutions’ website (Myers, 2009). The researcher in
the current study therefore opted for interviews as an instrument to collect the necessary data.
These interviews are designed based on the reviewed literature aiming to explore the different
views and understandings of university teachers about critical thinking and the extent to which
they support its development in the classroom and also exploring the hindrances believed to
obstruct its development. Perceptions of lecturers are important for the research, as they will
help the researcher gain insights about academics’ views of the research core concepts as of
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critical thinking and the Algerian higher education. The aim of this qualitative research
instrument is thus to obtain an in-depth understanding of the explored problems or phenomena
(Creswell, 2013) and with this in view, interviews provide more in-depth knowledge as the
researcher has the opportunity to deepen the discussion with the participants.

All interviews will be semi-structured (see appendix F for full list of questions of the
interviews). This approach will enable the interviewer to question participants in a consistent
manner while also allowing for exploration in spontaneous and potentially fruitful directions
(Shank and Brown, 2007). Hence, they will allow space for interviewees to take the inter-
viewer down avenues not considered before (Smith and Sparkes 2016). Such interviews, as
indicated by Robson (2011), allow a researcher to prepare questions in advance (these will be
discussed in section 4.4) and provide the interviewees with some flexibility to expand on their
answers. Thereafter, the interviewer will have the opportunity to ask questions and tie threads
together through reading body language and intonation to elaborate on or discuss the subject
matter. It is of course possible that the researcher could be misled by biased or untruthful
data, but the quality and validity of the collected interview data can be enhanced as Kvale
(2009) suggests that throughout the interview, it is crucial to question the statements of
interviewees, to ask for extended explanation and illustration. Moreover, wherever possible
during the interview, informants' ideas should be explicitly elucidated by the interviewer so
that the participant can correct, modify, or add to the analysis. Therefore, the semi- structured
interviews will enable collection of qualitative data that will allow the researcher to explore
and identify participants’ perceptions and expectations with regard to their conceptualisation

of critical thinking.

4.4.2 Participants

The present study included 16 educators teaching in undergraduate and postgraduate
programs at the University of Larbi Ben Mhidi Oum EI Bouaghi, Algeria. 8 of these
respondents were male and 8 were female; other information on respondents is summarised
in Table 4.1, and the respondents are represented by pseudonyms for anonymity. Further
details of the respondents are presented in Chapter 5 where the findings from the interviews

are presented.
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Table 4.1

Interviewees Profiles

Durham University

PARTICIPANT

1 SELMA

2 RIAD

3 DJALAL

4 RAZIKA

5 MUSTAFA

6

MOUHAMM

ED

7 AMINA

8

MAHMOUD

9 OMAR

10 SOUAD

SHE

HE

HE

SHE

HE

HE

SHE

HE

HE

SHE

GENDER

DISCIPLINE

Political

Sciences

Political

Sciences

Sociology

Sociology

Sociology

English

Language
Political
Sciences

Psychology

Psychology

Psychology

Master

Master

PhD

Master

PhD

master

PhD

Master

PhD

PhD

QUALIFICATI

ON

EXPERIENCE

04 years

10 years

07 years

12 years

20 years

09 years

16 years

08 years

13 years

10 years

LC

TC

TC

LC

TC

TC

LC

TC

TC

TC

Teacher’ s role:

Teacher centred

TC/

Learner centred

approach
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11 HE Political Master 19 years TC

ABDULLAH Sciences

12 SOUMIA SHE Sociology Master 04 years LC

13 HANAN SHE English Master 10 years TC
language

14 JAMILA SHE English PhD 27 years LC
Language

15 KAMAL HE Psychology Master 09 years LC

16 DALIA SHE English Magister 14 years TC
Language

Note. The table represents teachers’ answers to questions about their gender, discipline,
qualification, experience and their roles in the classroom. These answers helped contextualise

and make profiles for each teacher and group them in similar categories.

4.4.3 Ethical considerations

Ethical issues are paramount important matters (Farrimond, 2013), as this research study
involves human participants, it has been necessary to seek ethical approval by completing the
University’s ethical approval process and ensuring that the participants are not harmed by
their involvement. In this respect the researcher’s approach has been influenced by the
guidance of Orb et al. (2001) who stated that: “ethics pertains to doing good and avoiding
harm. Harm can be prevented or reduced through the application of appropriate ethical
principles. Thus, the protection of human subjects or participants in any research study is
imperative” (p.93). Ethical approval is important as ethical issues that may rise from
interviews can be unpredictable, yet the researcher needs to be aware of sensitive issues and
potential conflicts of interest (Orb et al., 2001). The present study was approved by the Ethics
Committee at the School of Education in Durham University (Appendix E) prior to the data
collection of the pilot study and the main study.

In using semi-structured interviews as the key research method, the researcher has been
cognisant of the need to respect confidentiality, acquire informed consent, and to protect

participants’ privacy. Such interviews may contain material referring to a recurrence of “old
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wounds” and may involve sharing of secrets, the researcher therefore respects the individuals
participating in this research (Orb et al.,2001). Thus, before agreeing to participate, the
researcher provided participants with open and transparent information about their
participation, the purpose of the study, the collection of data and all related procedures.
Participants were also fully informed about both the outcomes from their choice to participate
voluntarily, and their ability to withdraw from the study at any point for any reason (Joe et al.,

2016) without prejudice.

All participants taking part in the interviews were informed about the study through the
informed consent forms (see appendix B), stating the purpose of the study, presenting the
interview guide and stating the approximate duration of the interviews. Participants in the
interviews were informed in advance, both through a written consent form and verbal
explanation, that their interviews would be recorded. They were also made aware of how their
data would be utilised in my research and that their responses would be included in a written
thesis without any personal identification. They were also ensured of confidentiality and

anonymity and assured that the interview data would be kept strictly confidential.

To ensure the confidentiality and security of the interview data, pseudonyms were
assigned to the respondents when their quotes were cited. No identifying information about
the interviewees were included in the presented information. The audio recordings of the
interviews were stored on a password-protected personal computer, which only I, as the
researcher, had access to. The names of the interview respondents were also saved as

pseudonyms and not linked to their responses.

4.4.4 The Interview Schedule and the Pilot Study

Approval from the ethics committee of the School of Education of Durham University
(Appendix E ) was received in February 2022 prior to the data collection of the pilot study
and the main study using the interviews. A semi-structured interview guide for the
participating teachers was designed to help in collecting data. The interviews contained open-
ended questions where teachers could speak openly about their understanding of critical
thinking, with follow-up questions and probes where necessary to clarify and encourage
teachers to expand through further explanation and illustration. The research questions and
the review of the literature helped to identify the areas to be explored and formulate the

interview guide.
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The interview guide was comprised of five parts (See Appendix F). The first part involved
questions concerning the participating teacher’s background including their qualifications,
experience and academic disciplines. The second part asked teachers questions about their
roles and teaching objectives in the classroom; the third part inquired about these teachers *
understanding of critical thinking and its importance. This part aimed to investigate how the
teachers conceptualised critical thinking and to find out what skills, dispositions or criteria
the teachers believed were fundamental in the critical thinking process. The fourth part aimed
to highlight the extent to which the teachers were supporting students’ critical thinking
development in classroom, and the means by which supported this development This part
therefore focused on the teachers’ potential to teach students’ critical thinking, to develop
this way of thinking in their students, and the teaching strategies or methodologies that they
used for the purpose of developing their students’ critical thinking. The last part of the
interview guide posed questions about the hindrances that the teachers saw as inhibiting their

support of the development of students’ critical thinking in their classrooms.

The interview guide was pilot- tested to confirm that the questions were suitable for
collecting valuable data, addressing the research objectives, and to practice interviewing (See
Appendix F for the first copy of the interview guide). A pilot study was chosen as it can help
identify if there are flaws or limitations within the interview design and will enable necessary
modifications to the major study to be made (Kvale, 2007). According to Harding (2013), the
importance of piloting qualitative interviews may not be immediately obvious as the quality
of the interview guide tends to improve as the interviews progress. However, he suggests that
piloting the interview questions and making necessary adjustments to the interview guide
before starting a major study can be extremely advantageous which is the case for the current
study as piloting helped the researcher to test and strengthen the questions and to gain some
practice in interviewing (Majid et al., 2017). Figure number 4.2 presents the steps involved in

the pilot study of the interviews.

e Determining the interview questions

Supervisors review of the interview questions

Selecting participants

Conducting the Pilot

Reporting the alterations to be made
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Figure 4.2

Steps Involved in the Pilot Study

The piloting was conducted in April 2022 and three teachers participated in the process
online via zoom meetings scheduled according to the participants availability and
convenience of circumstances. A letter of informed consent (see appendix ) was given to each
participant and the researcher obtained approval from all three informants. The interviews
were recorded automatically through the Zoom platform. The interviews ranged in time
between approximately 35 to 45 minutes. The purpose of the pilot study was to assess the
appropriateness of the questions and offer initial feedback on the feasibility of the research.
Additionally, it allowed the researcher to gain proficiency in conducting in-depth, semi-
structured interviews and establishing a connection with the participants. Significantly, the
pilot study helped the researcher acquire interviewing skills and understand how

conversations may flow (Majid et al., 2017).

During the interviews of the pilot study, the participants were asked the same set of
questions, and they were given the opportunity to answer the interviewer’s questions freely;
the researcher then used probing questions to prompt further discussion and information
giving. The interviews were carried out in the Arabic language, as the first language of the
interviewees was thought to lead to a more comfortable discussion and to facilitate
respondents’ expression of their thoughts and feelings (Cortazzi et al., 2011). The questions
were not asked in a specified order but rather they followed the flow of the discussion.
Through the pilot study, | used probing whenever | felt it necessary to seek clarifications or

further elaborations from the interviewees. In fact, each interview required customised
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questioning as it was impossible for the researcher to precisely determine the answers of the
informants without this further probing. After completing the pilot study, the researcher had
the opportunity to transcribe verbatim and translate the scripts into the English language. The
scripts of the English version were then summarised and analysed to identify the initial codes
for a thematic analysis. It should be noted that the pilot interviews were not included with the
main study data. Undoubtedly, the pilot study played a crucial role in helping the researcher

refine their interviewing strategies before commencing the main study phase.

Based on the results of the pilot study, more changes were made to the interview guide.
Some questions were rephrased and ordered in a more logical sequence, and additional
probing questions were added to ensure that participants could provide more detailed
responses and to prevent misinterpretation on the side of the interviewees. For the main study,
ten open-ended questions were included to gain a better understanding of the participants'

viewpoints.
4.4.5 Data Collection Procedure

After designing the interview guide, conducting the pilot study and making the necessary
modifications, the researcher started the main study interviews at the beginning of May 2022
and finished the process by the end of July 2022. After few interviews the researcher started
to notice some similarities and overlaps in codes and prospective themes. The researcher
began to question how many interviews needed and if a second interview with each
participant was necessary but understood that there should be no predetermined number of
interviews to be conducted, and only stop the process if having enough data to answer the
research questions. Eventually, the interviews were conducted with 16 tutors who provided
rich data for the study. Copies of the participant information sheet, declaration of informed
consent, privacy notice, debriefing sheet and the interview guide are found in Appendices

A, B, C, D and F respectively.

After the initial contact of invitation, the researcher contacted the teachers via email to
inform them of the aim of the study, how the collected data would be used and to inquire
whether they are still willing to participate in the research. The interviewees were also
reminded that their participation would be voluntary and that they would have the right to
withdraw from the research for any reason and at any time during the study. They were also
assured that once the scripts were anonymised, they could not be traced back. The participants
were also provided with a consent form, an information sheet and the interview guide. These

letters also specified the purpose of the study, the questions to be asked and the approximate
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duration of the study. Before interviews were conducted, participants were informed that the
interviews would be recorded, as stated clearly in the consent form. Additionally, they were
also informed about how the researcher would make use of their data in the study and that
their responses would be included in a written thesis without revealing their identity to ensure

confidentiality.

Having obtained the approval of the teachers to be interviewed, the researcher made
appointments with the participating teachers and arranged the online meetings via zoom or
teams to conduct the interviews. The interviewer and interviewee were both afforded a degree
of ease and comfort by conducting the interview remotely (Lobe et al., 2020). The researcher
initially encountered difficulty in obtaining a sufficient number of informants, and so resorted
to snowball sampling to increase the sample size. This proved to be a challenging process, as
many teachers had to be contacted, but few accepted invitations were received. By the end of
the data collection period that lasted around three months, the researcher was able to interview
a good sample of 16 teachers from Oum EI Bouaghi university and let that the data were rich
and the participants had provided enough detailed data to answer the research questions.

Before each interview session, the researcher reiterated to the interviewees the aims of
the study and the purpose of the interview. The researcher also informed them about how their
data would be used and again assured them of confidentiality and anonymity. The participants
were also informed about the duration of the interview. Additionally, consent was requested
from all participants for audio recording, with only two teachers declining while the other
fourteen agreed to be recorded.

The researcher began each interview by introducing the topic of the research, then she
started a friendly conversation and moved to checking the background information with the
interviewees and posing some warm-up questions (see appendix F) before moving on to the
main questions. The researcher used the interview guide to pose the same questions for the
interviewees. Nevertheless, the sequence and wordings of the questions varied during the
interviews respecting the flow of the discussion and prompting further elaboration and
clarification of responses from the participants by customising responses to the information
they individually presented. This approach allowed the researcher to confirm her
comprehension of the interviewee's responses and prevent any miscommunications or

misunderstandings.
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The researcher had to follow guidelines when conducting the interviews to yield valuable
insights during the process of data collection. First, it was crucial to exhibit a gentle,
approachable demeanour and through this approach to allow the interviewees to express
themselves fully. This involved giving them ample time to think and speak at their own pace,
as well as respecting pauses (Taherdoost, 2022). Second, it was imperative to actively listen
and comprehend what they were saying in order to grasp their viewpoint completely.
Additionally, being receptive to novel ideas and unexpected answers from the interviewees
was essential (Doody & Noonan, 2013). However, it was equally important to steer the
conversation back on track if they digressed off-topic. Third, the researcher had also to
compare and contrast the interviewees’ responses as this can aid in verifying the accuracy and
reliability of their answers (Taherdoost, 2022). Finally, interpreting responses and requesting
examples from these interviewees helped to ensure a comprehensive understanding of the
participants’ perspectives. At the end of the interviews, the researcher expressed gratitude to
the participants for their valuable contribution to the study and asked if they would like to
receive a copy of the interview transcripts. Additionally, they were informed that if they
wished, they would be provided with the study findings.

4.5 Data Analysis
4.5.1 Data Transcription and Translation

As indicated above, 16 teachers were interviewed in this study with each interview session
lasting for about 35 to 45 minutes. Only 14 interviews were audio- recorded as two
participants refused recording and the researcher opted for the note taking method to record
these interviewees’ responses. The researcher started preparing the data for analysis by
beginning with the transcription of the interviews, then moving on to checking the accuracy
of the scripts followed by the filtering of the irrelevant information and finally the translation.
First, for the interviews that were recorded automatically through the Teams and Zoom
applications, Microsoft Word was used as a tool that facilitated the transfer of the audio files
to a written form and the researcher had only to check the accuracy of the data and filter
irrelevant data such as pauses, emm, eh and aaa words and repeated phrases. For the other
two interviews which were not recorded, the researcher re- read and checked the notes again.
Second, the researcher compared all notes to the transcripts to ensure that all relevant data
were included. Then, the researcher checked for any discrepancies between the notes taken
and the transcripts and made sure that all the data were accurately represented in the
transcripts. Finally, the transcripts were translated from the Arabic into English as a
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preparation of the scripts for the data analysis. By transcribing and translating the interview
data, the researcher was able to gain a deeper understanding of the data and familiarise herself
with it to develop more meaningful insights (Braun & Clarke, 2021). This also enabled the
researcher to ensure that the transcription and translation were accurate and relevant to the

present study and the context of Oum EI Bouaghi University.

4.5.2 The Data Analysis Process

The process of data analysis, as Bogdan and Biklen (1998) have pointed out, is the process
of systematically searching and arranging interview transcripts, filed notes and other materials
that the researcher collects to increase their understanding of them and to enable the researcher
to present what they have discovered to others. Thus, this process entails handling data,
arranging and combining it, identifying patterns, determining significance and insights, and
selecting information to communicate to others. For the current study, | employed thematic
analysis to identify recurring patterns and themes from the qualitative data. In this study,
thematic analysis was driven by the presented research questions and the constructivist
paradigm. Thematic analysis was chosen for this study since it provides an in depth
understanding of the research topics and their relationship as an inductive analysis will be
presented for the themes and patterns emerging from the interviews. Thematic analysis is an
analytical method that provides a transparent and systematic approach to interpreting
qualitative data (Joffe, 2012). Braun and Clarke (2021) also defined thematic analysis as “a
method of qualitative analysis, widely used across the social and health sciences, and beyond,
for exploring, interpreting and reporting relevant patterns of meaning across a dataset. It
utilises codes and coding to develop themes” (p. 224). Yet, it should be noted that “conducting
a thematic analysis is not about working through a series of steps, rather it is about the
researcher’s ‘reflective and thoughtful engagement with the data . . . and the analytic process”
(Braun and Clarke, 2019, p. 594). Thus, the researcher needed to go forth and back through

the transcripts several times.

To conduct the data analysis, | referred to Braun and Clark's research (2006, 2013, 2020)
where they outlined six phases for conducting a thematic analysis. These phases are fully

described in this section and are summarised in Figure number 4.3.
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Figure 4.3
Six Phases of Thematic Analysis (Braun & Clarke, 2020)
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In the first phase, | read through all the transcripts several times to become familiar
with the content. This involved reading and re-reading through transcripts of interviews.
| also took notes on anything that stood out to me or seemed important and interesting in
addressing the research questions. For the second phase, | began generating initial codes.
This involved identifying and labelling as codes, key words or phrases that captured
important and interesting aspects of the data and that are relevant or meaningful in regard
to the research questions. As Braun and Clarke (2021) suggests coding involves more
than just summarising the content of the dataset; it also involves expressing an analytical
perspective on the data. Codes provide the building blocks of analysis (Braun and Clarke
2013). Coding was done using both deductive and inductive approaches where | chose to
manually code the data on printed paper transcripts because | found it to be the most
practical option for me. | began by going through each interview individually and creating
basic semantic codes that captured the explicit meaning of the participant's statements.
Additionally, I made some notes in the margins to point to what was being revealed in
the interviews such as speculations, commonalities between interviews, or things to focus
more on. Coding became more focused in relation to my research questions and had less

codes as progressing in the analysis process. 1 then jotted down potential themes and
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deeper level thoughts that made sense in relation to the research questions and moved to

a more interpretive level of analysis.

In the third phase, | started developing the themes by looking for patterns in the codes.
This involved grouping similar codes together and identifying overarching themes that
emerged from these groupings and which might provide a meaningful answer to the research
questions. Themes capture ‘something important about the data in relation to the research
question’ (Braun and Clarke 2013, p.82). Unlike the codes, these constructed themes describe
broader and shared meanings. After identifying initial themes that might address the research
questions, | organised all coded data relevant to each proposed theme and had the codes as
evidencing data. These themes were created by me, considering my understanding of
overarching patterns and meanings found within the codes. I developed three preliminary
overarching themes: (1) A conceptualisation of critical thinking, (2) The development of

students’ critical thinking, and (3) Barriers to the development of students’ critical thinking.

During the fourth phase, I checked the accuracy of the initial themes by reviewing the data
and ensuring that each theme was supported by evidence and multiple examples. I also made
sure that the themes made sense in relation to both the coded extracts and the entire dataset.
The main themes in my research are derived from the interview questions that were designed
to address the research main questions. According to Braun and Clarke (2006), “a theme
captures something important about the data in relation to the research question and represents
some level of patterned response or meaning within the data set” (p. 82). Thus, the themes
needed to be compelling to highlight important patterns related to the research questions. |
was trying to make sure analysis goes beyond a descriptive level and that the themes told a
coherent story that reflected the data set and gave answers to my research questions. This
phase involved reviewing data within themes to ensure that data extracts fit together and
formed a pattern in addition to evaluating the clearness and meaningfulness of the themes

reflecting the data set.

In the fifth phase, | named and defined each theme by writing a brief description that
captured its essence and ensured it was clearly demarcated with a strong core concept. This
phase involved a detailed analysis for each theme through identifying a story that the theme
captured and how this fit with the overall story of the data set aiming at building depth and

detail through the analytic narrative (Braun et al., 2016).
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Finally, in the sixth phase, | produced a report summarising my findings and including
descriptions of each theme and quotes from the data to support them. Persuasive data extracts
were selected to compliment the analytic commentary, and to capture the essence of the
argument (Braun and Clarke 2006). The goal of this report was to construct a coherent and
convincing story about the dataset that addressed the research questions by weaving together
an analytic narrative with compelling evidence from data extracts (Braun & Clarke, 2021). |
then run through the reported analysis once more and sent back to my supervisors form more
feedback. Overall, following Braun and Clarke's six phases allowed me to conduct a rigorous
thematic analysis of my data and produce meaningful insights into my research questions and

objectives.

4.6 Trustworthiness
For qualitative research to be valid and reliable, trustworthiness is a compelling goal that

should be attained, indeed Lincoln and Guba (1985) described four general criteria in their
approach to trustworthiness, namely: credibility, transferability, dependability, and
confirmability. These four criteria have informed my approach to explore teachers’
understanding of critical thinking , its development and the impediments challenging the

situation in the Algerian higher education context.

First, for the credibility of research to be established, Stahl & King (2020) indicated that
“one is seeking to understand how the reported findings“ hang together” in that the ideas
should share some relationship with each other” (p.26). This means that the data and the
interpretations of the researcher should be consistent. Credibility could be improved through
‘member checking’, where the researcher involves informants in verifying the researcher’s
interpretations after the fact (Stahl & King, 2020). This will lead to trust being engendered in
the researchers and their conclusions. In the present study, and after conducting the
interviews, the researcher requested that the participants review and confirm the accuracy of
the data collected. This allowed for any potential mistakes, misunderstandings, or

inconsistencies to be corrected with the assistance of the respondents.

Second, Lincoln and Guba (1985) proposed the concept of transferability in qualitative
research which suggests that findings and descriptions from one context may be applicable to
another, even though replicability is not the goal of qualitative research design. To ensure
transferability in the current research, the researcher provided what Stahl and King (2020)
term a ‘thick’ description of the method used, the processes of data collection and analysis

and their time frames besides completely describing the contextual data in detail. The detailed
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and comprehensive description provides a sufficient representation of the situation for
possible application to other contexts. Adhler (2022) further added that: “regardless of the
approach of the researcher, the key to trustworthiness of a qualitative study is transparency,
and by transparency, | mean that not only should the research techniques be precisely spelled
out, but also that the epistemological and theoretical bases of the work must be made explicitly
apparent” (p.600). Thus, the methods, the processes of data collection and analysis and most
importantly the epistemological and ontological background of the research should all be well
documented and disclosed to the reader.

For dependability which is the third perspective introduced by Lincoln and Guba (1985),
both the researcher and the reader need to build their trust in events as they unfold. | ensured
the criteria of dependability by maintaining a record of the research processes, including
formulating research questions, designing the interview guide, conducting the pilot study,
conducting interviews, transcribing and coding data. This audit trail also helped meet the
criteria of confirmability, which is the fourth perspective on trustworthiness described by
Lincoln and Guba (1985), by ensuring that the interpretation of findings is derived clearly
from the data. The documentation of the research process, including data collection, analysis,
and interpretation is denoted as an audit trail in qualitative research. It is a record of all the
steps taken during the research process, including decisions made and changes implemented.
The audit trail here served as a means of ensuring that the research is transparent and can be
replicated by others. It also helps to establish the credibility and trustworthiness of the
research findings. It may include raw data, field notes, transcripts of interviews or focus
groups, coding schemes, memos, and other relevant documents where every step or decision
should be spelled out for the readers of the research (Rose & Johnson, 2020). For the current
study, the researcher included the interview guide first and the revised versions and also

exemplary transcripts in both English and Arabic languages.

4.7 Themes generated
From the data collected through the interviews, three main themes were generated

capturing respondents’ perceptions and understanding of critical thinking, the extent to which
it is practiced in classrooms, and by which means this was achieved, as well as depicting
teachers’ views of the hindrances they believe impede the development of students’ critical

thinking.

e Theme 1: A conceptualisation of critical thinking.

e Theme 2: The development of students’ critical thinking.
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e Theme 3: Barriers to the development of students’ critical thinking.
The themes identified will be presented and analysed in chapter 5. Then, they will be

discussed in the light of the foregoing reviewed literature in chapter 6.

4.8 Summary of the Methodology Chapter

This chapter presented the methodological approach of the current study. Primarily, |
have identified the research questions that this study proposes and then | introduced the
qualitative approach and justified the rationale for choosing this approach particularly in this
study by highlighting its ability to effectively address the research questions. Then, | outlined
the research design adopted, and the qualitative method used was also emphasised to
demonstrate the rigour of the study. After that, | presented the process of developing the
interview guide for the semi-structured interviews as the main instrument in this study,
followed by an explanation of the pilot study prior to the data collection process and lastly, |

presented an overview of how the data would be analysed.
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Chapter Five: Data Presentation and Analysis
5.1 Introduction
To address the two research questions, 16 semi-structured interviews were conducted to
explore teachers’ conceptualisation of critical thinking (RQ1), the extent to which these
teachers believe they support their students’ development of critical thinking and how this is
practised (RQ2). From the analysis of the interviews, three key themes were identified, and
they will be presented and analysed in this chapter. It is important to indicate that these themes

are further divided into sub-themes and categories.

Consequently, this chapter will be divided into the three respective themes which will
be supported by quotes from the respondents’ answers. The themes identified are namely,
teachers’ conceptualisation of critical thinking, the development of students’ critical thinking
and the barriers to the development of students’ critical thinking. The former presents and
analyses the data related to teachers’ critical thinking conceptualisation and its importance.
The second unveils teachers’ methodologies that help in cultivating students’ critical thinking.
The third sheds the light on the barriers that impede teachers in their quest to implement
critical thinking. A thematic map is presented in Figure 5.1 to give a brief summary of the
three themes generated from the interviews’ data. The chapter ends with a conclusion which

sets the scene to the next chapter.
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Figure 5.1
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5.2 Theme One: A Conceptualisation of critical thinking

Theme one depicts teachers’ perspectives and insights regarding their understanding of
critical thinking and how important it is to develop students’ critical thinking. This is one of
the three major themes in the present study as it answers the first research question. It will be
reported here in an analytical way but will be discussed thoroughly with the exploration of
theoretical and scholarly interconnections later on in the discussion chapter. The theme
involves teachers’ definitions of critical thinking and what it entails in addition to capturing
its importance at various levels. The theme is also divided into two sub-themes where the first
sub-theme explains teachers’ conceptualisation of critical thinking and the second captivates

the significant roles that critical thinking plays from these teachers’ perspectives.

5.2.1 Teachers’ conceptualisation of critical thinking
The teachers were asked about their definition and understanding of critical thinking as
the research aimed at gaining clearer insights into Algerian university teachers’

conceptualisation of critical thinking and how they perceive and define it. The analysis of the
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findings revealed that these teachers have almost a similar understanding of the nature of
critical thinking as the words ‘questioning, argue, inquiry, evaluation, analysis, reflection,
logic and reasoning ’have been found in most of the teachers’ answers repeatedly. These
words reflect the commonality in the teachers’ views of critical thinking where the skills

involved are much more emphasised than any other aspects of critical thinking.

Nevertheless, whilst all the definitions provided by the participants showed some overlaps
there were also some differences in the emphasis placed on different aspects of critical
thinking. The difference indicated in the definitions is related to giving a more emphasis to
the dispositional aspects of critical thinking where the teachers stated clearly that critical
thinking involves more than possessing certain skills such as evaluation and analysis. It also
requires a particular mindset or disposition. Without these dispositions, critical thinking
cannot be effectively operated. On this basis, the teachers’ views are then divided into two
categories namely critical thinking as a process and critical thinking as a process plus

dispositions. These categories are also summarised in Figure 5.2.

5.2.1.1 Critical thinking as a process:

The majority of the interviewees evoked the idea that critical thinking is a process that
entails a set of skills such as analysis, argumentation, evaluation and reflection. These teachers
in their conceptualisation of critical thinking focused more on the procedure itself and the

skills involved within that process of thinking.

One of the teachers in this category perceived critical thinking as an investigation of the
validity of the information given based on evidence and the principles of logic and reasoning.
“What | believe is that critical thinking means looking at things from different angles and
weighing their supporting arguments” (Mustafa). This response denotes that critical thinking
in this teacher ’s belief entails the analytical and evaluative nature of critical thinking. The
teacher understands critical thinking as a process that involves an analysis, an evaluation and
a critique of all sorts of information to reach conclusions which are justifiable and logical.
Similarly, Selma stated clearly in her response that: “critical thinking is a cognitive process
that entails the skills of analysis, questioning and evaluation. It is about thinking reasonably
and logically about everything as one should not take things for granted and inquire about all
aspects based of course on the principles of logic”. For that reason, critical thinking appears
to involve a set of skills that help to reach reliable knowledge and a logical judgement through

skills of questioning, analysis and evaluation.
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Another skills’ based explanation of critical thinking was provided by Jalal who pointed
out to the idea that critical thinking involves aspects of scepticism and inquisitiveness as well.
He believes that: “critical thinking is a cognitive purposeful process of using logic to give
evidence for the sake of searching for solutions and making inferences by asking questions of
how, what, and why to reach the cause, the consequence and find results or solutions”. Critical
thinking, in his opinion, allows to inquire and shed the light on points that escape the person
to finally arrive to the truth or get answers based on examined evidence. This definition
reflects the sceptic, inquisitive and evaluative nature of critical thinking and how necessary it
is not to accept things unquestionably and have the courage to doubt and judge things based
on logic. This belief is similar to Lipman’s thoughts which describe critical thinking as a

“skilful, responsible thinking that facilitates good judgment” (Lipman, 1988, p.39).

Abdullah and Hanan emphasised the idea that critical thinking is a higher order thinking
process, and they added synthesis, interpretation and reflection to the set of skills that critical
thinking involves. In this regard, Abdullah indicated that critical thinking is considered as a
higher order thinking that depends on skills of analysis, synthesis, evaluation, reflection and
interpretation. Similarly, Hanan understands critical thinking as being: “a process determined
by reflection, evaluation and questioning. It is when you do not accept things anyway; you do
not take them for granted”. Hanan also added that: “when you read a story for example, read
between the lines and most importantly ask questions as it is not written for the sake of writing,
there must be something behind the curtain for you to reflect upon”. Critical thinking for this
teacher then involves analysing and evaluating information, arguments, and evidence through
reflection, questioning, and reasoning. It allows individuals to make informed decisions and
judgments based on evidence rather than accepting things blindly or based on personal biases.
This teacher’s understanding of critical thinking is the approximate understanding of critical
thinking as of Ennis who explained that critical thinking is “a reflective and reasonable

thinking that is focused on deciding what to believe or do” (2011, p.1).

These definitions signify that these teachers understand critical thinking as having more
of an inquisitive, reflective and judgement nature which is a thought advised by Diane Halpern
who as well insisted on the idea that critical thinking is a multi- faceted concept that is based
on standard features that include comparison, contrasting and the evaluation of different
subjects and viewpoints (2014). All of these definitions fall under the skills- based view of
critical thinking which are presented in the Delphi report (1990) and comprehend critical

thinking as skills of reflection, argumentation and the formation of sound judgment.
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5.2.1.2 Critical thinking as skills plus dispositions

Interviewees in this conceptualisation category believe that critical thinking is more than
an evaluation or an analysis or a set of these skills and others; it is more about the process
plus the dispositions. The interviewees indicated that a critical thinker should have the
disposition to do so, otherwise the critical thinking process would not be exercised. One of
the teachers’ responses evoked a detailed explanation of the nature of critical thinking in
relation to critical thinking dispositions. She (Razika) claimed that: “critical thinking is the
analysis of information in trying to understand them; it is built on reflection, evaluation and
the examination of evidence to infer meaning, so it advises scrutiny and makes a person
flexible in terms of judging and accepting new ideas in addition to keeping the person seeking
out truths or trying to find solutions”. Her response signified that critical thinking is a process
of evaluating information in order to make well- informed decisions, solve problems and
reach conclusions. Also, critical thinking requires a person to be open- minded, flexible and

willing to consider alternative perspectives.

Likewise, Jamila declared that : “critical thinking is a particularly important skill since
it is pertinent to real life tasks. It is a process of searching for arguments supported with
principles of logic and incorporating inquisitiveness and evaluation of all forms of knowledge.
It involves many skills such as analysis, synthesis, comparison and evaluation. A critical
thinker must also be tolerant, flexible and open to others ’views and justifiable evidence”.
This comment on critical thinking focused as well on the importance of dispositions as of

open mindedness, flexibility, inquisitiveness and tolerance.

These teachers perceive critical thinking as a process of evaluation and judgment of
arguments based on logic that necessitates a willingness to do so and a person who is
interested in others’ viewpoints, flexible, tolerant and more importantly open- minded. From
these teachers’ perspective, critical thinking is a process that entails a set of skills plus
dispositions; skills such as analysis, evaluation, reasoning and added dispositions such as open
mindedness, willingness, inquisitiveness, tolerance and flexibility in terms of accepting
others’ views. Critical thinking then is seen as “a combination of the propensity and skills to
engage in activity and ‘mental activity with reflective scepticism focused on deciding what
to believe or do” (Fasko, 2003, p.8). Thus, it could be argued that some Algerian university
teachers acknowledge the skills plus the dispositional dimension of critical thinking. This
dimension is cited in the works of Robert Ennis as of critical thinking dispositions ( dates)

112



Amira CHERGUI Durham University

that characterise a critical thinker and necessitates the existence of such dispositions to

exercise the process of critical thinking.

5.2.1.3 Summary

All these answers show that teachers interviewed in this study had some overlaps in their
understanding of critical thinking as they consider it a process that involves not only aspects
of reasoning and logic, but as a process that implies inquisitive facets as well. However, there
are four teachers who emphasised the necessity of the critical thinking dispositions, and they
pointed out that a critical thinker is characterised by a set of dispositions such us open-
mindedness, flexibility, willingness and tolerance and without these dispositions critical
thinking cannot be exercised or developed. It is worth mentioning as well that there is a
similarity in teachers’ conceptualisation of critical thinking within the context of their
teaching which means that teachers’ understanding of critical thinking eliminates disciplinary
differences in the present study. The researcher initially looked for disciplinary differences
but the universality and overlap in definitions here did not surface any specific disciplinary
differences amongst these teachers. Overall, critical thinking means to arrive at a reliable and
valid knowledge after a process of doubt and evaluation of information as there should be,
but big questions asked, different angles to look at and a thinking out of the box with a critical
eye and a critical spirit ‘a disposition to do so ’without which critical thinking cannot be
practised ( Ennis, 2016).
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Figure 5.2

A Summary of Teachers’ Conceptualisation of Critical Thinking
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5.2.2 Teachers’ beliefs about the importance of critical thinking

The teachers were asked about the importance of their students’ developing their critical
thinking skills. The responses appeared similar, and all the participants recognised the
importance of critical thinking and the distinguished role that it plays, but when asked about
the reason behind this value of critical thinking, the answers were a bit diverse as teachers
gave different explanations to why critical thinking is of a high importance. These answers
are categorised into four categories that will be presented in this section and are summarised

in Figure 5.3.

5.2.2.1 Students’ self-development

Seven participants agreed on the importance of critical thinking for their student’ self-
development. These participating teachers argued that critical thinking helps in improving
personal skills such as communication, argumentation, creativity and self-reflection and in
turn supports students building their personality and character. “Critical thinking skills are
well needed in building one’s personality” (Amina). Razika as well highlighted the idea that:
“critical thinking helps students understand many phenomena and infer meaning from them;
it develops their communication skills and gives them an analytical mind and a critical

character “. This idea evoked that critical thinking helps to better understand and interpret
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things and thus improve personal, analytical and communication skills which helps in turn to
deal with the encountered life situations and phenomena. These teachers believe that critical
thinking is highly valued for students’ personality development and in everyday situation;
therefore, it is pertinent to real life tasks and activities. Similarly, Mahmoud declared that:
“critical thinking makes students more active and productive thinkers and develops the self
and helps improve different personal and social skills”. These teachers indicated that since
critical thinking triggers inquisitiveness and evaluative facets, this helps to improve personal
and social skills which in turn supports the development of one’s personality. The teachers

believe that critical thinking helps students develop their personality and skills at once.

5.2.2.2 Enhancing students’ academic performance

Three other teachers claimed that critical thinking plays a significant role in enhancing
students’ academic performance and transforming them to be better learners and to improved
grades. “Critical thinking helps students to be active thinkers rather than being passive
learners who tend to take things for granted and ask no questions or have a less responsibility
in their learning” (Riad). Critical thinking then makes students more focused and attentive in
the classroom in addition to creating a dynamic atmosphere where students engage more and

involve themselves in productive activities.

Dalia has also pointed out that: “critical thinking helps students perform well as it
improves the questioning, analysis, synthesis, argumentation and evaluation skills. These
skills allow students to think in a more critical way about their learning and enable them to
become life-long independent learners whose performance is accelerated”. This teacher’s
perspective identifies critical thinking as a valuable tool to students for it enhances their
inquisitive, analytical and evaluative skills. In addition, it encourages students to be more

reflective and independent in their learning, allowing them to perform more efficiently.

Likewise, Mouhammed revealed that: “critical thinking is an essential skill that
should be developed in classrooms as it serves the development of students’ academic
performance by making students more focused, more productive, engaged and creative”.
Consequently, these teachers consider critical thinking as having a profound impact on
enhancing students’ academic performance and should be seen thereafter as an educational

aim that must be fulfilled in the classroom.
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5.2.2.3 Challenging Fallacies and Finding Truth

Three other teachers believe that critical thinking is important in challenging
misconceptions and finding the truth. Critical thinking helps to understand what is conveyed
clearly to prevent any misunderstandings based on reasoned judgement. It was clearly stated
that: “critical thinking helps students to analyse and criticise things in a logical way and thus
prevent any misunderstanding” (Abdullah). Another teacher revealed that: “it is particularly
important for university students to develop critical thinking skills as the latter triggers their
mind to question every information they receive and helps to develop their ability to analyse
and understand complex issues then reintegrate them in a form of a valid knowledge
eliminating all kinds of fallacies” (Soumia). From these teachers’ viewpoints, critical thinking
leads to some kind of scepticism which in turn leads to an analysis and weighing of
information to form valid conclusions free of misconceptions. In the same line of thought,
Kamal maintained that critical thinking is important in challenging fallacies and prejudice.
He said: “every person is called upon to develop a critical approach to confront biases and
overcome different falsifications”. This perspective indicates that critical thinking
development is a requirement for confronting misconceptions to arrive at reliable and valid
knowledge. These teachers clearly argue about the significance of critical thinking in the

process of challenging fallacies and finding the truth.

5.2.2.4 Solving Problems and making decisions

Other three teachers believed that critical thinking importance lies within its capability
to solve problems and take decisions. Critical thinking in their belief helps not only in solving
problems but in creating ways and alternative choices in the process of thinking critically;
“critical thinking helps in solving problems and finding solutions to the different issues that
one may encounter during the learning process or even at work”(Souad). Mustafa also
supported this idea and stated that: “those who practice critical thinking can always adopt and
adapt to any situation and make better choices whether in their personal or professional lives”.
With critical thinking then, these teachers believe that one can make better decisions and solve
problems more effectively as it helps to develop creative solutions to complex issues and
allows to look at situations from different perspectives and identify potential solutions. By
developing students’ critical thinking skills, they will be better equipped to manage any
situation that comes in their way either in the classroom or in their daily lives. Likewise,
Selma highlighted that: “critical thinking is very important as it helps in forming individuals
capable of confronting different problems and ready to think critically and solve them or take
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decisions about them”. Consequently, critical thinking from these teachers *views is important
in its being a useful tool to problem solving and decision making and for encouraging

students ’independent thinking and creativity.

In summary, it can be seen from the presentation of the data in this section that all the
teachers *viewpoints reflect the high importance of critical thinking whether for the personal
or the professional practice. Teachers do acknowledge the significant role that critical thinking
plays in the development of personality and in improving other social and educational skills
such as communication, argumentation and analysis. Confronting biases and challenging
falsification is also needed in getting reliable and valid knowledge in order to solve problems
and make decisions. This reflects the teachers ’awareness of the importance of critical
thinking and suggests it is a requirement in the educational system. Therefore, policy makers
should pay attention to its position and put some effort to invest in the formation of graduate

critical thinkers.

Figure 5.3

A Summary of the Importance of Critical Thinking
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5.3 Theme Two: The Development of students’ critical thinking

The previous theme presented and analysed teachers’ understanding and
conceptualisation of critical thinking and the significant role that it plays. Theme two however
encapsulates the extent to which these teachers believe they support the development of their
students’ critical thinking, and by which means they do that in classroom settings. Theme two

which will be reported here is important for it helps in answering the second research question
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regarding the extent to and how these teachers believe they support students’ critical thinking
development at the university level and discloses the teachers’ approaches and objectives of
their teaching practices. It also illustrates some methodologies that these teachers integrated
within the lesson plan. These methodologies range from classroom discussions, debates,
workshops, brainstorming, problem- solving activities, asking questions and lastly self-
assessment. This section is broadly organised into three sub-themes summarised in Figure
number 5.4. The first sub-theme presents teachers’ objectives and approaches to teaching in
classrooms, the second sub-theme highlights the constrained extent of the teachers’ support
of students’ critical thinking development and the third sub-theme depicts an analysis of the
means by which these teachers believe they promote the development of their students ’

critical thinking within their educational settings.

e Teachers’ objectives and approaches to teaching in classrooms

e The constrained extent of the teachers’ support of students’ critical thinking
development

e An analysis of the means by which these teachers believe they promote the

development of their students’ critical thinking within their educational settings.

Figure 5.4
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5.3.1

Teachers’ objectives and approaches to teaching in classrooms

5311 Teachers’ main objective of teaching

To have a clearer idea about teachers’ practices and the role that they are playing in the

classrooms and to gain insights into teachers’ perceptions towards their teaching process and

students’ critical thinking development, the researcher asked these teachers first to identify

the main objective of their teaching. The analysis of the findings in this regard concluded that

the objectives of teachers varied where three main categories namely transmission of

knowledge, teaching learning skills and teaching discipline- related skills were produced. This

variation goes back to what the discipline itself necessitates. But still, the dominant objective

reflected by these teachers is the transmission of knowledge. These will be explained as

follows:

Transmission of Knowledge: The results obtained from the analysis of the interviews
showed that 08 out of 16 interviewed teachers’ objective of their teaching is primarily the
transmission of knowledge where the teacher plays the greater role in the classroom. The
teacher will be noticed always in the front of the classroom acting as a controller and an
instructor who explains things and imparts knowledge and information. Mouhammed
argued that: “the main objective of my teaching is to communicate information in a
comprehensible way”. This indicates that his main objective is to simplify and share
knowledge and information with students in the best possible manner. On her part Souad
stated that it is her job to transmitting knowledge to her students by acting as a guidance.
She added that “the aim should be about building knowledge and imparting a
comprehensible input”. Another interviewee (Mustafa) revealed that his objective is to
transmit knowledge to his students; he said: “I am the expert who has to supply students
with a designated body of knowledge; students need to listen carefully and then retransmit
that particular type of knowledge for evaluation purposes”. He was also illustrating that
“these students come to university with a very limited background on sociology and we
have to teach them what it means, its principles, its history and development till today”.
These teachers’ views reflect that their objectives are limited towards providing guidance
and transmitting knowledge to their students.

Teaching learning skills: When they were asked about their objective in the classroom,
three teachers referred to their aim being to teach students learning skills. They
emphasised the idea that their foremost purpose is to develop students’ skills and

awareness of how they learn so that they can learn on their own even outside educational
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settings. This view indicates that the teacher’s role in the classroom is to assist students
to acquire, practice and apply the skills needed for real life situations. Similarly, Amina
declared that: “in addition to delivering information around the subject matter of the
lesson, my objective is to teach students some analytical skills that will benefit them in
their learning process and in their lives in general”, and as she was asked to elaborate and
give examples of these skills, she said: “amongst these skills, I shed light on analysis,
critical thinking, comparison, argumentation, solving problems and communication. |
always use questioning to trigger students’ thinking and create spaces of dialogue and
discussion of topics related to daily life situations”. The teacher suggested that her
objective as a teacher is to supply students with the essential tools and strategies to
become productive, effective and independent learners. This involves teaching students
how to learn, rather than just what to learn and helping them to develop a variety of skills
such as critical thinking, problem-solving, argumentation and communication. These
skills she believes are essential for academic success and in life in general.

Hanan is another interviewee who emphasised that: “one of the main objectives of my
teaching is what you came to discuss today which is critical thinking; I usually tend to
discuss complex topics with my students. | do aim at preparing my students to go to real
life and to the world of profession trained and loaded with skills that help them deal with
any situation”. The objective of the teacher is not only to impart knowledge to students
but also to empower students with learning skills which encourage them to take
responsibility for their own learning process and become active participants in their
education and life beyond. The aim of these teachers targets empowering students and
developing learning skills such as critical thinking, communication and argumentation
without taking anything for granted and accepting convincing evidence.

e Teaching Discipline- Related Skills: Few teachers advocated that teaching discipline -
related skills is their primary goal in the classroom. Two of these interviewees
particularly from the EFL discipline explained in their answers that their objective is to
teach discipline- related skills only. The latter entails teaching students knowledge of the
discipline itself and the skills associated with that discipline; this means to become deeply
familiar with a knowledge-based discipline, know how to use it, articulate a problem and
solve it and finally communicate the findings and draw out conclusions within that
specific discipline. One of these teachers declared: “my objective entails enabling
students to develop their English language basic skills ranging from reading and listening

to speaking and writing; students need to understand the grammar and the rules of that
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language and communicate in the best appropriate manner” (Dalia). Likewise, Jamila
stated that: “my objective actually depends on the subject matter taught; generally, it is
about achievement of the aims of the course and mastery of the target language”. These
teachers aimed at improving students’ academic performance; they are focusing on

teaching their students the basic skills needed for that discipline.

In summary, this particular question of the study interview sought to gather insights of
teachers about their objective of teaching and aimed at identifying the extent to which students
are encouraged in the classroom to be creative of their learning experiences, analytic and
active. As indicated the presentation of the data above, teachers’ views of their objectives of
teaching could be located within two paradigms: the constructivist and the transmission
paradigm, but half of these teachers are adopting the traditional method of teaching by
working on transmitting knowledge solely and neglecting the importance of interaction and
exploration in the building of meaning and making sense of the social reality. Moreover, few
of the teachers in this study seemed aware of the importance of giving their students quality
learning experiences as most of them do not engage their students in their learning process
and tend to just offer a body of knowledge.

5.3.1.2 The role of the teacher in the classroom
The findings from most of the interviews revealed that in most of the classrooms there
emerged two categories where the learning- teaching process is either teacher- centred or it is
learner- centred. This means that the role the teacher plays in the classroom differs and is in
some way dependent on the objective of the teacher as well which denotes that the teachers ’
objectives go hand in hand with the roles they are playing in classroom. The two approaches

are explained as follows:

The teacher- centred approach: This approach focuses on the teacher as the main
source of information in which he/she plays the role of an instructor, monitor, explainer,
evaluator and controller of the classroom. Here the teacher is the dominant part on most
occasions. In this study, ten out of sixteen interviewed teachers indicated that they have a
tendency towards the traditional approach where they dominate the classroom and talk
excessively whereas students listen carefully and remain silent focusing on their educator.
Hanan one of the interviewed teachers who argued that: “my role is central; well, | believe it
is pivotal. | do not want to disappoint you, but | am everything in the classroom; students are

passive, and they do not help as much”. Another teacher added: “usually | am the explainer
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of the lesson, the tutor and the source of information; when students are in the classroom, they

listen to receive knowledge | share with them and remain quiet and in order” (Dalia).

Riad addressed his role as being an information provider and a planner of lessons who
works on drawing a roadmap for the whole semester and trying to achieve his teaching goals.
He acknowledged that he controls the whole classroom and the teaching process: ““ I have the
full control of the classroom and activities; it all happens under my supervision starting from
designing the lessons during the course to the assessment of activities and exams. In that way,
| do not worry if my students miss any important information”. Similarly, Mustafa indicated
that: “I am in charge of my students’ learning; | have the ultimate authority in the classroom;
| usually tend to give my lecture and students listen and take notes. Students are passive, but
I make sure that they comprehend the information | provide”. Accordingly, teachers using
this kind of approach in their teaching process appear to have their ultimate control in the
classroom; their goal is to provide information and their students are passive most of the time.
These teachers’ views denote that their students are discouraged from asking questions,

logical engagement and communication.

Learner- centred approach: Only six out of the sixteen interviewed teachers
considered their role to be equal to their students in the classroom; they believe that the focus
should be on the learners themselves and how they construct knowledge. In this approach the
learner is put in the centre of the learning process. The role that the teacher plays is particularly
directed towards creating conditions in which students learn for themselves. Jamila one of the
teachers interviewed described her situation as: “students do most of the talking, choose,
present different topics and discuss them; they even evaluate their learning; my role involves
guidance and orientation only”. The teacher believes that students learn better when they are
actively engaged in their learning and where they have control over their own learning;
students are given more opportunities to participate and take control in the classroom. On her
part, Soumia explained that: “I motivate my learners and give them the freedom to choose the
topics we discuss in classroom; | want them to be autonomous and creative that is why my
role is restricted to assess their works, direct them and manage the classroom”. This teaching
approach as reflected in the teachers’ views makes students’ needs and learning experiences

the priority in the educational process.

Another teacher (Kamal). as well commented, that: “I work on encouraging my

students to look at others’ viewpoints and discuss them, be independent, responsible and
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autonomous. | allow them to work in groups and pairs to assess and evaluate their learning,
to express their ideas and drive the lesson by working constantly and use their transferable
and higher- order thinking skills especially for the problem- solving activities”. Kamal is
arguing that he is just a facilitator in classroom as students are responsible for their learning.
They collaborate, communicate and open the discussion of several topics to make meaning

and construct knowledge.

Other teachers indicated in their responses: orientation, guidance, and facilitation and
they emphasised the importance of interaction and communication among students
themselves. Consequently, it is notable that these teachers whose approach entails learner
centredness encourage their students to communicate, interact, argue and most importantly
ask questions to learn and acquire knowledge. What is important here to these teachers is to
develop students analytical and communicative skills such as collaboration, inquiry and

argumentation.

5.3.2 The constrained extent of the teachers’ support of students’ critical thinking

development

The teachers agreed that critical thinking is an important skill for students to develop
and that it should be encouraged in the classroom. However, they also noted that it can be
difficult to implement or develop due to some hindrances and interfering factors that will be
referred to in the next section (see section 5.4). In their responses, the interviewees repeated
words such as: to some extent only, sometimes, from time to time, not very much indeed,
occasionally, and seldom. On his part, Jalal commented that “while we teachers play a crucial
role in fostering critical thinking skills among students, we can only support it to a limited
extent. There are so many constraints that prevent creating opportunities to explore different
perspectives and to have the flexibility to delve deeper into a topic with the students”.

Additionally, another teacher has claimed that: “while teachers can provide guidance
and resources to help students develop critical thinking skills, it is ultimately up to the students
themselves to take ownership of their learning and apply critical thinking in all aspects of
their lives. Yet, they are obstinate and indifferent to develop their skills and thus make it hard
for their teachers to help them on a frequent basis” (Dalia). Another teacher also clarified
that: “what 1 believe is that critical thinking should be a major education goal, yet in reality
this could not be frequently achieved as many impediments interfere in the process” (Selma).

This indicates clearly that teachers are able to a limited extent only to support their students’
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critical thinking development although they are aware of its high importance. Consequently,
critical thinking is seldom practiced, and thus it is still not an educational priority in reality as

indicated the views of the teachers in the current study context.

5.3.3 The means by which these teachers believe they promote the development of

their students’ critical thinking

Additionally, when asked about the means by which the teachers help their students to
improve their critical thinking, the emerging data uncovered different methodologies that the
teachers used to support and promote students’ critical thinking in the classroom. These are
then classified into seven categories in which a respondent may belong to one or more
category(see Table 5.1) and are summarised in Figure 5.5. The respondents stated classroom
discussions, debates, workshops, brainstorming, problem solving activities, asking questions
throughout the lesson and lastly self- assessment. These will be thoroughly analysed in this

section.

Figure 5.5

Methodologies Implemented for the Development of Students' Critical Thinking

A

[ Methodologies for the Development of Students' Critical Thinking ]

[ Classroom Discussions }

Debates

Workshops

A/ D

Brainstorming

Problem-solving Activities

Questioning

Self-assessment
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5.3.3.1 Classroom Discussions

The majority of teachers referred to classroom or group discussions as their preferred
methodology used in the support of the development of students’ critical thinking in
classrooms. Most of the teachers who preferred classroom discussions and were leading a
student- centred classrooms and had a skill plus dispositional view of critical thinking and
thus they made use of these classroom discussions as a type of activity or a practice where
they share ideas and viewpoints about different topics with their students aiming at developing
the procedural and dispositional facets of students’ critical thinking. Among the representative
answers in their preference to classroom discussions as a supporting methodology for critical
thinking what Kamal has evoked: “I usually aim to open a door for classroom discussions,
they are extremely helpful in making students focused, inquisitive, analytical and more
engaged. We discuss different topics and try to see things from different angles and different
perspectives. This helps a lot in learning to accept or refuse others ’views based on logic and
convincing arguments which in turn lead to developing students’ critical thinking and I myself
learn from that”. The teacher tries on every possible occasion to implement classroom
discussions to help students develop their communication, argumentation and analytical skills
and to teach them how to be flexible, open-minded and respectful of others’ perspectives.
This means that the teacher is aware of the importance of developing students’ critical
thinking skills and dispositions as well and uses classroom discussions as a supporting
methodology for that reason.

Similarly, Jamila pointed out to the idea that classroom discussions help not only in
developing students’ critical thinking, but also their creativity and engagement in the
classroom, she said: “as critical thinking of students must be strengthened; I tend to make
them interact and discuss specific topics where they exchange ideas and expand their
horizons. This in turn will increase their enjoyment in classroom and make them more
engaged and more productive and mostly creative”. This means that the teachers believe that
classroom discussions are a great activity for students to understand complex issues and
difficult concepts that needs an analytical mind. They are also believed to be a useful tool for
developing students’ interpersonal, communication and analytical skills as well as their
creativity and critical thinking skills and dispositions. Analysing these representative
responses, classroom discussions appear to be a great methodology for the development of
critical thinking and for engaging students more throughout the course where they learn to
respect others’ perspectives and be flexible and open- minded.
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5.3.3.2 Debates

Five teachers advocated the use of debates for the development of students’ critical
thinking. Debates are a useful activity in which students take turns in speaking and defending
their arguments against their opponents; the debate involves listening carefully to the evidence
used in supporting a position and analysing it thoroughly. In this regard, teacher Amina stated
that: “l often opt for classroom debates as a strategy for students’ critical thinking
development as | see it very beneficial especially in creating a competitive learning
environment which allows students to be more focused, analytical, selective and able to
examine controversial topics”. In addition to them being useful for improving students
listening and speaking skills, debates are helpful for presenting and evidencing arguments in

trying to convince others of differing perspectives.

Razika noted that: “debates are amongst the best ways for critical thinking development;
they work as a tool for evaluating arguments and producing logical convincing ones”. In this
essence, debates are an excellent way to develop critical thinking skills. They provide an
opportunity to evaluate arguments and create logical, convincing ones and also help students
to develop their communication skills and learn how to present their ideas in a persuasive
manner by becoming more aware of the different perspectives and the nuances of complex
topics. One of the teachers explained how these debates occur in the classroom, Mohammed
said: “my students work in groups or in pairs to produce and elaborate their arguments and
present them in front of their classmates who in turn listen carefully to produce their opposing
arguments as well. This strategy teaches students skills of argumentation, evaluation, analysis
and communication”. The teacher advocates that debates are particularly useful in supporting
the development of students’ critical thinking through teaching students a set of skills required
for the critical thinking process. Therefore, debates are amongst the preferred strategies for
the support of students’ critical thinking development that teachers consider being very

helpful and engaging.

5.3.3.3 Workshops
These are academic meetings where students engage in a discussion or an activity around
a particular subject or project; they are thought to be effective in the development of students’
critical thinking. Among the three teachers who advocated the usefulness of workshops,
Soumia who stated that: “workshops are great for students’ improvement of critical thinking
skills and thus an improvement in their performance. The students engage in an interactive

environment and discuss a specific topic where they exchange ideas and generate new ones
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and possibly find solutions for unresolved issues”. Workshops then provide an interactive and
engaging environment for students to learn and practice critical thinking. Through workshops,
students can learn how to identify problems, analyse information, develop solutions, and
evaluate outcomes. Additionally, workshops can help students develop their communication
skills by allowing them to collaborate with their peers and discuss their ideas and as a
consequence help students become more confident in their ability to think critically and make
decisions. On her part, Souad explained that it is useful for students to be engaged in such an
activity. She said: “workshops work best for engaging students in fruitful discussions and
active learning and consequently improve students’ critical thinking skills. This means that
these teachers are convinced that workshops are a great tool for developing students’ critical
thinking as they prompt developing skills such as argumentation, communication, evaluation
of knowledge and problem solving.

5.3.3.4 Brainstorming

Either individually or in groups, brainstorming is a strategy where students try to
generate innovative ideas and solutions around a particular topic without any inhibitions by
thinking freely and spontaneously. Only two out of sixteen teachers declared their
implementation of the brainstorming strategy to enhance students’ critical thinking as they
believe it entails creativity and the evaluation of ideas that are generated after a process of
reflection and analysis. As Dalia supposed: “brainstorming is particularly useful in the
development of critical thinking as it involves skills of reflection, analysis, evaluation and
creativity. | sometimes opt for this strategy as I find it motivating and encouraging to generate
innovative ideas and find solutions for problems”. From this teacher’s part, brainstorming can
be used in educational settings to help students develop their critical thinking skills through
the involvement of higher order skills such as analysis evaluation and reflection which work

together to solve problems and suggest solutions.

Omar also advocated the use of brainstorming among other strategies to help students
develop their approaches of thinking in the search for the most convenient solutions. He
stated: “it is of a huge importance to use different strategies to support the development of
critical thinking and brainstorming is one of my favourites as students work together to
produce various ideas, define problems, mind map and suggest practical solutions”. It is
evoked here that students’ critical thinking can be developed through the brainstorming
methodology which involves the use of creative thinking, problem solving, and collaboration

to come up with innovative solutions to given problems and phenomena.
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5.3.3.5 Problem-solving activities

Four other teachers advocated the usefulness of problem-solving activities in the
development of critical thinking. Almost the same teachers (Souad, Selma, Mustafa) who
have previously advocated the importance of the development of critical thinking for its
usefulness in solving problems and making decisions clarified the role this kind of activities
play in developing rational thinking, generating plausible solutions and making sound
decisions. These activities are made for students to take their responsibility in understanding,
defining and resolving issues they face in classrooms. In this essence, Souad has denoted that:
“this type of activities does not only teach students to define problems and find solutions to
them, but it also truly teaches students to be evaluative and selective of these solutions.
Nevertheless, it encourages students to be reflective, analytical and more able to take
decisions and act upon them”. This means that teachers believe that these activities help
students in developing their reflection and analysis skills to arrive at convenient solutions
after a process of evaluation and selection which in turn improves students’ critical thinking

and enables their creative thinking as well.

Another teacher sees problem solving activities as a necessity for the development of
critical thinking in educational settings; she claims that: “problem solving activities engage
students in an ongoing process where they face issues that need higher order skills namely
reflection, analysis and evaluation to arrive at satisfactory solutions. That is why these
activities must be an essential part of the curriculum”(Selma). The teacher advocates the
integration of these kind of activities within the lesson plan for their importance and their
long-term effects on students’ critical thinking skills development. Mustafa as well
commented on the importance of problem-solving activities in creating a dynamic atmosphere
for learning that supports the development of students’ critical thinking. He said: “they make
the classroom more vibrant and energetic and mostly welcoming of different perspectives and
different solutions to complex problems that need higher levels of thinking”. The teacher
pointed out to the idea that these types of activities create a vibrant and thought-provoking
environment for students to learn and practice their skills with the most respect and an open-
mindedness. In brief, the problem solving activity is one of the practices that teachers believe
are supporting the development of critical thinking that must be included within the

curriculum.
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5.3.3.6 Questioning

Four teachers (Hanan, Jamila, Abdullah and Kamal) think that teaching students to ask
questions in the classroom encourages their critical thinking development as it helps much in
resolving confusion and finding satisfying logical answers. Regarding this claim, Hanan
stated: “questions such as when , where, how , why and by which means or about the source
of information given are amongst the purposeful questions asked by students. They help to
dig dipper and beyond the surface and allow the student to understand matters and provide
meaningful responses and thus work as a magical strategy for developing students’ critical
thinking”. The teacher believed that inquisitiveness prompts reflective and analytical skills in

students and hence help in making inferences to understand different phenomena.

Questions then trigger higher order skills to provide valid and meaningful answers. In this
regard, Jamila agrees that questioning is valuable in promoting students’ critical thinking
development, but she explained that “although questioning is an essential element in critical
thinking, questions should be posed in a supportive atmosphere of learning, otherwise they
will turn to a negative learning opportunity”. This means that when questions are posed in a
supportive atmosphere of learning, they can be used to help students explore ideas, develop
their understanding and build on their knowledge. This type of questioning as viewed by
Jamila encourages critical thinking by allowing students to think more deeply about the
material and produce their own answers after a process of analysis and reflection. In contrast,
when questions are posed in an improper way, they can be intimidating and lead students to
feeling discouraged or overwhelmed and thus unable to reflect or make inferences. This in
turn does not support students’ critical thinking development. For these teachers then,
questioning appears to be a good strategy to enhance students’ critical thinking as it plays a
great role in making students reflect, analyse, compare and evaluate knowledge before
responding and thus think critically, yet it should be used carefully and in a positive learning

environment to be effective.

5.3.3.7 Students’ self- assessment
This methodology appeared to have a significant impact on critical thinking development
as Amina, Dalia and Jalal indicated. This type of activity allows students to reflect upon their
strengths or weaknesses and improve their skills of evaluation and analysis in addition to
learning to be autonomous, independent and responsible for their own education. Amina
stated in this essence that : “encouraging students to assess their own writing for example

makes them reflective and analytical of their own learning; they even learn to be selective and
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evaluative of the knowledge they gain, and they keep checking its relevance and significance
and strive to being reasonable and rational”. The teachers advocate that self-assessment can
be used as a tool to help students become more aware of their own thought processes, allowing
them to better evaluate the quality of their work and make decisions based on reasonable

evidence rather than assumptions.

Jalal added in this matter that “self- assessment helps to identify misconceptions and try
to avoid them, and it keeps the student focused and cautious in taking things for granted”.
These view denote that self-assessment is considered as an advantageous methodology for the
development of critical thinking for it helps students confront misconceptions by encouraging
them to think critically about solutions and consider logical evidence. Additionally, Dalia
evoked the idea that self- assessment teaches students not to be rigid in their opinions but seek
logical alternative perspectives after a process of evaluation and hence be flexible and
respectful of others’ viewpoints. Although this teacher did not acknowledge the skills plus
dispositions view in her conceptualisation of critical thinking, yet she pointed out here to
flexibility, open-mindedness and willingness to seek alternative perspectives dispositions that

self- assessment could develop in students along with critical thinking skills.

Table 5.1

Methodologies used by Teachers for Students’ Critical Thinking Development
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<

To sum up, there is clearly an agreement between the interviewees about their support of
critical thinking in classrooms as they all believe they do so to a limited extent, but the way
in which they do that differed immensely as teachers used different methodologies in fostering

the development of students’ critical thinking. Still, all of these methodologies are believed
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to be of a significant importance for that goal. Discussions, questioning, debates and problem
solving activities appear to be favourites for the interviewed teachers when developing
students’ critical thinking. However, the other methodologies namely brainstorming,
workshops and self-assessment are not very often implemented by the teachers in this regard
and henceforth are less preferred. It is apparent that teachers have critical thinking as an
educational aim that should be fulfilled and each having his/ her way in doing so, yet still it
is not frequently practiced due to interfering hindrances that will be examined in the next

section.

5.4 Theme Three: Barriers to the development of students’ critical thinking

The third identified theme in the current study considers university teachers’ insights on
the barriers impeding their students’ critical thinking development in the Algerian higher
education context. This theme clearly gives answers to what is thought to hinder teachers’
support of the development of their students’ critical thinking as having rich data that
identifies what challenges teachers in their support of students’ critical thinking development
contributes to our understanding of the perspectives of teachers in the Algerian higher
education context. The theme is divided into five sub- themes where it was revealed that
teachers have different views considering what obstacles are hindering their support of the
development of students ’critical thinking. The teachers described different barriers some are
related to contextual realities, others related to students, teachers and policies of the higher
education system in addition to cultural hindrances. These are classified into categories and
sub-categories which will be analysed in this section thoroughly besides they will be

summarised in figure number 5.6.

5.4.1 Contextual barriers

Seven out of the sixteen teachers interviewed in this study have claimed that the classroom
reality is a huge hindrance to the support of the development of critical thinking. These
teachers think that the learning and teaching context has a great deal of importance when it
comes to promoting students’ critical thinking. Among these contextual barriers are time

constraints, the length of syllabus and crowdedness of classrooms.
5.4.1.1 Time Constrains and Syllabus Length

The teachers in this sub-category declared that the shortage in time allocated for the
modules does not encourage teachers to invest some time in embedding activities for the

development of students’ critical thinking within the syllabus; Selma maintained: “ | barely
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have time to cover the lesson topics; it is just one hour and a half in a week for my module;
there is a very large amount of information that | have to deliver and critical thinking
methodologies are a bit time- consuming so this is a bit challenging”. Regarding the syllabus
load, the teachers believed that the long syllabus to be covered created a problem for them to
focus on developing students’ critical thinking. Jalal declared that: “it is almost impossible to
give students opportunities to express their opinion and discuss their views critically on a
frequent basis as this is time- consuming as | have a long syllabus to be covered”. This means
that teachers are concerned about the preparation and implementation of practices that support
the development of students’ critical thinking owing to their constant worry about covering
the whole syllabus in due time. Abdullah as well explained that: * the syllabus load is a
hindering factor for critical thinking development; it is not easy to deal with this burden
particularly as many topics need to be covered and the teacher has no choice but to finish it
in time, so here the quantity is much prioritised over the quality which is a problem that policy
makers need to pay attention to”. The teachers believe that these contextual factors are two
interrelated impediments for the development of critical thinking that created a huge problem
for teachers who are asking policy makers to alleviate that burden a little bit for a better

education that serves students’ critical thinking development.
5.4.1.2 Crowdedness

Crowdedness of classrooms is also considered as an impediment for the development of
students’ critical thinking. Teachers complained about the crowded classrooms and
considered them as a barrier to supporting the development of students’ critical thinking for
they perturbate the teaching and learning process in different ways. Dalia has claimed that:
“crowded classrooms forbid teachers from doing their job at its best; you will find forty or
fifty students in one group, and this prevents the teacher from engaging all students in the
educational process, besides it is difficult to control such classes. This clearly creates a huge
obstacle for critical thinking development”. Crowdedness is then another issue that teachers
are discontented about since it could be a hindrance for creating an enthusiastic positive
atmosphere for the teaching- learning process. Furthermore, with too many students in the
classroom, it is hard for teachers to give each student the individual attention they need; in
addition, it is difficult for students themselves to engage in an analytical and reflective
thinking or even to collaborate with their peers. This limits the opportunities for students to
practice their critical thinking skills and develop their understanding of complex topics and

for teachers to support their students’ critical thinking development conveniently.
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5.4.2 Student Related Barriers

The interviews have revealed that some students’ related barriers have a negative
influence on the teachers’ support of the development of their critical thinking. Among these
factors are egocentrism, shyness, indifference, the lack of discipline related knowledge and
lastly the lack of adequate knowledge about critical thinking. These barriers will be analysed

thoroughly in this section.
5.4.2.1 Egocentrism

Egocentrism is a trait defining a person who neither accepts nor understands any
perspective other than his/her own. This feature forbids a person from developing his/ her
critical thinking as the latter needs an open mind and a respect for others’ views. Mouhammed
commented: “some students are obstinate; they do not take others’ perspectives into account
or even try to consider and evaluate their own thoughts. | experienced this with many students
and tried to teach them flexibility in thought and tolerance for their self and critical thinking
development, but still, it is difficult for them to tolerate alternatives and they even refuse
constructive feedback and criticism”. It appears that although this teacher had not
acknowledged the skills plus disposition view of critical thinking, yet he understands that
students need an open mind, tolerance and a flexibility in thought to practise critical thinking.
Egocentrism and obstinacy then are major impediments for developing students’ critical
thinking because this can lead to a lack of openness to new ideas and perspectives. When
students are too focused on their own opinions and beliefs, they may be less likely to consider
other points of view or even to reflect on their own beliefs and thus they will not be engaging
in the process of analysing and evaluating information from multiple sources and hence will

not engage in critical thinking.
5.4.2.2 Shyness

It is hard for the teachers to help their shy students develop their critical thinking because
they may be hesitant to voice their opinions or ask questions in a classroom setting. This is
what Mustafa thinks about shy students and the difficulty of critical thinking development.
He stated that: “ it is hard for shy students to develop critical thinking, as shyness prevents
them from communicating their views or trying to defend and discuss them. They find it
difficult to express themselves in front of others” . He has added as well that: “shyness makes
students unconfident, discouraged and unwilling to think out of the box which creates a huge

obstacle for both their self- development and also for their critical thinking development”.
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Shy students may not feel comfortable participating in group discussions or debates; they may
also be less likely to take risks and try new ideas which are important features for developing
their critical thinking. This teacher’s view evokes the idea that teachers should solve such a
problem through, for instance, encouraging shy students to participate in group activities that
involve problem-solving and critical thinking and create a safe and supportive environment

where all students feel comfortable expressing their opinions and sharing their ideas.
5.4.2.3 Indifference

Few teachers interviewed in this study think that because critical thinking is a cognitive
process that demands higher order skills such as reflection and analysis, some students tend
to be very lazy and indifferent to developing their critical thinking. In this regard, Dalia
explained that: “although they are aware of its importance. These students are careless even
for preparing their lessons or doing their activities and thus they developed a habit of an
uninterest in such a practice”. From this teacher’s perspective, these students are inconsiderate
to make an effort to enhance their critical thinking; they appear to lack the willingness and
motivation to do so as they are not seeking any rational thinking, new perspectives or engage
in meaningful discussions with others in order to broaden their understanding and develop
their critical thinking skills. This implies that these teachers believe that their students lack
the disposition to exercise critical thinking as when these students are indifferent, they may
not be willing to challenge themselves in order to push their thinking further. This can lead to
a stagnation of their thinking as they become comfortable with the status quo and do not strive
for further development. Thus, students' indifference from the interviewees’ perspectives can

negatively impact their critical thinking development.
5.4.2.4 Lack of Discipline-Related Knowledge

Interviewees have declared their concern about students’ lack of background knowledge
needed in their domains; they believe that students seem ignorant of the discipline-related
knowledge needed to exercise critical thinking. This issue has created an obstacle for their
exercise and development of critical thinking. Jamila sees these students as being “too limited
and not destined for university”. This teacher finds students lacking essential background
knowledge and information needed to perform critical thinking and thus they fail to develop
it. She elaborated: “ I teach English, and students have a deficiency in vocabulary, therefore,
they cannot understand nor evaluate others’ viewpoints or arguments”. She explained that the

lack of adequate vocabulary creates a hindrance to critical thinking development. Without the
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necessary knowledge, it is difficult for these teachers to develop their students’ critical
thinking skills as it provides the foundation for understanding complex concepts, analysing
information and forming reasoned conclusions. Without the necessary knowledge, it is
difficult to evaluate evidence, draw logical inferences and make sound decisions.

Moreover, Amina has declared that: “it is impossible for students to evaluate or weigh
the validity and reliability of the evidence in a particular field; let us take political sciences as
an example without an understanding of the basic principles of politics, one cannot exercise
critical thinking with this deficiency of information to arrive at satisfying, logical and reliable
knowledge”. The teachers pointed out to the idea that adequate background knowledge of a
subject is essential for developing students’ critical thinking even though one possesses the

needed skills of critical thinking.
5.4.2.5 Lack of adequate Knowledge about Critical Thinking

A small number of teachers believed that some students are unaware of what critical
thinking in itself is and which skills and dispositions it involves and thereafter they fail to
develop it. Razika said: “this lack of awareness about critical thinking resulted in a failure in
its development. Some students do not know what critical thinking is, and some just relate it
to negative criticism. Teachers should absolutely make critical thinking clearer for their
students to understand and apply it”. Without identifying or understanding what critical
thinking is and which skills or dispositions it does involve, it is impossible for students to
develop their critical thinking. The teacher acknowledges that it is the teachers’ duty to make

critical thinking more comprehensible for students.

In the same line of thought, Kamal explained that: « to apply critical thinking, one needs
first to know what the skills of evaluation, analysis, reflection and argumentation are and how
to apply them. We see students ignorant of these skills and the critical thinking dispositions
and for sure they end up failing to think critically for their ignorance”. This means that
knowledge of the critical thinking skills and dispositions is also important for critical thinking
to be applied and then developed in classrooms and it is the teacher’ role to clarify this concept
to their students and help them to foster it. It should be noted here that teachers (Razika,
Jamila, Soumia and Kamal) who explained the importance of recognising what critical
thinking means and which skills and dispositions does the process involve are among the same

teachers who had a skills plus dispositions conceptualisation of critical thinking as they
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believe that it is really important for students to acquire the adequate knowledge of both the

critical thinking skills and dispositions, as these both work together to make a critical thought.

5.4.3 Teacher Related Barriers

Some teachers proclaimed that teachers themselves have a huge responsibility in creating
barriers to the development of their students’ critical thinking. It was revealed by the teachers
that the majority of them indicated their tendency towards the traditional approach of teaching
where they dominate the classroom and talk excessively whereas students listen carefully and
remain silent focusing on their educator. These students are described as being passive most
of the time. This situation has been indicated by the teachers themselves as a major
impediment for the development of students’ critical thinking. The teachers explained that
this approach to teaching they are implementing where they have their ultimate control in the
classroom with the sole objective of transmitting knowledge to their students hinders students’
development of any creative or critical thinking. This denotes that these students are

discouraged from all forms of interaction, collaboration and communication.

Souad has talked about her experience as a teacher and as she was herself a student: |
am trapped in this pitfall of a silent lesson that | hated before when | was a student, but I need
to control the crowdedness of the classroom, manage time and make sure students are well -
equipped with the right and sufficient knowledge, so my classroom is mostly teacher- led and
students are asked to keep quiet and follow my explanation or take notes which clearly does
not help much in their critical thinking development”. The teacher admitted her failure to
support her students’ critical thinking due to her tendency towards the teacher-centred
approach which does not engage students in the teaching- learning process and discourage

their interaction and communication.

Riad echoed Souad’s idea; he commented: “me and some of my colleagues tend to shift
to the lecturing mode and deliver lectures that are non- interactive and discussion free; it is
the best method to cover as much course content in the shortest time available. Although I am
aware of the importance of critical thinking, but it is hard to make it an educational priority
while many factors interfere in creating obstacles for the development of this skill”. These
teachers admitted their implementation of teaching approaches that do not encourage
students’ development of critical thinking, yet they explained that their tendency towards such
approaches is due to some interfering factors which are related to the higher education system

(BMD) adopted in the Algerian context itself. In their belief, these factors led to the
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negligence of the importance of students’ development of critical thinking and the integration

of methodologies that support its development within the curriculum.

5.4.4 Policy Related Barriers

The BMD system, which stands for Licence-Master-Doctorat (Bachelor-Master-
Doctorate), as indicated earlier in chapter number two (see section 2.5) is a three-tier degree
system that was adopted by the Algerian higher education system in 2004. Under this system,
students are required to complete a three-year bachelor's degree program before they can
pursue a two-year master's degree program and then a three-year doctoral program. This
system is designed to provide students with an opportunity to gain more specialised
knowledge and skills in their chosen field of study. However, it is believed that the BMD
system created so many hindrances to the support of the development of critical thinking
although in theory it states that students’ critical thinking development should be an
educational priority. Twelve out of sixteen teachers, which is a majority of participants in this
study, confirmed that the BMD system with its policies have failed to support students *critical
thinking development and that is due to several reasons caused by the system itself. These are
the lack of resources, , the lack of teachers’ training and prioritising quantity over quality.

These will be examined thoroughly in this section.
5.4.4.1 The lack of resources

In light of the data gathered from the interviews, the majority of teachers believed that the
BMD system does not provide suitable conditions for the integration and development of
critical thinking within the curriculum; however, it created many obstacles such as classroom
crowdedness, syllabus load and time constraints. Some of these teachers also pointed out to
the lack of resources and equipment. These teachers believe that the BMD system has not
offered enough resources and funding for the teaching and learning process that is why it is
incapable to cater for the needs of teachers to support the development of their students’
critical thinking. Souad asserted that: “ in the light of the current conditions at the level of
university and the insufficient means, it is impossible to achieve that goal”. This indicates that
teachers suppose that the BMD system has failed to equip the classrooms and provide
resources for the teachers to enable them to work towards the integration and development

of critical thinking.

Furthermore, Jalal also had worries about the lack of resources and the time constraints.

He stated that: “neither the time nor the lack of resources permits the development of critical
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thinking as | mentioned it before; teachers need to cover the whole syllabus that is filled with
so much information in the shortest time allocated and without enough equipment or teaching
aids, so it is almost impossible to cater for students’ critical thinking development having to
deal with the current situation”. In addition to the time constraints, the teacher was concerned
with the unavailability of adequate resources to help in the teaching and learning process; he
was referring to computers, technology materials and a limited access to quality education
and publications which are missing in most Algerian classrooms. These conditions therefore
have disrupted any initiatives to foster the development of students’ critical thinking.

5.4.4.2 Teachers 1ack of training

Some teachers think that the BMD system does not support the development of students’
critical thinking due to the fact that it has not given any importance to the training of teachers
who would work on enhancing students’ critical thinking. Without this specialised training,
teachers may not be able to provide their students with the necessary tools and strategies to

develop their critical thinking.

In this regard, Mahmoud is one of the teachers who admitted that he and many of his other
colleagues have not had a chance of a training where critical thinking was the framework. He
said: “we are honestly not prepared to effectively instil critical thinking and embed it within
the curriculum and particularly in our disciplines; we received no formal training that
considered critical thinking development; I myself am doing it based on some of my research
and background knowledge only as | see it important for students to be developed”. This
denotes that teachers lack training in the field of critical thinking which resulted in them not
being able to effectively teach their students how to think critically. Without proper
instruction, students may not be able to recognise when they are engaging in the process of
critical thinking or how to apply it in different contexts. He has also added that: “ a training
program is absolutely needed for teachers to focus on embedding critical thinking in their
courses. The system should consider that seriously as to achieve this prominent objective”.
Therefore, and based on the high importance of students’ development of critical thinking,
the teachers are calling upon dedicated training programs in the field of critical thinking.

Moreover, Soumia asserted: “teachers trained to incorporate critical thinking in their
lesson plan better support their students’ critical thinking development. The BMD system is
required to prepare qualified teachers who can act upon integrating critical thinking skills in

their lesson plan and focus on its development in classrooms. There should be some kind of
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training programs for teachers to better their time management skills, lesson planning,
assessment and integration of critical thinking skills within their disciplines”. The teacher
pointed out to the idea that teachers who received an adequate training that is concerned about
the integration and the development of critical thinking in classrooms encourage their students
to think critically and engage in activities that foster their thinking skills. The teacher also
advocates that critical thinking should be incorporated in teacher training programs and
henceforth be a priority in teacher education so that it could be applied and developed in

classrooms.
5.4.4.3 Quantity over quality

Some of the teachers argued that the higher education system and policies focus only on
the quantity rather than the quality of education. As a result, students are not given the
opportunity to develop their critical thinking and are instead encouraged to simply memorise
what they have learned.

Amina has declared that: “l do not think it succeeded in developing students’ critical
thinking because this system depends heavily on quantity not quality. Critical thinking may
be set as an educational objective, but that is only theoretical; in reality it is not; the BMD is
designed to have more graduates by making tertiary education accessible to many groups of
students, but it neglected improving the quality of the learning and teaching experience and
the development of students themselves either on their professional or academic level”. This
means that from theses teachers’ perspective, the BMD system’s main focus is to increase the
number of graduates and maximise students’ chances of success rather than their personal,
professional or even academic development and henceforth prioritise quantity over quality.
Therefore, in an emphasis on the success of a huge number of students, the BMD system has
failed to develop students’ critical thinking.

Moreover, Abdullah described himself in this system as “being haunted by the
submission of students’ grades and he referred to his students as “learners who are always
trapped in a circle of calculating sufficient credits for getting a qualification”. Indeed, the
BMD system in the Algerian higher education is a credit-based system that focuses on the
accumulation of credits rather than the development of some skills and abilities such as
problem-solving and analytical skills which can be applicable in real world situations. In these

teaches’ belief, this system does not provide students with the opportunity to engage in
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meaningful dialogue or debate with their peers, which is essential for developing their critical

thinking.
5.4.4.4 A Memorisation-based Assessment

Other teachers believed that the BMD as a system has not yet succeeded in creating
productive, effective and creative students who are able to analyse, interpret, synthesise and
evaluate information reasonably. Still, the system is mostly based on memorisation and the
recall of information only. Hanan clarified that: “in this system, students take information as
a commodity which must be recalled in exams rather than as information that must be
analysed and discussed”. Omar had a similar idea since he emphasised the great role of skills
such as analysis, interpretation and evaluation of information in developing students’ critical
thinking and that the failures of the system have led students to be more passive and indifferent
as he called it a system of rote memorisation that does not assess the wider range of skills
students might have acquired. Thus, information retention is one of the negative consequences
of the BMD system that is creating a huge hindrance to the development of students’ critical

thinking.

Teachers also admitted their tendency towards the use of some forms of assessment that
encourages information retention only as does the whole system of examination that supports
rote memorisation. Hanan said “most of the time, we rely on assessment forms that only
require information retention; this type of assessment triggers passive recapitulation of
theoretical input only and does not serve critical thinking development”. This means that
assessment can hinder the development of students' critical thinking if it is used as a tool to
measure the recall of facts, rather than as an opportunity to evaluate and analyse information.
On the basis of the teachers’ views, when assessment is focused on memorisation, students
are not encouraged to think critically about what they are learning. They are instead

encouraged to simply remember some previously acquired information.

This problem is explained by Omar as well who claims that “the system of assessment is
still content based; students are required to recall information to get good marks, and this
creates a huge hindrance to critical thinking development. Assessment should rely more on
applying critical thinking and less on memorising content”. These teachers admitted this type
of assessment does not foster the development of critical thinking which require students to

analyse, evaluate, and synthesise information in order to draw out conclusions and make
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informed decisions. They have also pointed out that this is a problem that should not be

overlooked for its significant impact on the development of students’ critical thinking.
5.4.4.5 Failure to bridge theory and practice

The teachers described the policy of the BMD system in terms of its support to the
development of students’ critical thinking as merely theoretical. Four participants from the
sixteen interviewees presume that the BMD system embraces the development of critical
thinking in theory. These teachers claimed that students’ critical thinking development is
stated as one of the system’s main objectives as dictated clearly in the systems written
guidelines. In this regard, Mustafa stated that: “it is clearly mentioned in the ministry’s guide
of the BMD system that it is important for teachers to develop their students’ critical mind
and curiosity and as well as working towards students’ autonomy and success”. This indicates
that on the basis of the declarations found in the ministry’s guide about the BMD system
forwarded to the teachers, students’ critical thinking development is one of the system’s

priorities.

Additionally, Dalia said that: “the BMD system supports the development of students ’
critical thinking hypothetically due to the introduction of certain modules like oral
presentation techniques, reading strategies and discourse analysis. These modules are thought
to trigger students’ curiosity, research, communication, sense of judgment and reflection and
henceforth prompts critical thinking”. It appears from the teachers’ views that the system
supposedly encourages the development of students’ critical thinking by initiating modules
that are believed to stimulate students' inquisitiveness, communication, analysis and
evaluation, hence encouraging their critical thinking. The teacher believes that this is merely

an ink on paper and is not really practised in classrooms.

Furthermore, Mouhammed well-explained that: “the BMD system in the Algerian higher
education is designed to promote critical thinking in theory, but not in practice. This system
focuses on the development of theoretical knowledge and skills, rather than the practical
application of those skills. It sometimes encourages students to think critically about the
material they are studying, but it does not provide them with opportunities to apply their
knowledge and skills in real-world situations. The problem is with the students themselves
too, they have become accustomed to passive learning before enrolling to university courses,
thus they developed an obstinacy towards developing their critical thinking and creative skills

and this became a hard and an unfeasible task for teachers too”. In this teacher’s belief, the
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BMD system in the Algerian higher education context encourages students to think critically
about the material they are studying, but it does not provide them with opportunities to apply
their knowledge and skills in practice. In addition, students have become accustomed to
passive learning, making it difficult for teachers to encourage them to develop their critical

thinking and creative skills.

The BMD system in the Algerian higher education is a system that is designed to promote
critical thinking skills among students. However, in reality, the system does not provide the
necessary resources or opportunities for the students and teachers alike, and it created other
hindrances such as the ones related to the classroom reality which impede the support of
students to develop these skills . Thus, the teachers’ views denote the failure of the BMD
system to bridge the gap between the theory around critical thinking and its practice in the
Algerian higher education context. As a result, reflecting teachers’ views, students are unable
to explore different perspectives or challenge existing ideas and essentially, they still lack

critical thinking.

5.4.5 Cultural Barriers

Only one of the interviewees cited a social barrier to the development of students’ critical
thinking; this view could not be neglected as it seems a very interesting point worth
mentioning in this data analysis. Razika argued that: “one of the major barriers in my belief
is that students often rely on the accepted norms and values of society when making decisions
or solving problems, rather than considering alternative perspectives or questioning the ideas
presented to them”. She described the tendency of students who are members of their society
to rely on tradition and authority when solving problems or making decisions and thus they
take things for granted. This implies that such thinking can lead students to accept ideas
without questioning them and considering alternative perspectives. It can also lead people to
ignore evidence and facts that contradict their beliefs and assumptions although new
perspectives might be more effective and reliable.

In conclusion, there appeared from the discussion of the different answers of the
interviewees concerning the impediments to the development of students’ critical thinking
that there are so many hindrances interfering in the process ( see Figure 5.6). Some of them
are context-related, some are student related, and others are teacher- related barriers or policy
related barriers in addition to the existence of some cultural hindrances. These barriers do not

only hinder the development of critical thinking but even its application and practice in many
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situations. Teachers are aware of these barriers and admit their failure as well. Despite this
difficult situation, these teachers are to some extent doing their best to find ways to teach their
students what critical thinking is , how it should be applied and in what ways it could be
developed as they know well how important critical thinking is and what role it plays in the
development of the individuals and the society as a whole. In short, critical thinking has a
significant importance and thus should not be overlooked or ignored; it should be taught and

developed for students’ development and empowerment.

Figure 5.6

A Summary of Critical Thinking Hindrance from the Teachers’ Perspectives

—— Contextual Barriers

a.Time Constraints and Syllabus Load
b.Crowdedness

——  Student ‘Related Barriers

a.Egocentrism

b.Shyness

c.Indifference

d.Lack of discipline Knowledge
e.Lack of CT Knowledge

——  Teacher Related Barriers

a.Teachers' Dominant Role

—— Policy Related Barriers

a.Lack of Resources

b.Lack of Teacher Training

c¢.Quantity over Quality

d.A memorisation Based Assessment
e.Failure to Bridge Theory and practice

——  Cultural Barriers

a.Reliance on Social Norms

5.5 Conclusion
This chapter discussed the findings of the semi-structured interviews conducted with

sixteen teachers from various disciplines in the Algerian higher education context. The

purpose of the study was to explore how these teachers conceptualise and foster critical
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thinking among their students and what factors that hinder the success of such a process. The
analysis addressed the research questions: how the Algerian university teachers understand
critical thinking, how they support students' development of critical thinking skills and
discussed also which impediments are hindering the development of students’ critical
thinking. The results of the study were organised and analysed according to the research
questions brought up earlier. The findings will be discussed thoroughly in the next chapter as

generated themes have been recognised in this regard.
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Chapter Six: Discussion of the Findings

6.1 Introduction

Globally, critical thinking has been demarcated among the 21st century skills that
students should develop whether in primary, secondary or tertiary education (Liu et al., 2014).
Consequently, numerous studies have emerged investigating such a topic with an intention to
integrate it within the curriculum. Yet, less research particularly in the Algerian higher
education context is dedicated to understanding what this concept means, what does it entail
or how it could be developed. For this reason, the current study was designed to investigate
how a group of Algerian university teachers understand the concept of critical thinking, how
they conceptualise it, to what extent they believe they support its development, and by which
means they do this in their contexts. Accordingly, the study focused on exploring issues of
definition, position, development and hindrances impeding critical thinking within the
Algerian higher education context. In the previous chapter the findings from the interviews
were presented and the generated themes were analysed. Henceforth, this chapter will be
dedicated to a discussion of the research findings obtained from these interviews. This chapter
will be the kernel of the current research as it narrows down to address the research questions
where respondents’ answers are linked together to arrive at areas of difference and overlaps.
Then, the data culled from the intersection of respondents’ answers extracted from the
interviews | presented in Chapter 5 are discussed in the light of the foregoing reviewed
literature. The chapter then ends with a conclusion which summarises the main findings of

the study with regard to the research questions and literature.

6.2 A Conceptualisation of critical thinking

Findings presented in chapter 5 of the present study have provided a conceptualisation
of critical thinking and demarcated the overlap in teachers’ understanding of this concept in
the context of the Algerian higher education. The findings answered the first research question
as the interviewees’ responses involved their definitions of critical thinking and what it entails
besides capturing the teachers’ insights about the importance of developing students’ critical
thinking at different levels. In this section, I will be discussing these findings and how they
fit into the existing literature that explores issues of definition and importance concerning

critical thinking.
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6.2.1 Teachers’ understanding of critical thinking

The concept of critical thinking as many other concepts, is used dubiously, giving it
different meanings (Penkauskiené et al., 2019). For the need to have a clear conceptualisation
of critical thinking, Kuhn (1999) argued that it is a requirement to have a more systematic and
precise definition of critical thinking if teaching it is to be a meaningful educational goal.
Choy and Cheah (2009) also advocated that the way professors perceive critical thinking and
the possibility of teaching the concept direct the learning-teaching process in their classrooms.
Consequently, it is important to have a clear conceptualisation of critical thinking in order to
inform instructional theory, which in turn could inform practice within classrooms.
Furthermore, it is worth mentioning that the majority of the interviewed teachers in the present
study have provided definitions where they explained what they think critical thinking is,
what it involves or how it works and elaborated their answers with details about its importance
at different levels, yet few who have only suggested short but expressive descriptions of the

concept.

Essentially, the findings show that the definitions of critical thinking held by the teachers
in this study fall broadly into two categories; those who focus on the dispositional aspects of
critical thinking and those who focus on critical thinking as a set of skills. This means that
some teachers associated critical thinking with a set of skills. Others, however, have linked
critical thinking to dispositional aspects such as flexibility, tolerance, open-mindedness and
inquisitiveness which are believed to be necessary for the process of critical thinking; a view
that aligns clearly with Ennis’s definition of critical thinking. Unlike these findings of the
Algerian context, the Moroccan higher education is limited to two critical thinking skills:
argument evaluation and argument construction having more of a diagnostic and evaluative
nature ( Ouahani & Hiba, 2023). Thus, the insights of teachers concerning the definition of
critical thinking which are spotted in the Algerian context are similar to western views due to
the given overlaps found in teachers’ views and conceptualisation of critical thinking and the
different skills indicated in the process. In consistence, the literature suggested that critical
thinking could be understood differently as clearly noted the works of Ennis 1992, Facione,
1998, Halpern, 2003 and Moore, 2011 who shared a consensus about a disagreement on a
single definition of this debatable concept in which it was reported that:* a single, widely
accepted, cross-disciplinary definition for critical thinking still does not exist” (Sanders &
Moulenbelt, 2011, p. 38).
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Findings of the current study regarding Algerian teachers’ conceptualisation of critical
thinking revealed that there is an overlap in teachers’ conceptualisation of critical thinking
within the context of their teaching which means that teachers’ understanding of critical
thinking in the present study is differing as they are not sharing a single definition of the
concept. This could signify the need for policy makers for instance to further train teachers in
the field of critical thinking and expand their understanding of such a concept. Some of these
teachers show almost an agreement upon the nature of critical thinking as they believe it to
be merely a cognitive process involving a set of skills, but few others perceive it as a process
that cannot be accomplished without dispositions. The situation aligns with the findings of
Liu et al. (2014) who described the situation as : “although the definitions in various
frameworks overlap, they also vary to a large degree in terms of the core features underlying
critical thinking” (p.2). These different conceptualisations again demarcate the complexity of
such a concept and the continuing debate about a single definition of critical thinking in
Algeria or worldwide. These findings could particularly help in expanding teachers’
understanding of critical thinking in the Algerian context.

The findings show that the majority of teachers consider critical thinking to be a process
that entails skills such as interpretation, questioning, analysis, synthesis, reflection,
argumentation and evaluation. This conceptualisation of critical thinking focused more on the
procedure itself, yet within this conceptualisation responses emphasised some aspects of this
procedure rather than others. In the literature, many researchers adopted such a
conceptualisation of critical thinking. Among these is Mulcahy (2008) who relates critical
thinking to rational thinking and sound judgment, he said: “ critical thinking is an important
ability to rationalize one’s inner dialog and thought process with the goal of being able to
evaluate thinking, feelings, and actions in a disciplined manner” (p.18). Other researchers
focused on the analytical, inferential and evaluative aspects of critical thinking as they
suggested that: “critical thinking is purposeful, self-regulatory judgment that results in
interpretation, analysis, evaluation, and inference, as well as explanations of the
considerations on which that judgment is based” (Abrami et al., 2015, p.275). Moreover,
some of the interviewees emphasised the idea that critical thinking involves higher order
thinking skills such as reflection. Holding a similar thought, Ennis (2011) a leading scholar
in the field who stated that: “critical thinking is a reflective and reasonable thinking that is
focused on deciding what to believe or do”(p.1). Hereafter, this implies that in consistence
with the existing research in the field of critical thinking teachers could construct various
definitions for critical thinking that understand critical thinking as such a cognitive process
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but each emphasising different skills and aspects of this process. For the Algerian context in
particular teachers need to expand their horizons and further broaden their views of critical
thinking to be able to develop it in students although these views are much similar to a wide
array of western thoughts about critical thinking.

The findings also show that few teachers who believe that critical thinking is more than a
set of skills since it requires dispositions to be practiced. They indicated that a critical thinker
should have the necessary dispositions to exercise critical thinking and without these
dispositions this thinking process cannot be accomplished. These teachers stated dispositions
such as inquisitiveness, flexibility in thought, accepting alternatives, willingness, tolerance
and open- mindedness. It is observed in the literature that many leading scholars have
identified critical thinking as skills plus dispositions in their works. Among these, Facione
who offered a conceptualisation of critical thinking that is a combination of two dimensions
involving both a set of complex cognitive skills, such as interpretation, analysis, inference,
and explanation, as well as important personal dispositions including inquisitiveness, open-
mindedness, truth-seeking, as well as flexibility and willingness to consider different
perspectives (Facione, 1990). According to Paul and Elder (2020) “critical thinking is the art
of analysing and evaluating thought processes with a view to improve them” (p.4) They also
explained that “critical thinking is self-directed, self-disciplined, self-monitored, and self-
corrective thinking. It requires rigorous standards of excellence and mindful command of their
use” (p.4) Similarly, Indrasiene et al., (2021) advocated that critical thinking as a concept that
could be described as the totality of cognitive skills and dispositions. Thereafter, these
teachers’ view of critical thinking fits with the definitions found in the literature that sees
critical thinking as a multi- faceted process that entails not only some sort of skills but also a
collection of dispositions that characterise a critical thinker and which are required to exercise
the process of critical thinking.

It is apparent from the findings presented and discussed above that these Algerian teachers
have some understanding of the nature of critical thinking. Moreover, their conceptualisation
of this concept is relevant to some of the existing definitions in the literature. Yet, only few
of them who acknowledge the dispositional aspects of critical thinkers in which Ennis (2015)
advocated that the ideal critical thinker can be characterised in somewhat more detail by a set
of dispositions and abilities. These teachers did not emphasise the importance of such facets
to develop students’ critical thinking. Therefore, the failure to cultivate and develop the
essential habits of mind that are necessary for effective critical thinking will prevent the
exercise and development of critical thinking. Understanding critical thinking is important

149



Amira CHERGUI Durham University

for its development which in turn leads to a development of individuals and societies at
different levels.

Hitchcock (2015) presumed: “instruction in critical thinking is supposed to improve skills
in critical thinking and to foster the dispositions (i.e., behavioural tendencies) of an ideal
critical thinker”( p.283). Overall, and from the definitions reviewed earlier, the common
conceptualisation of critical thinking from the teachers’ perspective in this study would be
that critical thinking means arriving at a reliable and valid knowledge after a process of doubt,
analysis and evaluation of information as there should be, but big questions asked, different
angles to look at and a thinking out of the box with a critical eye and a critical spirit ‘a

disposition to do so *without which critical this process cannot be exercised.

6.2.2 Critical thinking is valued by teachers

As anticipated, all the teachers interviewed in this study recognised the importance of
critical thinking and the distinguished role that it plays at different levels. Moore (2011) stated
that: “in debates about critical thinking, there is perhaps one single point on which virtually
all agree, this is that teaching students to be ‘critical’ in their studies is an intrinsic good and
that it is this, perhaps more than anything else, that should be the goal of all higher education”
(p.261). This implies that Algerian university teachers recognise critical thinking as an
important concept and as a 21% century skill that is widely emphasised and highly demanded
at different levels and in different contexts. The findings of the present study are consistent
with findings of Ouslimani and Aboubou (2021) who searched critical thinking in a similar
context (Batna university, Algeria) to Oum EI Bouaghi university; they concluded that the
majority of the responding teachers in their study were convinced that critical thinking was
essential in their classrooms. They felt that it deepened students' knowledge and made them
independent thinkers. They also believed that through critical thinking, students could apply
what they learned in real life. Moreover, Nor and Sihes (2021) argued that critical thinking
is seen as an important aspect in the educational process since many teachers' objectives
incorporate the preparation of students to think critically, which is also a quality required by
employers of university graduates. The literature denotes that these teachers are aware that

critical thinking is an essential skill in today's world.

Numerous authors offering western and non-western thoughts have agreed that
developing students’ critical thinking skills is regarded as a highly important educational goal
in many societies around the world since it is seen as promoting such disparate qualities as

democracy and personal development (Behar-Horenstein & Niu, 2011). Abasaid and Ferreira
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(2022) advocated that the importance of critical thinking teaching is its transformative effects
on individuals' personal, political, and social perceptions. Therefore, many scholars affirmed
the vitality of critical thinking and recognised its value for personal and social development.
The analysis of the findings also helped to identify four categories explaining why critical
thinking is of a high importance. So, in light of the answers gained from the interviewed
teachers, critical thinking is important for: self- development, enhancing students’ academic
performance, challenging fallacies to find the truth and finally solving problems and taking

decisions.

Firstly, it is noted from the findings of this study that some teachers believe that there is
a positive relationship between critical thinking and personality development. Critical
thinking in their belief helps more in improving personal skills such as communication,
argumentation, creativity and self-reflection which in turn supports building students’
personality and character and therefore is vital for society development in general. Many
researchers asserted that critical thinking “is central to both personal success and national
needs” (Paul, 2004, p. 2). Moreover, Beyer (1995) believes that teaching critical thinking is
essential for the well-being of society as a whole. He believes that in order to thrive in a
democratic community, people must be able to think critically and make informed decisions
about their own lives and the state of the nation. If students are taught to think critically, they
can use this skill as a guide for how to live their lives. This implies how crucial critical
thinking is in developing the self for the benefit of the society. In a more recent study, some
researchers highlighted that: “ because of the vitality of critical thinking impacts on
individuals, the structured teaching of such concept should be of priority to educators”
(Abasaid & Ferreira, 2022, p.175). Thereafter, it appears that there is a call for the integration
of critical thinking teaching within the curriculum as it is believed to play a vital role in
students’ personal and social development in the Algerian context as Lincoln and Kearney
indicated : “critical thinking skills may well prove the greatest asset for current graduates,
who will surely navigate these uncharted waters in the course of their careers” (p.799).Yet, as
we will see in section 6.4 of this discussion, it is not always easy to support and develop

students’ critical thinking as of many hindrances impeding the teachers from doing so.

Secondly, the findings have also shown that some teachers consider critical thinking
development as having a profound impact on students’ academic performance and should
thereafter be seen as an educational aim that must be fulfilled. This is also evidenced in the

literature since different studies have proven the inevitable role that critical thinking plays in

151



Amira CHERGUI Durham University

improving students’ academic performance. In their cross- correlational study conducted with
students in an Iranian university, Ghazivakili et al. (2014) found that the learning styles,
critical thinking and academic performance are significantly associated with one another.
They claimed in this regard that: “considering the growing importance of critical thinking in
enhancing the professional competence of individuals, it is recommended to use teaching

methods consistent with the learning style because it would be more effective in this context”
(p. 95).

Another study conducted by Fitriani et al. (2020) investigating the correlation between
critical thinking skills and academic achievement in Biology through the implementation of
problem-based learning-predict observe explain (PBLPOE) learning model, the results
concluded that there is a significant relationship between critical thinking and student
academic achievement in the field of Biology. The authors have settled on the idea that:
“students with good critical thinking skills are trained to think at a high level; therefore, it is
more possible for them to obtain higher academic achievement” (p.173). Accordingly, critical
thinking makes students more focused and attentive in the classroom in addition to creating
an active atmosphere where students engage more and involve themselves in productive
activities that lead them to an improved achievement and a great performance. Apparently,
the interviewed teachers recognise the importance of critical thinking, yet it is not always easy
for them to put in practice their beliefs regarding students *development of critical thinking

as mirrored in the literature.

Thirdly, the findings have also revealed that some teachers believe that critical
thinking is important in challenging misconceptions. Critical thinking helps to understand
what is conveyed clearly to prevent any misunderstandings based on reasoned judgement.
This implies that these teachers are aware of the role that critical thinking plays through
reasoning and the skills of analysis and evaluation in confronting misconceptions to arrive at
reliable and valid knowledge. It is observed in the literature that many researchers have
referred to this inevitable role of critical thinking in challenging falsification and
misconceptions especially in this information era. Dellantonio and Pastore (2021) believe that
critical thinking works as a remedy for misconceptions. They indicated that:  the discipline
that in our view leads people to develop the kind of knowledge that is required for such
assessments is critical thinking, understood as a blend of an open-minded attitude, the
knowledge of specific thinking ... and scientific knowledge of the content that is the object

of our reflection” (p.7496). In the same line of thought, Browne and Keeley have embraced

152



Amira CHERGUI Durham University

the idea that: “critical thinking encourages us to develop our scientific knowledge and our
knowledge of the principles that reasoning is based on, while also promoting an open-minded
attitude. These three components combined bolster the self-correcting nature of our thought
processes and our ability to ask pertinent questions to challenge existing beliefs” (2013, p.
53). Therefore, it became a requirement for teachers to develop their students’ critical thinking

for the great role that it plays to confront biases and overcome different misconceptions.

Lastly, it is also found that teachers interviewed in this study presume that the importance
of critical thinking lies within its capability to solve problems and make decisions. In their
belief, critical thinking helps not only in solving problems but in creating ways and alternative
choices and suggestions for people at differing contexts. It is noticed in the literature that
numerous authors believe that critical thinking is also required to solve social and scientific
problems found in everyday life (Abbasi and Izadpanah, 2018). Moreover, Kalonji (2005)
advocated that in order for students to be successful in life, they must develop their critical
thinking skills which will enable them to work collaboratively, think logically and critically,
communicate effectively and more importantly solve problems efficiently in the workplace.
According to Heruna et al. (2022), “critical thinking has been widely recognized as one of the
most important skills. Someone who has the ability to engage in critical thinking and problem
solving is considered to have many benefits because he has the ability to analyse certain
situations and make the right decisions for the situation at hand” (p.173). Consequently, the
views of the teachers interviewed in this study are aligned to ideas presented in the existing

literature about the usefulness of critical thinking in problem solving and decision making.

Overall, it seems that despite the educational differences, the conceptualisations of critical
thinking provided by the interviewed teachers are overlapping. The responses provided by
these teachers do also reflect their awareness of the importance of critical thinking and the
purposes it could be serving at different levels ( personally, educationally and socially). Their
views also explain their understanding of how critical thinking is important for personal and
academic growth as well as for challenging misconceptions and solving problems. It is also
noted that educators from the different disciplines and contexts are suggesting that critical
thinking should be a requirement in the educational system. They also insist on policy makers
to deal with issues involving critical thinking integration into the curriculum as all should

work on investing in the formation of graduate critical thinkers.
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6.3 The Development of students’ critical thinking

The second research question addressed by this study was about the extent to which these
teachers believe they support students’ critical thinking development at the university level
and their approaches and objectives of their teaching. It also demonstrates some
methodologies that they integrated within their pedagogical practices. In response to this
research question, the second major theme referred to in section 5.3.3 among the findings of
the study captured the methodologies used in supporting the development of students’ critical
thinking from these teachers’ perspectives. The theme is imperative for it explains the
teachers’ approaches and objectives of their teaching, their support of the development of
students’ critical thinking and it illustrates some methodologies that the teachers integrated
within the lesson plan which range from classroom discussions, debates, workshops,
brainstorming, problem- solving activities, asking questions and lastly self- assessment. This
section will be then dedicated to discussing these findings in relation to existing research in
the field.

One of the findings that stands out from the results reported earlier describes that there is
still a prevalence of teacher centred approaches to teaching and the predominance of the
transmission model in the classroom despite the changing focus of higher education policy
since 2007. The findings have shown that teachers’ approaches are differing, but most
teachers work towards the transmission of knowledge. Their focus is to communicate
information and knowledge to students and therefore they only work to supply a designated
body of knowledge to their students. These teachers understand teaching as knowledge
imparting, and they tend to be dominants in the classroom neglecting the importance of
interaction and discussion withing classes. This definition to teaching falls under the
transmission paradigm where students are discouraged to be involved in the teaching learning
process. It is also noted that most teachers who had a transmission approach led teacher-
centred classrooms where they directed their students’ learning process. Students’ roles were

then to receive that knowledge and recall it in exams.

A study by Khan (2019) demarcating the Pakistani context indicated that “given the
teacher-centred paradigm that tends to dominate learning in higher education in Pakistan, the
development of critical thinking may not be easy for opportunities to question are rare” (p.56);
this implies that developing critical thinking can be a difficult process within this approach to
teaching. Although there is a paradigm shift from the teacher- centred classrooms to learner-

centred ones especially with the introduction of the communicative approach to teaching
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within the LMD system in Algeria since almost 2007. But this does not match reality as clearly
most classrooms are still teacher-led. In her study about critical thinking in Algerian
secondary school EFL Classes, Baghoussi (2021) found that most classrooms are dominated
by a teacher centred approach which does not offer opportunities for enhancing critical
thinking. This is probably because teachers have found difficulties in the application of the
new teaching approach; having problems such as the lack of learning materials and resources,
classroom management difficulties due to crowdedness, time constraints and the length of the
syllabus which have been described as barriers to the support of the development of students’

critical thinking as well.

In contradiction, only few teachers in this study seemed aware of the importance of giving
their students quality learning experiences and have led a student- centred approach where
they were able to work on prioritising students’ needs and experiences in the educational
process. This approach advocates Khan (2019) places the emphasis on the learner, with the
teacher acting as a guide to help students reach their educational goals. The advantage of this
teaching approach is the support of students’ autonomy and creativity and the development
of their analytical, communicative and evaluative skills. It should be noted here that this is
not a disciplinary issue as teachers showing a learner- centred approach come from different
disciplines. Additionally, Khan (2019) found that student-centred learning was beneficial in
providing opportunities for productive discussion and questioning through the range of
activities undertaken. This approach allowed students to take ownership of their learning,
develop critical thinking skills and gain a deeper understanding of their domains. Teachers’
willingness and desire to adopt such an approach to teaching is due to their awareness of the
high importance and the great role that these skills play particularly in preparing students for

real life despite any condition that they may encounter.

Regarding teachers’ support of the development of their students’ critical thinking, it has
been revealed from the findings of the data analysed in the previous chapter that there is an
agreement between the teachers that the development of students’ critical thinking is
important within classrooms, yet it is practised to some extent only and this is particularly due
to the difficult circumstances and some interfering factors which will be discussed later on in
section 6.4. It was observed that some of these teachers truly believe in the importance of
developing their students’ critical thinking skills, but their focus on such a practice was not
very frequent as their teacher- centredness in the classroom discourages any kind of

interaction and emphasises only the transmission of a designated body of knowledge. In
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addition, some of the teachers admitted the existence of some barriers and challenging
conditions that forbid them from doing so. As noticed earlier in the findings chapter, this is
probably because teachers are having problems such as the lack of learning materials and
resources, classroom management difficulties due to crowdedness, time constraints and the
length of the syllabus. It is also worth mentioning that not all of the teachers always support
the development of the dispositional aspects of critical thinking as recognised in the
conceptualisation section (see section 6.2) that not all teachers consider critical thinking
dispositions and thus these teachers tend to use methodologies that link to the idea of critical
thinking as a process or a set of skills, but do not always support the development of
dispositional aspects of critical thinking. In this essence, teachers asserted their use of a
variety of strategies to promote their students’ critical thinking realising that several studies
indicated that improving students’ thinking requires more explicit teaching of critical thinking
skills (Bangert-Drowns & Bankert, 1990; Halpern, 1998).

It has been noted as well that the interviewees’ answers uncovered different
methodologies that they used across their different disciplines to support and promote critical
thinking in the classroom. The respondents cited classroom discussions, debates, workshops,
brainstorming, problem solving activities, asking questions throughout the lesson and lastly
self- assessment. Discussions, questioning, debates and problem solving activities appeared
to be favourites for the interviewed teachers when developing students’ critical thinking.
However, the other methodologies namely brainstorming, workshops and self-assessment
were not very often implemented or commented on by the teachers in this regard and

henceforth are less preferred. These will be discussed in the following section respectively.

6.3.1 Preferred methodologies for the development of students’ critical thinking

The majority of teachers’ responses indicated that classroom discussions are the most
used and preferred methodology by the interviewed teachers to promote students’ critical
thinking in classrooms. Classroom discussions are teaching approaches in which various
forms of dialogue are implemented to target particular learning objectives (Jahng, 2012).
According to Sibold (2017) discussion-based pedagogies come in various forms, including
online discussion boards, mock trials, problem-based discussions, debates, structured
controversy, deliberative discussions, book clubs, and more. These pedagogical approaches
encourage active participation and engagement among students, allowing them to exchange
ideas, analyse different perspectives, and develop critical thinking skills, yet only if the

potential difficulties to the use of classroom discussions could be mitigated by effective
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facilitation from the teachers’ part. Pederson (1992) asserted that using discussion-based
pedagogies assists in the development of critical thinking skills, which are often emphasised
as important outcomes in higher education programs. The interviews of the present study
indicated that discussions are a useful activity for students to share ideas and viewpoints about
different topics, develop students ’critical thinking and enhance their communication skills

and their sense of collaboration.

There is a multitude of research studies about the effectiveness of classroom discussions
in the development of students’ critical thinking. For instance, Tsui (2002) provided valuable
insight into how teachers can effectively promote critical thinking in their classrooms, and
she stressed out the importance of class discussion as amongst the best classroom approaches
to enhance students’ critical thinking. Likewise, in his published guide for using discussion-
based pedagogy in enhancing critical thinking, Sibold (2017) considered discussion-based
pedagogies to be a useful method in developing critical thinking skills and he assured that
they are applicable across the disciplines Additionally, Jones (2014) advocated that the
integration of classroom discussions can help students to exchange new ideas, confront
alternative viewpoints and apply new knowledge to complex problems in collaboration with
their peers, and more importantly they can promote improvements in student learning
outcomes and performance including the development of critical thinking and communication
skills.

Furthermore, Fung et al. (2016) evidenced in their research that work in groups including
discussion activities can be beneficial in developing students’ critical thinking skills.
Thereafter, classroom discussions appear to be a preferred methodology for the development
of critical thinking where students develop communicative and analytical skills and engage
more throughout the course besides learning to respect others’ perspectives. Yet, some of the
barriers to be discussed later (see section 6.4) show how the teachers believe they may have
limited opportunities to do this.

The findings have also indicated that teachers advocate the use of debates for the
development of their students’ critical thinking. In addition to them being useful for
improving students listening and speaking skills, these teachers describe debates as beneficial
for presenting and evidencing arguments in trying to convince others of differing perspectives.
In this essence, Roy and Macchiette (2005) stated that: “debate as a pedagogical tool, it

breathes life into the process of critical thinking as debate requires and develops many of the
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same skills inherent in critical thinking” (p. 265). They have also found in their study in the
field of marketing that debate on provocative issues can productively encourage critical
thinking in clearly obvious ways (Roy and Macchiette, 2005). Moreover, Hall (2011) asserted
that debates can help students enhance their critical thinking skills, communication abilities,
and self- confidence in a wide range of situations. Additionally, he argued that debating can
also enhance problem-solving capabilities. In the same line of thought, Fuad et al. (2016) in
their experimental study conducted in a college in Indonesia which intended to examine
whether the debate class students' critical thinking skills can be increased concluded that
debate classes can improve students' critical thinking skills on four indicators: clarity of
information, depth of ideas, breadth viewpoint and precision in inference. Furthermore, based
on her study on the use of debates to improve the students” critical thinking and speaking
skills, Iman (2017) asserted that the use of this technique makes a significant improvement in
critical thinking and speaking skills and revealed that there is a strong correlation between the
debate and the various aspects of critical thinking. This entails that debates are particularly
useful in supporting the development of critical thinking from these teachers’ viewpoints (5
teachers out of 16). Therefore, debates are one of the most used strategies for the support of
critical thinking development that teachers consider being very helpful, interesting and

engaging for students.

It was also found that the teachers advocated the usefulness of problem-solving activities
and methods in the development of critical thinking as problem solving practices are very
beneficial to improve students’ critical thinking skills” (Utami et al., 2017). The teachers
interviewed in the present study describe these activities as practices that expose students to
real-life problems where they are required to think critically and suggest solutions or take
decisions accordingly. They also clarified the role this kind of activities plays in developing
rational thinking, generating plausible solutions, making decisions and more importantly
teaching students to be evaluative and selective of these solutions as one of the teachers has
declared: “this type of activities does not only teach students to define problems and find
solutions to them, but it also truly teaches them to be evaluative and selective of these

solutions”(Souad).

Based on several research studies, problem- solving can improve critical thinking skills
by comparison of control classes that use learning without Problem Solving (Utami et al.,
2017). In the field of nursing practice, Beser and Kissal (2009) argued that critical thinking

and problem solving are intimately related because they both require active involvement and
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intellectual agility. A similar study by Moneva et al. (2020) showed that the problem solving
attitude is significantly associated to the critical thinking ability of the students. They claimed
that: “students who have high level of problem solving attitude will become successful ones
someday, because they don’t get affected in their problems instead, they solve them right
away with their critical thinking” (p. 138). This implies that problem-solving activities have
a significant impact on the support of the development of students’ critical thinking.

As the problem-based learning is considered by teachers as part of a wide range of
problem solving practices; it proved to be influential in the development of students’ critical
thinking. In this regard, a study by Olivares and Heredia Escorza (2012) revealed that students
who are taught using the problem-based learning methodology develop a higher balance
between inductive and deductive thinking and henceforth improve their critical thinking
skills. Similarly, in their experimental study, Belecina & Ocampo (2018) investigated the
effect of using problem situations on the critical thinking of graduate students in solving
problems. They have concluded that these problem situations developed students’ ability to
be more reflective and metacognitive, particularly when they were analysing problems and
thus significantly improved their critical thinking assuring that critical thinking and problem
solving go hand in hand in the development of successful students.

In addition to considering problem solving activities and methods as a necessity for the
development of critical thinking, it is also observed that teachers in the present study state that
they should be integrated within the curriculum; one of the teachers stated clearly: “problem
solving activities engage students in an ongoing process where they face issues that need
higher order skills namely reflection, analysis and evaluation to arrive at satisfactory
solutions. That is why these activities must be part of the curriculum”.(Selma) This denotes
the high importance of such methodology for the development of students’ critical thinking.
It should be noted here that the interviewees (Selma, Souad and Mustafa) who claimed the
importance of critical thinking and the role that it plays in solving problems and making
decisions are the same teachers who declared their use of the problem solving activities in the
development of their students’ critical thinking. These teachers understand the importance of
critical thinking in problem solving and decision making and are actively working to cultivate
this skill through their teaching methods.

Additionally, it is noted that these teachers very often relate problem- solving with
decision making. Olivares et al., (2013) pointed out that it is a difficult task to separate two
strategies that help the student to think critically, namely, that of taking decisions and solving
problems. They believe that solving a problem conveys that a selection must be made; this in
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turn can help the student become more selective when it comes to their decisions, thus aiding
them in their critical thinking process. Henceforth, the study findings indicate how the
problem- solving activities help to think critically and also suggest that such activities should
be integrated within the curriculum aiming at improving students' critical thinking skills.

The results of the data analysed in the current study have also revealed that teachers
believe that asking questions in classroom encourages critical thinking development as it
helps much in resolving confusion and finding satisfying logical answers. In this essence, Paul
and Elder (2006) advocated that among the different pedagogies and methods used in previous
studies, Socratic questioning had shown a robust relationship with the development of critical
thinking skill. Previous research has also indicated that asking questions is among the useful
techniques that develop critical thinking (Duron et al., 2006). By asking thought-provoking
questions, teachers can create an environment where students are encouraged to think
critically and develop their own ideas, analyse and evaluate them. As they have emphasised:
“questions can be used to stimulate interaction between teacher and learner and to challenge
the learner to defend his or her position, i.e., to think critically” (Duron et al., 2006, p. 162).

In her study, King (1995) also discussed the importance of using questioning to teach
critical thinking. She argued that effective questioning can help students develop their critical
thinking skills by encouraging them to think deeply and reflect on their own ideas. She stated
that: “simply put, good thinkers are good questioners. Whatever they see, hear, read, or
experience, they are constantly analysing it, puzzling over its significance, searching for
explanations, and speculating about relations between that experience and what they already
know” (1995, p.13). She evidenced that through her program of research on inquiry-based
learning (King, 1989, 1990) which emphasised that thought-provoking or critical-thinking
questions stimulate high-level cognitive processes, such as analysis of ideas, comparison and
contrast, inference, prediction, evaluation, and so on.

Furthermore, a study conducted by Lin et al., (2019) which focused on designing critical
thinking exercises for elementary school students through Socratic questioning concluded that
the designed critical thinking learning sessions were effective in enhancing students ’critical
thinking. They have also indicated that Socratic questioning approach had provided students
with a positive environment encouraging the enhancement of their critical thinking skill.
Therefore, there is an agreement on the role that the questioning technique plays in the support
and development of students ’critical thinking. It is essential to acknowledge that whilst the

teachers in this study claimed that asking questions is important, yet further research is needed
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to know more about this technique as to how it should be used effectively, what questions are
appropriate and how they should be asked.

It should also be noted from the findings that the teachers have pointed out to the idea that
for this strategy to be effective, teachers should be trained well to be able to formulate such
thought- provoking questions as one of the interviewed teachers explained: “although
questioning is an essential element in critical thinking, questions should be posed in a
supportive atmosphere of learning, otherwise they will turn to a negative learning
opportunity”’(Jamila). In this regard, Benzanilla et al. (2019) advocated that teachers should
be trained in the formulation of complex questions as this is a difficult task for the teacher,
and it implies their commitment. Moreover, King (1995) suggested that teachers should use
open-ended questions, provide wait time for students to think and respond, and ask follow-up
questions to further explore student responses. She also emphasised the importance of
providing feedback to students to help them understand their thinking processes and improve
their critical thinking skills. Therefore, teachers *views consider questioning as a truly useful
tool in the development of critical thinking, but it should be used carefully to fulfil the aim of
developing critical thinking and consequently create a positive and fruitful learning
experience. Hence, further research could be useful to know more about how teachers in the
Algerian context use questioning and the other approaches discussed above in their practice
to really understand the potential value of the approaches they think might be useful and
effective in developing critical thinking.

6.3.2 Less preferred methodologies for the development of students’ critical thinking
The findings of this study have also reported three other methodologies namely
brainstorming, workshops and self-assessment. These methodologies are revealed by the
teachers to be useful for the development of students’ critical thinking, but they are less
preferred and not widely practiced for the purpose of developing critical thinking which is
probably due to the presence of other implemented methodologies such as the ones discussed

earlier (classroom discussions, debates...).

First, for workshops only three teachers (Riad, Souad and Soumia) who considered
their use for the support of the development of their students’ critical thinking. These teachers
advocated the usefulness of workshops for they prompt developing skills such as
argumentation, communication and evaluation of knowledge in addition to problem solving
skills and in turn lead to the development of critical thinking. In their research about the

methodologies for teaching-learning critical thinking in higher education Benzanilla, et al.
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(2019) identified workshops among other methodologies as methodologies that are used by
teachers, but not as frequently as other commonly used methodologies. Although, workshops
are used by teachers in the development of students’ critical thinking, there is little research
about their effectiveness in this regard; therefore, more research is needed to examine their

value for the development of critical thinking and to see how teachers actually use them.

Second, the research findings denoted the usage of brainstorming as a strategy to
enhance students’ critical thinking by few teachers. Although only two teachers who
considered the use of brainstorming as a teaching methodology for the support of their
students’ critical thinking development, but they emphasised its effectiveness. The process of
brainstorming does involve skills of reflection, analysis, evaluation, problem- solving and
creativity and thus it is highly related and influential on the development of critical thinking.
It is revealed in the literature that brainstorming strategy is one of the most significant
methodologies which incite critical thinking and problem- solving skills across different
disciplines as it involves the use of the brain to develop creative solutions to problems
(Jarwan, 2005 as cited in Almutairi, 2015).

In their experimental study that explored whether applying brainstorming strategy
brings about significant improvements in English language learners' speaking proficiency and
critical thinking skills, Khodadady et al., (2011) have concluded that employing
brainstorming strategy does improve learners’ critical thinking skill in general and their ability
to reach deductions in particular and thus help students to express themselves in the foreign
language without being afraid of facing criticism. Brainstorming appeared to be helpful for
developing students *approaches of thinking in the search for the most convenient solutions,
yet in the current study it is less of a popular activity for teachers to use in the development
of their students’ critical thinking. Thus, we need to know more about how it is used in this

context to see if it is appropriate and actually does what the teachers think it does.

Third, the findings also revealed that teachers (Amina, Dalia and Jalal) made use of
student self- assessment as a methodology to enhance students’ critical thinking as it appeared
to have a significant impact on critical thinking development. Teachers interviewed in this
study maintained that this type of activity allows students to reflect upon their strengths or
weaknesses and improve their skills of evaluation and analysis in addition to learning to be

autonomous, independent and responsible for their own education. Duron et al., (2006)
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advocated that creating opportunities for self-assessment and peer review is important in the

development of students’ critical thinking.

A study by Siles and Solano (2016) also confirmed the importance of self- assessment as
part of reflective learning to promote critical thinking. They said: “in general terms, student
participation in the process of assessing their own learning, and in particular their
achievements and results, contributes to full development of reflection on learning and
facilitates the development of critical thinking” (Siles & Solano, 2016, p.136). Additionally,
Dienichieva et al. (2021) considered self- assessment as one of the effective methods of
developing critical thinking skills in education as they have found that the development of
critical thinking was attained through self-assessment and reflection. Consequently, self-
assessment is important to critical thinking as advocates the foundation for critical thinking
(2019) where each step in the process of thinking critically is tied to a self-reflexive step of
self-assessment. Accordingly, self-assessment is considered as an advantageous methodology
for the development of critical thinking. Yet, in the current context of our study, this approach
is less popular. That is why more research should consider the reasons behind.

To sum up, there are various methodologies that can be used to develop students' critical
thinking skills from the teachers’ perspective. Although differing in the extent of use and the
limits of what we know about the effectiveness of these methodologies in our context, these
teachers used classroom discussions, debates, workshops, brainstorming, problem- solving
activities, asking questions and lastly self- assessment. In the present study, these
methodologies are divided into two categories those which are more popular (classroom
discussions, debates, problem-solving activities and asking questions) and others which are
less popular in use (workshops, brainstorming and self-assessment), yet each unique
approach contributes to developing critical thinking. By using these methodologies, educators
support students to develop the ability to analyse information critically, evaluate arguments
effectively, and make informed decisions. Ultimately, developing critical thinking skills is
crucial for students’ success in academic and professional settings and their ability to explore

complex issues in today's world.

6.4 Barriers to the development of students’ critical thinking
Findings from the present study identified important insights from university teachers
regarding their views of the barriers impeding their students’ critical thinking development.

These findings revealed five major barriers as the teachers’ uncovered obstacles related to
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contextual realities, student related barriers, teachers’ related barriers, policy related barriers
and lastly but not least cultural hindrances. The teachers believe that these hindrances are the
reason behind the moderate extent of teachers’ support of students’ critical thinking
development. These findings will be discussed in this section thoroughly.

6.4.1 Contextual barriers to students’ critical thinking development

The findings reported that the classroom reality adversely influenced teachers’ support of
the development of their students’ critical thinking. These teachers offered an important
perspective concerning the impact of the atmosphere and the reality of the learning/ teaching
process on the support of critical thinking development. In this regard, a number of teachers
(7 out of 16) interviewed in this study explained time constraints, length of syllabus and
crowdedness of classrooms as hindrances to their support of the development of students’
critical thinking. These will be discussed in this section to understand how and why they are

impeding students’ critical thinking development.

The teachers explained their concern regarding the long syllabus that they need to cover
which in their belief created a problem for them to focus on developing students’ critical
thinking. They indicated that it does not encourage teachers to invest some time in embedding
activities for the development of students’ critical thinking within the syllabus as they are
required to cover an overwhelming amount of information and topics. These activities are a
bit time- consuming, so some time should be allocated to design and practice them. The
teachers described this matter as a challenging and troubling situation.

In consistency with the literature, (Shell, 2001; Aliakbari & Sadeghdaghighi, 2013)
reported that insufficient time to learn new teaching methods, inadequate time of classes
besides the lack of time for preparing and planning critical thinking activities were regarded
as a major barrier for the development of critical thinking. In the same line of thought,
Reynolds (2016) found that teachers prioritised covering the curriculum content over the
teaching of critical thinking skills as believed it is required for assessment. The teachers also
argued that they were unable to plan critical thinking activities in the classroom due to time
constraints and extracurricular work.

Moreover, the teachers identified crowded classrooms as their barrier to supporting the
development of critical thinking as these classrooms prevent the teacher from controlling and
engaging all students in the educational process. These barriers among others are reported in
a study conducted by Shell (2001) who concluded that there are three major obstacles that
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inhibit their implementation of strategies to teaching critical thinking; among them is
inadequate time and the need to cover content and dispense information.

Similarly, Laabidi (2019) concluded in his study that teachers pointed out to their concern
about the workload and the lack of time to prepare activities for developing students’ critical
thinking. They listed time constraints and the need to cover all the curriculum content as a
great hindrance to their teaching of critical thinking in classrooms. Additionally, teachers also
pointed out that this is a serious problem that policy makers need to pay attention to as
supported by the many studies in the field. They have also declared that these contextual
barriers affect not only the development of students’ critical thinking but also the whole
learning experience and thus should not be overlooked.

The findings of this study are supported by several works in the literature and from
different contexts of western and non-western thoughts (shell, 2001; Aliakbari &
Sadeghdaghighi, 2013; Reynolds, 2016; Laabidi, 2019) where time constraints, the syllabus
load and crowdedness of classrooms are interrelated impediments for the development of
students’ critical thinking. These contextual obstacles negatively impact the teaching and
learning process in general and create barriers to the development of critical thinking and
many other skills in particular. These teachers are asking policy makers to alleviate that
burden a little bit for a better education that supports the development of students’ critical
thinking. This implies that teachers are suggesting that the syllabus need to be re-evaluated
and the teaching strategies of critical thinking should be integrated within the curriculum

being allocated sufficient time before their planning and during their practice.

6.4.2 Student related barriers to the development of students’ critical thinking development
The findings from the data analysed in this study have exposed some students’ related
factors which have a negative influence on the development of their critical thinking. From
these teachers’ viewpoint, these factors are egocentrism, shyness, indifference, the lack of
discipline related knowledge and the lack of adequate knowledge about critical thinking itself.
The findings of the current study are consistent with some of the existing literature ( Shell,
2001; Ozkan-Akan, 2003 and Aliakbari & Sadeghdaghighi, 2013); these scholars believe that
teachers have the impression that students prefer activities with simple factual questions and
answers, and they are obstinate, shy or even indifferent to develop their critical thinking.
Additionally, the teachers believe that some of their students seem oblivious even of basic
knowledge of their domains which constrains their critical thinking development in addition
to them being unaware of what critical thinking in itself is and how it could be developed
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thereafter. This is considered problematic for teachers as they suppose that it is really
important for students to acquire the adequate knowledge of both the critical thinking skills
and the topic of interest besides the disposition to do so since all these elements work together
to make a critical thought. These impediments will be discussed in this section for it is
important to have a clear idea of how these factors inhibit critical thinking development and

how to tackle them from the teachers’ perspectives.

The findings of the present study evoked that egocentrism can be a major obstacle in
developing students’ critical thinking skills as it prevents individuals from considering
different perspectives and engaging in meaningful dialogue with others. The responding
teachers in this study described their students as being egocentric and obstinate to accepting
or understanding any perspective other than their own. This feature forbids students from
developing their critical thinking as the latter needs an open mind and a respect for other’
views. The teachers explained that students’ egocentrism inhibits their critical thinking
development because it can lead to a lack of objectivity and self-reflection and an inability
to consider alternative points of view which are features deemed to be necessary for

developing critical thinking skills.

Mouhammed clarified that: “some students are obstinate; they do not take others’
perspectives into account or even try to consider and evaluate them... it is difficult for them
to tolerate alternatives and they even refuse constructive feedback and criticism ™. In this
regard, Aliakbariand Sadeghdaghighi (2013) settled on the conclusion that the highest barrier
to the development of students’ critical thinking was related to students’ characteristics. This
implies that the students were the constraining aspect in enhancing their critical thinking
skills due to factors such as lack of motivation, desire for good grades, and reluctance to
engage in active learning. Likewise, Yusuf and shah (2018) also found that the major barrier
in teaching critical thinking in ESL classroom in their quantitative study was student-related
factor.

Moreover, shyness is another factor that inhibits students’ development of critical
thinking. One of the interviewed teachers think that: “ it is hard for shy students to develop
critical thinking, as shyness prevents them from communicating their views or trying to
defend and discuss them. Shyness makes students unconfident, discouraged and unwilling to
think out of the box which creates a huge obstacle for both their self- development and also

for their critical thinking development”(Mustafa). The literature does not always mention

166



Amira CHERGUI Durham University

shyness as an inhibiting element that halts students from developing their critical thinking.
Therefore, researchers need to spotlight this issue and explore how could this emotional factor

impede the development of students’ critical thinking particularly in this context.

In addition to egocentrism and shyness, some teachers in the present study believe that
indifference is another hindering element in the development of critical thinking. Souleh
(2017) described Algerian students as lacking commitment, she argued that: “ because the
higher education is a free system, students (many of them) will not show commitment”(p.40).
One of the interviewed teachers in this study believed that: “since critical thinking is a
cognitive process that demands higher order thinking skills of reflection and analysis, some
students tend to be very lazy and indifferent to developing their critical thinking although they
are aware of its importance. These students are careless even for preparing their lessons or

doing their activities and thus they developed a habit of an uninterest in such a skill” (Dalia).

Similarly, Ojewole and Thompson (2014) stated indifference and disengagement with
critical thinking among Nigerian students who do not prefer involving themselves in
constructive activities. This implies that students are driven by the desire to get grades only
and are themselves constraining their critical thinking development. Benzanilla et al. (2021)
assured that amongst the main difficulties to teaching critical thinking at university is the lack
of interest in the subject on the part of the students. Therefore, policy makers and educators
are expected to investigate strategies to address student reluctance to engage in active learning
and its causes, which is necessary for the development of students’ critical thinking skills.
Hence, from the teachers’ perspective, it is important to consider the psychological aspects of

students when attempting to foster students’ critical thinking.

Furthermore, some teachers described their students as lacking essential background
knowledge and information needed to perform critical thinking and thus fail to develop it.
This indicates that if students do not have the necessary knowledge and understanding of the
subject matter, they will not be able to think critically and analyse the subject. Without this
background knowledge, they are unable to make connections between concepts, draw
conclusions, or evaluate information which leads to a lack of critical thinking. Bailin et al.
advocated that “background knowledge in a particular area is a precondition for critical
thinking to take place” (1999a, p. 271). This implies that students will not be able to think
critically unless they acquire the prerequisite disciplinary knowledge. In his study, Kanik

(2010) concluded that the participating teachers claimed that their students are lacking
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prerequisite knowledge and abilities in mathematics, and this resulted in low participation and
dissatisfactory performance in activities requiring critical thinking. Therefore, adequate
background knowledge of a subject is needed in the critical thinking process even though one
possesses the skills of critical thinking.

Additionally, the findings also revealed that some teachers believe that some students are
unaware of what critical thinking is or they only have a vague understanding of it and thus
resulted in a failure in its development; teachers therefore should make critical thinking
clearer for their students to understand and practise it. Thus, knowledge of the critical thinking
skills is also important for it to be applied and then developed in classrooms and it is the
teachers’ role to clarify this concept to their students. In this regard, Amin and Adiansyah
reported that “as a result of the lack of knowledge of the subject matter and the critical
thinking skills, the variety of the learning models and strategies implemented in classrooms
cannot successfully improve the students' critical thinking”(2018, p.4). The study results also
correlate with studies of Khalid et al. (2021), Alwadai (2014) Allamnakhrah (2013), and
Bataineh and Alazzi (2009) which recognised that students background knowledge and
knowledge of critical thinking skills as one of the hindering aspects to critical thinking
practice and development. Yet, as Lai (2011) supposed, “background knowledge is a
necessary but not a sufficient condition for enabling critical thought within a given subject”
(p. 2). Ultimately, for critical thinking to be practiced and developed, it is important for both
teachers and students to be aware of what critical thinking entails and what skills are involved

in the process besides having the prerequisite knowledge of the subject matter.

6.4.3 Teacher related barriers to the development of students’ critical thinking
In the present study, some teachers proclaimed that they are themselves responsible for
creating barriers to the development of their students’ critical thinking. Among these barriers
are teachers’ dominant roles in the classroom and the type of assessment they implement.
These barriers will be discussed in this section for it is important to clarify what inhibits
students’ development of critical thinking from the teachers’ part who also suggested some

solutions for these issues thereafter to change the situation.

In the current study, although it was revealed that teachers use a variety of approaches and
methodologies for the development of their students’ critical thinking as discussed in section
6.3. Yet, some teachers advocate that their support of students’ development of critical

thinking is very limited due to the methods of teaching implemented within classrooms which
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are hindering the development of critical thinking process. Kettler (2014) stated that teaching
methods have a considerable impact on critical thinking skills. Similarly, Niu et al., (2013)
argued that the effectiveness of critical thinking is influenced by instructional aspects such as
critical thinking teaching methods. The teachers in the present study admitted their use of
teaching methods that do not encourage students’ development of critical thinking such as
their tendency to teach in a lecturing mode. In this regard, Allamnakhrah (2013) identified the
dominant method of instruction which focuses on lecturing, rote learning, and memorisation
as factors inhibiting the support of students’ critical thinking development within classrooms.
It is also advocated that students’ less developing critical thinking skills is a result of the
traditional learning approaches which cannot engage students actively in classroom activities
(DeWaelsche, 2015).

Another study (Khalid et al., 2021) in the Bahraini context identified teachers’ teaching
methods as a hindrance to the implementation of critical thinking as the participants believed
that the major obstacle is that teachers are constantly under pressure to complete the
curriculum, and therefore they adopt teaching strategies that will enable them to achieve that
objective to the detriment of integrating the development of critical thinking skills in the
teaching methods. This is evident as well in a study conducted by Amin & Adiansyah (2018)
who pointed out that the teachers are required to be careful and more selective in
implementing learning models or strategies suitable for learners *need to promote their 21°%
century skills, including critical thinking skills. They added that in order to improve students’
critical thinking skills, it is necessary to implement an innovative learning model or strategy
on the condition of training teachers to be successful in implementing this model or a variation

of strategies in the classroom.

Moreover, it should also be noted that most teachers in this study confessed that they lead
a teacher- centred classroom. Riad stated: “ Me and some of my colleagues tend to shift to the
lecturing mode and deliver lectures that are non- interactive and discussion free; it is the best
method to cover as much course content in the shortest time available” Alwadai (2014)
defined the lecturing method of teaching as a major impediment to the development of
students ’critical thinking skills. This correlates with the findings of Amin & Corebima,
(2016) who advocated that teacher-centred learning will result in inhibiting the development
of students’ critical thinking skills. This implies that although they are aware of the
importance of critical thinking and recognise the need to integrate it within the curriculum, it

is still hard for these teachers to make it an educational priority that is practised within
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classrooms. Therefore, creating a learning environment which allows students to be

independent can accelerate the students' cognitive development (Zumbrunn et al., 2011).

It is also found that teachers in this study admitted their inclination to the use of some
types of assessment that supports rote memorisation which in turn prevents both exercising
and developing students’ critical thinking skills. In this essence, one of the teachers
interviewed in the present study described this situation as “most of the time, we rely on
assessment types that only requires information retention; this type of assessment triggers
passive recapitulation of theoretical input only and does not serve critical thinking
development” (Hanan). In accordance with existing literature, Bataineh and Alazzi (2009)
also noted that the educational system focuses heavily on preparing students for formal testing
that does not require critical thinking. Consequently, students channel all their efforts toward
succeeding in formal tests that rely on facts and recall. Additionally, Heruna tanty et al. (2022)
revealed in their study in the Indonesian context that there are many factors that cause the low
critical thinking and problem solving abilities of Indonesian students. “Based on a survey
conducted in several schools, it can be concluded that students only learn to memorise
concepts and theories and get assessed for them. The activity of memorising concepts and

theories cannot stimulate students ability to critical thinking and problem solving” (p.174).

Furthermore, a study by Baghoussi (2021) about critical thinking in Algerian secondary
school EFL classes showed that English teachers partially respect the syllabus designers'
recommendations. Besides, the teachers' methods, classroom practices, and assessment
approaches are mainly based on direct instruction and language content acquisition rather than
on reflective and problem-solving learning; therefore, they are not conducive to implementing
and developing learners' critical thinking. The conclusion drawn from the findings of the
current research is that the assessment system should be changed to focus more on critical
thinking and less on memorising content. Due to the fact that the curriculum is still content
based where students are only required to recall information to get good marks, the situation
should not be overlooked for its significant importance in the development of students’ critical

thinking within the Algerian higher education context.

6.4.4 Policy related barriers to the development of students’ critical thinking
The teachers interviewed in the current study have reported some policy related barriers
that they believe are major impediments to students’ development of critical thinking. These

teachers believe that the Bachelor, Master Doctorate system (BMD) that the Algerian higher
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education is adopting does not support the development of students’ critical thinking
realistically. Miliani (2012) has explained that the BMD model was introduced in Algeria in
2004 and it is designed to improve the quality of higher education by providing students with
more opportunities for interdisciplinary study, research, and professional development
besides promoting their employability by providing them with the skills necessary for success
in their chosen field. Yet, the findings presented in the previous chapter (see chapter5)
captured teachers’ concerns about the system and instances where teachers find themselves
unable to prioritise developing students’ critical thinking due to obstacles created by the
system itself. These obstacles range from the lack of resources, the lack of teachers’ training
programs, the focus on quantity over the quality of education and finally the failure to bridge

theory and practice. These will be discussed hereafter thoroughly.

First, it was reported in the findings that the teachers believed that the BMD system has
not offered suitable conditions for the teaching and learning process that is why it is incapable
to support the development of students’ critical thinking. The teachers had such claims given
the current state of university lacking resources and the insufficient means; therefore, it is not
feasible to reach the desired outcome that is of the development of students’ critical thinking.
Mami (2013) advocated that educators were still relying on traditional teaching methods due
to the lack of resources available. In this essence, some teachers are asking the system to
provide them with the necessary resources to help them develop their students’ critical
thinking skills. This could include access to online courses, webinars, and other forms of

professional development.

Additionally, the system should provide teachers with access to research-based materials
and facilities that can help them integrate critical thinking into their lesson plans. Moreover,
Ouslimani and Aboubou (2021) concluded in their study that teachers found that their
teaching/learning environment was not conducive to integrating critical thinking into their
classes. They felt that in order for students to develop critical thinking skills, certain
conditions had to be met, such as time allocation, sufficient equipment, program content, and
language level. Thereafter, the BMD system has been reported by the teachers to be
ineffective in creating an encouraging atmosphere for students and teachers to work towards
the development of students’ critical thinking due to the various hindrances uncovered above.
This is because these hindrances limit the amount of time available for teachers to focus on
teaching critical thinking skills and for students to practice them.
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Second, the findings of the present study revealed that among the factors that teachers
perceive as a barrier to their support and development of students’ critical thinking is their
lack of training regarding critical thinking integration within the curriculum. This denotes that
teachers’ engagement with critical thinking in classrooms was not stressed out in teacher
education and training programs within the Algerian context. The teachers claimed that the
BMD system is not giving any importance to the training of teachers who would work on
enhancing students’ critical thinking skills. In their belief, the system did not invest neither
the resources nor the time in programs that prepare teachers for their integration and practice
of critical thinking within their disciplines. This finding is in line with Ozkan-Akan’s (2003)
and Reynolds’ (2016) results. The researcher (Reynolds, 2016) clarified in his study that
teachers believed that critical thinking skills are deemed necessary to be taught in classrooms,
but teachers were ill-prepared to integrate or teach this skill.

Similarly, Schendel (2016) indicated in her study that: “without sustained support for
faculty development, it is likely that universities in Rwanda, else elsewhere in Africa, and
beyond will continue to struggle to implement the pedagogical changes necessary to foster
critical thinking skills in their student populations. Institution and the governments and
agencies that support them must therefore acknowledge that faculty training and support is a
crucial priority for international higher education reform”(p.567). Mahmoud is one of the
teachers who admitted that he and many of his other colleagues have not had a chance of a
training where critical thinking was the framework. He said: “we are honestly not prepared to
effectively instil critical thinking and embed it within the curriculum and particularly in our
disciplines; we received no formal training that considered critical thinking; I myself am
doing it based on some of my research only as | see it important for students to be developed”.
He has also asserted that: ““ a training program is absolutely needed for teachers to focus on
embedding critical thinking in their courses. The system should consider that seriously to
achieve this prominent objective”. In their study about Algerian teachers’ perceptions of
critical thinking and their impact on language teaching Ouslimani and Aboubou (2021) argued
that a targeted professional development concerning critical thinking is required to assist

educators to develop students’ critical thinking successfully.

In order for students to develop their critical thinking skills, it is essential that instructors
have a comprehensive knowledge of the fundamentals of critical thinking and that universities
provide support in helping lecturers acquire this knowledge (Paul & Elder, 2019). Thus,

critical thinking in these teachers’ belief should be incorporated in training programs and
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henceforth be a priority in teacher education so that it could be applied and developed in
classrooms. Cottrell (2017) added in this regard that specialised training to properly
incorporate critical thinking is required within their programme and teaching methods.
Consequently, it is essential for higher education institutions to help lecturers learn how to
engage in teaching that develops critical thinking skills and to provide them sufficient time to
do so (Van Erp, 2008). From the students’ perspective, Eze et al. (2022) found that:  lecturers
are regarded by students as the greatest impediment to critical thinking development. This is
because most lecturers, as described by the students, lack a solid foundation in critical
thinking and hence are unable to transfer their expertise to their students” ( p.361). Thus, in
response to the need for students to develop critical thinking skills, teachers are advocating
for the implementation of training programs designed particularly to help them teach these
skills. These programs would be focused on helping teachers understand how to practice and

promote students’ critical thinking.

Third, it is reported by teachers in this study that the LMD system’ s priority is quantity
where the number of graduating students is emphasised over the quality of their learning
experiences. The growing number of graduates has caused a decrease in the quality of
education due to a lack of trust in the university's ability to bring about meaningful change
both socially and economically (Andersson and Djeflat, 2013, p.177). The system as
advocates one of the interviewed teachers is “ designed to have more graduates by making
tertiary education accessible to many groups of students, but it neglected improving the
quality of the learning and teaching experience and the development of students themselves
either on their professional or academic level”. In doing so, the LMD system has failed, to
develop students’ critical thinking as the latter may be set as an educational objective but that
is only theoretical; in reality not at all. Therefore, the findings revealed that the LMD system’s
main focus is to increase the number of graduates and maximise students’ chances of success
rather than their personal, professional or even academic development and henceforth

prioritise quantity over quality.

Lastly, a small number of teachers declared that despite the fact that the development of
students’ critical thinking is one of the LMD system’s prominent goals, still many students
are found to lack critical thinking. In this regard, Miliani explained that: ““ success in this area
was limited because the reforms were merely structural, with little focus on pedagogical
issues” (2012, p.219). This means that the reforms brought with the LMD system embraces

the development of students’ critical thinking at the theoretical level only. One of the teachers
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provided evidence to support his assertion by citing the ministry's guide on the LMD system
which emphasises the importance of fostering students' critical thinking and curiosity, as well
as helping them become independent, autonomous and successful. Yet, he has also confirmed
that this is not realised in actual practice. Consistently, Benouar believed that: “the educational
programs offered in the higher education institutions are mostly theoretical, creating a trend
of lack of harmony between their content and objectives, as well as between the skills taught
to students and the needs of the society” (2013, p.366). It is important to unveil the reality
behind the policies made aiming at the development of students’ critical thinking and

investigate how they are practiced in classroom.

6.4.5 Cultural barriers to students’ critical thinking development

It was discussed in the findings section (See section 5.4.5) that only one of the
interviewees stated a cultural barrier to the development of students’ critical thinking which
explains how the social norms of the Algerian society prevent thinking critically; the teacher
advocated that: “one of the major barriers in my belief is that students often rely on the
accepted norms and values of society when making decisions or solving problems, rather than
considering alternative perspectives or questioning the ideas presented to them” (Razika). The
teacher explained how the reliance on the social norms and traditions can hinder critical
thinking as Ricci and Su (2013) claimed: “thought processes and decision-making abilities
are often narrowed by cultural background or heritage” (p.48). The reliance on the social
norms and values could limit the scope of students’ thinking as they are only considering what
their society has instructed them to do or what has already been done in past situations. This
can lead to a lack of creativity and innovation in problem-solving. It can also prevent
individuals from questioning the status quo or challenging existing beliefs and practices which
in turn can result in a lack of progress and improvement within society. It should be noted that
although Islamic culture influencing the Algerian society is based on the Quran and the
teachings of the prophet Muhammed (PBUH) which ideally encourage critical thinking
(Malik, 2017), yet cultural stimuli may affect thinking styles and impact personal thinking
preferences. They may also influence judgment and restrain the unbiased fashion that is

sought in most critical thinking strategies (Ricci & Su, 2013).

In a study by Akhter (2019) that aimed to identify which and how cultural factors impact
the development of critical thinking skills among Bangladeshi L2 learners. The data showed
that most learners struggle to go beyond lower order thinking skills due to their inability to

think critically, which is not being nurtured properly because of some cultural factors that are
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hindering the development of Bangladeshi L2 learners' critical thinking skills. The
researcher's findings suggest that most students prioritise social beliefs over their own when
making decisions and thinking critically. Additionally, the students' tendency to rely on
authority figures hinders their ability to think critically. The society in which they live
discourage critical inquiry and views it as disrespectful and untrustworthy. As a result, many
students avoid engaging in argumentation and instead seek reconciliation. They also refrain
from challenging societal norms because doing so is often viewed negatively by others.
Furthermore, the researcher revealed that the teachers were in agreement about cultural biases
playing a significant role in creating challenges for their students’ critical thinking
development. They also identified various other factors that contribute to this issue, such as
financial autonomy, societal stability, religious beliefs, amenities available within their social
environment, and the educational background of their family. All of these elements have a
profound influence on shaping how students think and perceive the world around them
(Akhter, 2019). Based on the current research interviewees’ viewpoints, reliance on social
norms can lead students to accept ideas without questioning them or considering alternative
perspectives. It can also lead people to ignore evidence and facts that contradict their beliefs
and assumptions although new perspectives might be more effective and reliable. Overall,
and in line with the literature, this cultural barrier hinders critical thinking by limiting one's
ability to think independently and critically evaluate information and ideas. Yet, in the current
context of our research, only one teacher advocated such barrier to critical thinking
development; this could have different indications that further research would be needed to
explore such obstacle to the development of students’ critical thinking in the Algerian higher

education context.

Additionally, it is also worth noting that the different barriers described earlier are
interrelated and they all interfere in creating obstacles for the development of students’ critical
thinking. Thus, they should be tackled altogether in order to boost the position of critical
thinking within the curriculum. In this regard, Onosko (1991) argued that: “though there is no
logical or necessary sequence of attack when confronting these barriers, due to their
interactive nature, department, school, and system-wide efforts to improve students' higher-

order thinking are more likely to experience success if all barriers are tackled” (p.3).

In short, important findings of this study revealed that there are so many hindrances to the
development of critical thinking among students from the teachers’ perspectives. Teachers

listed context related barriers, student related hindering factors, more teacher- related barriers,
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policy related barriers and the cultural impediments as well. These barriers do not only hinder
the development of students’ critical thinking but even its practice in different contexts and
situations. Teachers are aware of these barriers and admit their failure in developing their
students’ critical thinking. However, and despite these obstacles these teachers advocated that
they are trying their best to find ways to clarify to their students what critical thinking is, how
it should be applied and in what ways it could be developed because they very well understand
how essential critical thinking is and what role it plays in the development of the society as a
whole. Still, they are pleading for more reforms in the system to be able to integrate and
develop students’ critical thinking. Eventually, there is an agreement about the significance
of critical thinking and how important it is to not overlook or ignore it; however, it should be

taught and developed for students’ professional development and empowerment.

6.5 Critical thinking conceptualisation, development and barriers

After presenting and discussing the themes generated in the data analysis, | will briefly
explain how the themes and sub-themes are linked to each other although they indicate
distinctive aspects of critical thinking in the Algerian context. The first theme captured the
teachers’ conceptualisation of critical thinking and also reports how important critical
thinking is at the personal, educational :and social levels. The theme has also described the
skills plus dispositions view of critical thinking which appeared significant for the
development of students’ critical thinking. The neglect of the dispositional aspect of critical
thinking is highlighted in the third theme where it explained some student related barriers

created in the absence of the willingness and disposition of students to be critical thinkers.

Moreover, the second theme has described the restrained extent to which teachers support
the development of students’ critical thinking and the methodologies preferred in doing so.
The extent to which critical thinking is promoted in classrooms is highly related to the barriers
indicated by the teachers in the third theme and that is why teachers suggested in the third
theme to tackle these barriers altogether in working towards the development of students ’
critical thinking. What could be noted here as well is the link between the teachers’ belief of
the importance of critical thinking in problem solving and decision making and their

inclination to implement methodologies that support this purpose.

The third theme described so many hindrances to the development of students’ critical
thinking which are clearly interrelated or overlapping. For instance, the predominance of

teacher centred approaches to teaching and the transmission model dominating in the
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classroom despite the changing focus of Algerian higher education policy since 2007 is one
of the barriers that are highly related to the failure of the system to provide the needed
resources and to create a suitable environment for the teaching and learning process and for
the integration of critical thinking in the lesson plan as well. Henceforth, while there is an
understanding of the importance of developing students’ critical thinking within Algerian
universities, there are several challenges that need to be addressed before it can be effectively
developed among students. Certainly, critical thinking is a complex process that involves
many different aspects and requires a holistic approach to be fully understood. The overlaps
between the themes indicate the interconnectedness of these aspects and how they could work
together to support the development of students’ critical thinking skills and dispositions.
Indeed, a clear definition of critical thinking from the teachers’ part with an acknowledgement
of critical thinking importance and a practical awareness of the various challenges interfering

would be beneficial for the development of students’ critical thinking.

6.6 Summary of the chapter

This chapter discussed the themes identified from the findings of the data analysis of the
semi- structured interviews. The three themes captured the interviewees’ conceptualisation of
critical thinking besides views about its development and hindrances at the university level
within the Algerian context. The chapter presented the Algerian university teachers’
conceptualisation of critical thinking and their understanding of the nature of critical thinking
which appeared to be overlapping and generally relevant to the variety of the existing
definitions found in western and non-western literature. Additionally, as observed earlier,
teachers also focused more on the skills’ dimension of critical thinking and less on the
dispositions of critical thinkers. Indeed, this provides educators, researchers and policy
makers with a clear picture of the status of critical thinking from the teachers’ points of view
in the Algerian higher education context. This in turn signifies that teachers need to further
broaden their understanding of such a complex concept with the aim to support students’
critical thinking development drawing on different perspectives from the globe.

Moreover, the chapter involved teachers’ perspectives considering the high importance of
critical thinking at different levels and included some suggestions of educators from the
different disciplines to integrate critical thinking within the educational system besides
insisting on policy makers to deal with issues inhibiting critical thinking development.
Furthermore, the chapter has also highlighted some limitations that were related to the

teacher’s dominance in the classroom and other barriers related to students’ psychology,
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classroom reality and the lack of knowledge of critical thinking in itself. The views of teachers
about the BMD system’ s role in the support of students’ development of critical thinking
were also discussed in this chapter where teachers complained about the system and instances
where they found themselves incapable of supporting the development of students’ critical
thinking due to obstacles created by the system itself. Also, an explanation of how some of
the themes are linked to each other was included. This explanation implies that despite having
some distinctive aspects of critical thinking, the interconnectedness suggests that these
elements could work together to support the development of students’ critical thinking skills.
Overall, the themes identified from the present study could inform academics and policy
makers for future action aimed at the integration and development of students’ critical

thinking in the current study context.
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Chapter Seven: Conclusions

7.1 Introduction

This chapter brings together a summary of the present study. It will be dedicated to the
concluding thoughts considering the investigation of teachers’ conceptualisation and
development of students’ critical thinking within the Algerian higher education context. The
chapter begins by summarising the findings in relation to the research questions and their
relevance to critical thinking wider context. The second part explains the main conceptual,
empirical and practical contributions and significance of the research . It then outlines some
of the limitations of the study followed by a number of directions for future research and a

discussion of its pedagogical implications. Finally, a general conclusion is drawn.

7.2 Summary of key findings in relation to the research questions

In this study, | sought to explore teachers’ conceptualisation and development of
students’ critical thinking within the Algerian higher education context. My study aims at
answering the two research questions in an effort to identify how teachers within the Algerian
higher education context conceptualise critical thinking; identify any differences in the way
Algerian university teachers conceptualise critical thinking and find how these teachers
believe they support students’ critical thinking development at the university level. In order
to answer these substantial research questions, a qualitative research design was employed
involving semi structured interviews with sixteen teachers from different disciplines namely
sociology, psychology, political sciences and English as a foreign language. These interviews
were conducted online with teaches from one of the Algerian universities named Larbi Ben
Mhidi university in Oum Bouaghi province in Algeria.

Regarding the first research question that sought teachers’ understanding of critical
thinking, the literature (Kuhn, 1999) insisted on having a precise and systematic definition of
critical thinking for a meaningful education. In this regard, and after the analysis of the data,
| have found that the definitions of critical thinking held by the Algerian teachers in this study
fall broadly into two categories; those who focus on the dispositional aspects of critical
thinking and those who focus on critical thinking as a process that entails a set of skills. This
denotes that some teachers associated critical thinking with one or more higher order skills.
Others, however, have linked critical thinking also to dispositional aspects such as flexibility,
tolerance, open-mindedness and inquisitiveness which they believed are necessary to exercise

critical thinking (Indrasiene, 2021).
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The findings have also revealed that the overlapping understanding of teachers towards
critical thinking within the context of their teaching eliminates disciplinary differences. The
teachers truly had overlapping views about critical thinking regardless of their disciplinary
areas and thus contributed to understanding critical thinking in the Algerian higher education
and laid the groundwork for future research into conceptualising critical thinking and

widening teachers’ perspectives in this subject matter.

Moreover, for the second research question concerning the teachers’ perceptions towards
their support of the development of students’ critical thinking. These teachers recognise the
value of developing their students' critical thinking abilities, yet their teacher-centred
approach and dominant roles often prevents any meaningful interaction from taking place and
instead focuses on imparting a predetermined body of knowledge (Amin & Corebima, 2016).
In addition, a major contribution to our understanding of teachers’ perspectives identified
that teachers acknowledged that there are certain obstacles and difficult circumstances that
prevent them from doing so. This is likely due to the lack of teaching materials and resources,
overcrowded classrooms, time constraints, and the syllabus overload. Additionally, some
students’ characteristics hinder the development of these students’ critical thinking such as
their egocentrism, indifference and shyness. It was also found that the higher education system
(Bachelor, Master, Doctorate) itself created so many hindrances to the support of the
development of critical thinking although in theory it states that students’ critical thinking
development should be an educational priority. Among these hindrances are the lack of
resources and training programs, electing quantity over quality and the deficiency of a bridge

between theory and practice.

It was concluded as well that not all of the teachers always support the development of
the dispositional aspects of critical thinking focusing only on the skills of the process. This is
interesting as it could help us understand why students’ critical thinking might not be fully
developed. The dispositional dimension of critical thinking as suggested Ennis (2016) is
fundamental for critical thinking to be exercised. This is indicative of the need to further

research into critical thinking dispositions.

Furthermore, the teachers’ responses have uncovered different methodologies used to
support and promote critical thinking in the classroom; they cited classroom discussions,
debates, workshops, brainstorming, problem solving activities, asking questions throughout

the lesson and lastly students’ self- assessment. Therefore, the teachers asserted their use of a
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variety of methodologies to promote their students’ critical thinking realising its high
importance at the personal, professional and social levels. These findings provide some
tentative initial evidence that the teachers in the Algerian higher education context are aware
of the significance of developing their students’ critical thinking, yet they are restrained into

unsuccessful attempts.

| concluded that there is no definitive or exhaustive definition of critical thinking among
Algerian teachers at the university level although there is an overlapping understanding of the
concept as critical thinking is still a complex and a difficult notion. What teachers agree on
in the present study is the high importance of critical thinking (Ouahani & Hiba, 2023) and
the variety of methods that can be used to foster students’ critical thinking skills only as for
Algerian teachers, the majority does not support dispositional aspects of critical thinking
which could in turn imply the failure to develop students’ critical thinking. Much of these
findings do align with the western thoughts about critical thinking particularly in regard to
its conceptualisation, importance and development among students. Additionally, it could be
concluded based on the findings that the teachers were discontent about the system as they
felt unable to help students develop their critical thinking due to hindrances caused by the
system itself. Overall, educators across the various fields have highlighted the significance of
critical thinking and proposed ways to incorporate it into the higher education system where
they have urged policy makers too to address the previously discussed factors that impede

students’ development of critical thinking.

7.3 Significance of the research findings
The current research has several points of strength which adds significant and new

insights to the existing body of knowledge. These points will be outlined below.

First, the current study sought to gather relevant data in exploring how the Algerian
teachers understand and conceptualise critical thinking and to what extent they believe they
support its development within their context. The insights gained from this study assisted to
find out more about how this debatable concept is actually understood first to be promoted
afterwards by academics within their classroom settings as teachers’ perspectives are believed
to be reflected in their practices and actions. The study has gone some way towards enhancing
the understanding of critical thinking in the Algerian context. Most studies, particularly in the
Algerian context, emphasising critical thinking focused on the development of students’

critical thinking and overlooked studying teachers’ understanding of that complex concept.
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This study; however, focuses on both the teachers’ conceptualisation and their development
of students’ critical thinking. In addition, the study highlighted significant findings regarding
these teachers’ insights of the impediments that are interfering in the development of students’
critical thinking in the Algerian higher education context. In this essence, the work contributes
to existing knowledge of critical thinking by providing a clear picture of the state of critical
thinking in this particular context which categorises critical thinking under two sets of
definition: one that defines critical thinking as a set of skills and the other that describes
critical thinking as a process that involves a set of skills and dispositions. The findings
reported in the current study also shed light on the idea that the dispositional dimension of
critical thinking is to some extent neglected as not all the teachers view critical thinking as

composed of dispositions.

Second, whilst much has been published in the field of critical thinking globally (Liu et
al.,, 2014) and particularly in the western contexts, little is known about how it is
conceptualised and practiced in the context of Algerian higher education and other non-
western or developing countries. That is why a decolonial approach to study critical thinking
is seen interestingly advantageous. Although the Algerian government has issued regulations
concerning developing students’ autonomy and critical thinking skills in both secondary and
tertiary education, yet there is a lack of information about teachers’ understanding and
implementation of this concept.

Additionally, and to the best of my knowledge, qualitative research about the
conceptualisation of critical thinking in the Algerian context are scarce. | could not locate any
studies that have explored thoroughly and exclusively teachers’ conceptualisation of critical
thinking in Algeria . Therefore, one of the purposes of the current qualitative study is to
address this gap by looking specifically at the Algerian context and obtaining teachers’ views
and in-depth insights about not only teachers’ understanding of critical thinking, but also how
these teachers believe they support its development in classrooms and what hinders this
process. This may be beneficial not only for the Algerian context but also for other countries
which have been eager to promote critical thinking in their educational contexts and it will
help to bridge the gap between critical thinking being only a policy and its reality in these
contexts. It could also help educators understand this debatable concept and policy makers to

tackle the inhibiting factors of critical thinking development.
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The study is significant for it highlighted the importance of critical thinking at various
levels and suggested ways to integrate it into the educational system despite the existence of
several hindrances revealed by the teachers. One of the significant issues that are highlighted
in the current study relate to how critical thinking is perceived in Islamic countries and the
cultural, religious and contextual factors involved. While it is important to note that Islamic
countries are diverse and have varying perspectives, the study sheds a new light on the need
for more research and a conceptual unpacking of critical thinking and to address the
misconceptions surrounding the concept in these particular contexts i.e., the Islamic societies

and to view critical thinking from a decolonial perspective.

Third, another point of strength lies in the methodological approach adopted in the current
study. A qualitative research design was adopted because it offers an effective way to explore
experiences and perceptions of the construct and generates unexpected insights through the
open-ended nature of enquiries. Therefore, the approach adopted in this study seems
convenient as it ensures responding to the research questions posed which target not simply
an evaluative judgment of the nature of critical thinking, but rather, it is to capture authentic,
precise and significant perceptions around critical thinking and to draw out some important
implications for teaching and learning and policy making in the Algerian higher education
context. The results of this study would not have been possible if the research had only
focused on testing certain variables through experimentation or using questionnaires
administered to large samples. This may therefore be considered to be a significant

contribution to the critical thinking research, particularly in this context.

Finally, this study is important for it also links to the idea of the disconnect between
teachers’ beliefs about what is important and what they are able to do due to the different
contexts in which they work. Furthermore, what distinguishes the current study is that it
identified some challenging hindrances of critical thinking that were related to the teacher’s
approach to teaching particularly their dominance in the classroom and other barriers related
to students’ psychology, contextual barriers, the lack of knowledge of critical thinking and
the failure of the BMD system in the support of students’ development of critical thinking.
The teachers criticised the system overall and criticised particular instances where they found
themselves incapable of supporting the development of students’ critical thinking due to
obstacles created by the system itself. This could also inform neighbouring countries who are
adopting the BMD system and have approximately a similar infrastructure as Algeria.
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Additionally, it calls on policy makers to address these issues and work towards students’

critical thinking development.

7.4 Limitations of the study

As is the case with any research, the current study has certain limitations that could not be
avoided. Four limitations have been noted seemingly. First, the study does not allow for the
generalisation of the findings as it focused on a small sample comprising some teachers from
several disciplines. Second, due to the complexity of critical thinking, (critical thinking is a
multi-faceted concept, Halpern, 2014), there are many facets that need to be explored.
However, with the limited framework of this thesis, it is difficult to consider any one aspect
in great detail. |1 have explored various elements of critical thinking but have not gone into
any one of them in great depth. Third, only interviews with teachers provided the data in the
current study as this research looks into teachers' views on critical thinking and how they
believe they support its development and what impedes such a process, yet little is known
about students’ understanding of critical thinking and whether the teachers share the same
conceptualisation of this concept with their students in the context of Algerian higher

education.

Fourth, although at first the research aimed at drawing out some conclusions or more
reliable themes about how the discipline impacts the understanding of critical thinking, yet |
could not have any definite findings in this regard as most of the opinions were similar or
overlapping regardless of the discipline. This could also be due to the small number of
participants interviewed in this study; therefore, a larger sample is recommended for future
studies. Additionally, the study could have been enhanced by using a supporting research
method such as a classroom observation to provide a more in-depth analysis, yet due to some
practical constraints, this was not possible. Fifth, due to the time limitations, it was not
possible to have another researcher analyse the same data to check if similar results were
obtained, yet the supervisors assisted in helping to direct the researcher throughout the whole
analysis process. Overall, all research works have some limitations, and this study is no
exception, therefore it is recommended that these weaknesses should be considered in future

research.
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7.5 Directions for future research
With regard to the limitations of the current study indicated above and drawing from the
findings identified in the present study, I suggest some directions to be undertaken for future

research in this section.

First, as the focus of the current study was on the teachers’ insights about critical thinking,
further research is suggested to be directed towards exploring Algerian students’ perceptions
towards their understanding of critical thinking and their beliefs of the helpful practices in
developing their critical thinking skills at university. The need for such research could shed
light on prominent issues particularly related to the dispositional aspects of critical thinking
from the students’ part and the reasons behind the beliefs of students concerning their lack of
critical thinking and the hindrances challenging the situation.

Second, other research methods such as classroom observation could also be used to get
more themes and to compare teachers’ perceptions with their practices in developing their
students’ critical thinking. The classroom observation could validate teachers’ views or reveal
more interesting findings concerning teachers’ practices regarding critical thinking and the
barriers impeding critical thinking development. As the findings revealed many interfering
obstacles in the development of students’ critical thinking, further research is needed in this
area to help develop strategies that could eliminate these hindrances particularly in the present
study context. In addition, a larger sample of teachers could be employed and other different
disciplines such as science, technology or mathematics could be studied in the Algerian
context as views may vary from those of social sciences or English language teaching. This
may lead to construct a clearer picture of the state of critical thinking in this particular context
and more it may invoke surprising perspectives from actual settings and practices or
disciplinary differences in conceptualising critical thinking and concerning the hindrances
interfering as well.

Third, as indicated earlier in the literature review, critical thinking is a multi- faceted
concept, therefore further research could be directed towards examining more facets of critical
thinking particularly the dispositional aspects of critical thinking. Further research needs to
examine more closely the links between critical thinking dispositions and the support of
students’ development of critical thinking in classrooms. A greater focus on these dispositions
could produce interesting findings that could be usefully explored in further research

particularly in the Algerian context for this issue is still left under-researched.
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Fourth, comparing Algerian teachers’ perceptions of critical thinking with those of
western or non-Algerian teachers’ perceptions could be another feasible direction for future
research. The aim is to find out more detailed differences and similarities in their
understanding and development of students’ critical thinking and how these contexts could
address issues inhibiting students’ critical thinking development. This is also important in the
sense that distinct cultures have unique views and understanding the world. Thus, by
comparing Western and non-Western viewpoints about critical thinking, we can gain more
insights on how diverse cultures value and perceive various aspects of critical thinking and
consider alternative viewpoints that may offer more valuable insights.

Fifth, in the current context of our research, only few teachers considered barriers related
to social norms that prevent students’ critical thinking development; this could have different
indications as discussed in section (6.4.5). Therefore, further research would be required to
explore such obstacle to the development of students’ critical thinking in the Algerian higher
education context particularly. By exploring this type of hindrances, we can become aware of
such challenges and work towards minimising their impact on students’ critical thinking
development. Moreover, the findings of the current study have also revealed that shyness is
an inhibiting element that halts students from developing their critical thinking. Yet, scarce
research was found discussing this issue particularly in the Algerian higher education context,
therefore researchers need to spotlight this issue and explore how this emotional factor among
others could impede the development of students’ critical thinking, particularly in this context.
Understanding such barrier to students’ critical thinking development is crucial because both
social norms and emotional factors can restrain sound judgment and prevent students and
teachers alike from making objective and rational decisions through critical thinking.

At last, the findings of this study indicated three methodologies namely brainstorming,
workshops and self-assessment. The teachers believe these methodologies to be useful, but
they are less preferred and not widely practiced for the purpose of developing students’
critical thinking. There is little research about their effectiveness in this regard; consequently,
further research is needed to examine their value for the development of students’ critical
thinking and to investigate how teachers actually use them in the context of Algerian higher
education. Additionally, concerning the implementation of the questioning technique for the
development of students’ critical thinking, further research is needed to know more about this
technique as to how it should be used effectively, what questions are to be more appropriate

and how they should be asked particularly in the context of Algerian higher education.
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7.6 Recommendations for professional practice in Higher Education

Despite the wide agreement about the importance of integrating the teaching and
development of critical thinking within the educational and training programs (Jawoniyi,
2015), yet students are still believed to be lacking critical thinking although promoting
students’ critical thinking for individuals to cope with a rapidly changing world became a
necessity (Kanik , 2010). As the findings of this study have been revealed considering critical
thinking conceptualisation, development and barriers, some practices will be recommended
in this study to be adopted by educators in the higher education context to foster students’

development of critical thinking. These practices will be discussed as follows:

It is important to have a clear conceptualisation of critical thinking in order to inform practice
within classrooms. Educators must be well-informed about the different conceptualisations of
critical thinking to be able to practise it and support its development in the classroom.
Educators must also consider the dispositional aspects of critical thinking, thus knowing that
a critical thinker should have the necessary dispositions to exercise critical thinking. Teachers
should emphasise the importance of such facets to develop students’ critical thinking because
the failure to cultivate and develop these habits of mind will prevent the exercise and
development of students’ critical thinking (Ennis, 2016). Consequently, acknowledging the
various facets of critical thinking is imperative.

Teachers are aware that critical thinking is an essential skill in today's world, yet they must
be aware of the rapidly advancing technology taking artificial intelligence as an example that
is being already part of our everyday lives; it is crucial then for teachers to expand their
understanding of critical thinking to use it in evaluating the validity of the information
received as critical thinking is a skill that cannot be replicated by machines. Moreover,
educators are also called upon the integration of critical thinking within the curriculum
whereas policy makers are required to deal with issues involving critical thinking
development among students for the role that it plays in their personal and social development
and for having a profound impact on students’ academic performance. Thus, all should work
collaboratively to invest in the formation of critical thinkers.

For the development of students’ critical thinking, the teachers’ focus on such practice should
be frequent and their teacher- centredness in the classroom should be disregarded as it
discourages any kind of interaction and emphasises only the transmission of a designated
body of knowledge as indicated in the previous sections. Thus, the teachers leading a teacher

centred classroom need to change their approaches of teaching to a more modern and
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innovative ones and to create a learning environment which allows students to be more
independent and engaging. It is also recommended that policy makers and educators
investigate strategies to address student reluctance to engage in active learning, which is
necessary for the development of critical thinking skills. Therefore, a learner- centred
approach and an explicit teaching of critical thinking are prerequisites.

The teachers are required to be careful and more selective in implementing and incorporating
teaching methods and strategies suitable for learners’ needs to promote their 21st century
skills, including critical thinking skills. The study findings indicated how the problem- solving
activities helped to think critically and also suggested that such activities should be integrated
within the curriculum aiming at improving students' critical thinking skills. Then, it is
recommended that such activities should be frequently practiced in the classroom on the basis
of their usefulness. Furthermore, asking questions is among the strategies believed to be
effective, yet as the findings have advocated, teachers should be trained well to be able to
formulate such thought- provoking questions which lead to critical thinking. Thus, it is
advised that teachers obtain a professional training in the field of critical thinking teaching
and development that includes guidance on the implementation of methods such as Socratic
questioning. Considering training programs, the current study uncovered that teachers’
engagement with critical thinking in classrooms was not stressed out in teacher education and
training programs within the Algerian higher education context. Therefore, the system should
invest in programs that prepare teachers for the integration and practice of critical thinking
within their disciplines.

The current study advises policy makers to re-evaluate the syllabus to integrate the teaching
activities and strategies promoting critical thinking within the curriculum. It is also advised
to allocate sufficient time for teachers to plan and practise these strategies in classroom to
lead to the attainment of a better education that supports the development of students’ critical
thinking.

Teachers are also advised to clarify critical thinking for their students so that they understand
the concept and practice it since knowledge of critical thinking and disciplinary knowledge
are essential in the critical thinking process.

Teachers’ reliance on assessment types that only require information retention triggers passive
recapitulation of theoretical input only and does not serve critical thinking development as

discussed in the current study findings. Therefore, the assessment system should be changed

188



Amira CHERGUI Durham University

to focus more on critical thinking and less on memorising content. The situation should not
be overlooked for its significant importance in the development of students’ critical thinking.
As indicated in the discussion section earlier (Chapter 6), the different barriers revealed are
interrelated and they all interfere in creating more obstacles for the development of students’
critical thinking. Thus, it is recommended that they should be tackled altogether in order to

enhance the status of critical thinking in the current study context (Onosko, 1991).

7.7 Conclusion

This research is an investigation of what is underpinning the critical thinking debate in the
Algerian higher education context. The key objectives of the present study were to investigate
how these teachers comprehend critical thinking, to what extent they believe they support its
development among students, and by which means they do that. The research aims were
fulfilled, and all the research questions were answered through the interesting findings
revealed from the interviews where generated themes have been discussed. The present study
adds to the body of knowledge particularly the Algerian one, by providing empirical evidence
to support the debates considering critical thinking as an amorphous concept difficult to mould

in a single comprehensive definition.

Furthermore, the current study investigating the Algerian university teachers’
conceptualisation of critical thinking and their understanding of the nature of critical thinking
revealed teachers’ more focus on the skills dimension of critical thinking rather than the
dispositions of critical thinkers. Moreover, the study involved teachers’ perspectives
considering the high importance of critical thinking at various levels and included suggestions
of educators from the different disciplines to integrate critical thinking within the educational
system besides insisting on policy makers to deal with issues inhibiting critical thinking

development.

In addition, the study has also identified some limitations that teachers were unsatisfied
about which prevented them from supporting the development of students’ critical thinking.
Apparently, the state of critical thinking in the Algerian higher education context in the current
research is believed to be highly related to its practice in the classroom, to the barriers
impeding its development and somehow unrelated to the teachers understanding of critical
thinking or their awareness of its importance at different levels. The teachers clearly try to
some extent to develop their students' critical thinking through different methodologies, yet
there are so many hinderances that impede this practice within that context, thus these

challenges need to be addressed before critical thinking can be effectively developed among
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students. Hopefully, these findings which explored the insights of teachers in the Algerian
higher education sector regarding critical thinking could inform policy makers to address
issues related to the development and practice of students’ critical thinking focusing
particularly on the dispositional dimension of critical thinking and approaching learner-
centredness.
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Appendices

Appendix A: Participant information sheet

Project title: Critical Thinking across the disciplines at the Algerian University
Researcher(s):AMIRA CHERGUI
Department: School of Education

Contact details: amira.chergui@durahm.ac.uk

You are invited to take part in a study that I am conducting as part of my PhD project at
Durham University.

This study has received ethical approval from the school of education ethics committee at
Durham University.

Before you decide whether to agree to take part it is important for you to understand the
purpose of the research and what is involved as a participant. Please read the following

information carefully. Please get in contact if there is anything that is not clear or if you
would like more information.

You can check the rights and responsibilities of anyone taking part in Durham University
research; they are set out in our ‘Participants Charter’:
https://www.dur.ac.uk/research.innovation/governance/ethics/considerations/people/charter/

What is the purpose of the study?

The aim of this study is to investigate teachers’ understanding of critical thinking and how
they support its development across the disciplines in the Algerian Higher education context.
The study will be completed by the end of 2023.

Why have I been invited to take part?

You have been invited because the researcher needs some teachers’ views about critical
thinking in the Algerian context , how they conceptualize it and how they believe they
support its development in their specific domains.

Do I have to take part?

Your participation is voluntary, and you do not have to agree to take part. If you do agree to
take part, you can withdraw at any time, without giving a reason. [Your rights in relation to
withdrawing any data that is identifiable to you are explained in the accompanying Privacy
Notice].

What will happen to me if I take part?

223



Amira CHERGUI Durham University

If you agree to take part in the study, you will be asked some questions that the researcher
expects full answers for with some explanation; The interview will take 30 to 60 minutes
maximum and will be held online at a time suitable for you.

You can absolutely omit any questions that you do not wish to answer.
Are there any potential risks involved?

The interview is designed in a way to make the respondent comfortable, so potential risks or
discomforts should not be involved.

. There is no expected benefit to the participant for taking part of the research, but your
collaboration and help is so much appreciated.

Will my data be kept confidential?

All information obtained during the study will be kept confidential. If the data is published it
will be entirely anonymous and will not be identifiable as yours. If willing to publish
identifiable data as using direct quotes from interviews, your permission will be needed for
sure. Full details are included in the accompanying Privacy Notice.

What will happen to the results of the project?

No personal data will be shared, however anonymised (i.e. not identifiable) data may be used
in publications, reports, presentations, web pages and other research outputs. At the end of
the project, anonymised data may be archived and shared with others for legitimate research
purposes.

All research data and records needed to validate the research findings will be stored for [10]
years after the end of the PhD project. (10 years is the standard under the University’s data
management policy).

Thesis expected to be deposited in Durham e-Theses:

Durham University is committed to sharing the results of its world-class research for public
benefit. As part of this commitment the University has established an online repository for all
Durham University Higher Degree theses which provides access to the full text of freely
available theses. The study in which you are invited to participate will be written up as a
thesis. On successful submission of the thesis, it will be deposited both in print and online in
the University archives, to facilitate its use in future research. The thesis will be published
open access.

Who do I contact if  have any questions or concerns about this study?

If you have any further questions or concerns about this study, please speak to the researcher.
If you remain unhappy or wish to make a formal complaint, please submit a complaint via the
University’s Complaints Process.

Thank you for reading this information and considering taking part in this study.
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Appendix B Declaration of informed consent

Project title: Critical thinking across the disciplines at the Algerian University

Researcher(s): CHERGUI AMIRA
Department: School of Education
Contact details: amira.chergui@durham.ac.uk

This form is to confirm that you understand what the purposes of the project, what is involved
and that you are happy to take part. Please initial each box to indicate your agreement:

| confirm that | have read and understand the information sheet dated .
[dd/mm/yy] and the privacy notice for the above project.

o I have had sufficient time to consider the information and ask any o
questions I might have, and | am satisfied with the answers | have been
given.

o I understand who will have access to personal data provided, how .
the data will be stored and what will happen to the data at the end of the
project.

o | agree to take part in the above project. J

o | consent to being audio recorded and understand how recordings o
will be used in research outputs.

o | understand that my words from the interview may be quoted in o
publications, reports, and other research outputs and my name will be kept
anonymous.

o | understand that my participation is voluntary and that | am freeto | e
withdraw at any time without giving a reason.

Participant’s Signature Date

(NAME IN BLOCK LETTERYS)

Researcher’s Signature Date

(NAME IN BLOCK LETTERYS)
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Appendix C Privacy notice

PART 1- GENERIC PRIVACY NOTICE

Durham University has a responsibility under data protection legislation to provide individuals
with information about how we process their personal data. We do this in a number of ways,
one of which is the publication of privacy notices. Organisations variously call them a privacy
statement, a fair processing notice or a privacy policy.

To ensure that we process your personal data fairly and lawfully we are required to inform you:

e Why we collect your data
e How it will be used
e \Who it will be shared with

We will also explain what rights you have to control how we use your information and how to
inform us about your wishes. Durham University will make the Privacy Notice available via
the website and at the point we request personal data.

Our privacy notices comprise two parts — a generic part (i.e., common to all of our privacy
notices) and a part tailored to the specific processing activity being undertaken.

Data Controller
The Data Controller is Durham University. If you would like more information about how the

University uses your personal data, please see the University’s Information Governance
webpages or contact Information Governance Unit:

Telephone: (0191 33) 46246 or 46103

E-mail: information.governance@durham.ac.uk

Information Governance Unit also coordinate response to individuals asserting their rights
under the legislation. Please contact the Unit in the first instance.

Data Protection Officer

The Data Protection Officer is responsible for advising the University on compliance with Data
Protection legislation and monitoring its performance against it. If you have any concerns
regarding the way in which the University is processing your personal data, please contact the
Data Protection Officer:

Jennifer Sewel

University Secretary

Telephone: (0191 33) 46144

E-mail : university.secretary@durham.ac.uk
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Your rights in relation to your personal data

Privacy notices and/or consent

You have the right to be provided with information about how and why we process your
personal data. Where you have the choice to determine how your personal data will be used,
we will ask you for consent. Where you do not have a choice (for example, where we have a
legal obligation to process the personal data), we will provide you with a privacy notice. A
privacy notice is a verbal or written statement that explains how we use personal data.

Whenever you give your consent for the processing of your personal data, you receive the right
to withdraw that consent at any time. Where withdrawal of consent will have an impact on the
services, we are able to provide, this will be explained to you, so that you can determine whether
it is the right decision for you.

Accessing your personal data

You have the right to be told whether we are processing your personal data and, if so, to be
given a copy of it. This is known as the right of subject access. You can find out more about
this right on the University’s Subject Access Requests webpage.

Right to rectification
If you believe that personal data we hold about you is inaccurate, please contact us and we will
investigate. You can also request that we complete any incomplete data.

Once we have determined what we are going to do, we will contact you to let you know.

Right to erasure
You can ask us to erase your personal data in any of the following circumstances:

We no longer need the personal data for the purpose it was originally collected

You withdraw your consent and there is no other legal basis for the processing

You object to the processing and there are no overriding legitimate grounds for the
processing

The personal data have been unlawfully processed

The personal data have to be erased for compliance with a legal obligation

The personal data have been collected in relation to the offer of information society services
(information society services are online services such as banking or social media sites).

Once we have determined whether we will erase the personal data, we will contact you to let
you know.

Right to restriction of processing
You can ask us to restrict the processing of your personal data in the following circumstances:

You believe that the data is inaccurate, and you want us to restrict processing until we
determine whether it is indeed inaccurate

The processing is unlawful, and you want us to restrict processing rather than erase it

We no longer need the data for the purpose we originally collected it, but you need it in
order to establish, exercise or defend a legal claim and
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You have objected to the processing, and you want us to restrict processing until we
determine whether our legitimate interests in processing the data override your
objection.

Once we have determined how we propose to restrict processing of the data, we will contact
you to discuss and, where possible, agree this with you.

Retention
The University keeps personal data for as long as it is needed for the purpose for which it was

originally collected. Most of these time periods are set out in the University Records Retention
Schedule.

Making a complaint

If you are unsatisfied with the way in which we process your personal data, we ask that you let
us know so that we can try and put things right. If we are not able to resolve issues to your
satisfaction, you can refer the matter to the Information Commissioner’s Office (ICO). The
ICO can be contacted at:

Information Commissioner's Office Wycliffe House Water Lane Wilmslow Cheshire SK9 5AF

Telephone: 0303 123 1113

Website: Information Commissioner’s Office

PART 2 - TAILORED PRIVACY NOTICE

This section of the Privacy Notice provides you with the privacy information that you need to
know before you provide personal data to the University for the particular purpose(s) stated
below.

Project Title:

Critical thinking across the disciplines at the Algerian University.

Type(s) of personal data collected and held by the researcher and method of collection:

Personal data will be collected through semi- structured interviews. This will include
information about their discipline, qualification and teaching experience. Other data will also
be sought such as their attitudes towards their pedagogy in relation to students’ critical thinking
development, in addition to their views about critical thinking in their disciplines and in the

context of Algerian higher education and how they believe they support its development.

Lawful Basis
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Under data protection legislation, we need to tell you the lawful basis we are relying on to
process your data. The lawful basis we are relying on is public task: the processing is necessary
for an activity being carried out as part of the University’s public task, which is defined as
teaching, learning and research.

For further information see
https://durham.ac.uk/research.innovation/governance/ethics/governance/dp/legalbasis/

How personal data is stored:

o All personal data will be held securely and strictly confidential to the research team.
The respondents will be allocated an anonymous number for data collection which will not be
connected to their names or identity. Signed consent forms will be stored separately to project
data.

o All personal data in electronic form will be stored on a password protected computer,
and any hardcopies of the notes taken will be kept in locked storage. Data will not be available
to anyone outside the research team.

o The conversation will be recorded and stored on an encrypted device until it has been
transcribed by the researcher. No-one else will have access to the recording, and it will be
erased once the transcript has been completed.

How personal data is processed:

e The researcher will be collecting specific data to analyse responses according to certain
criteria. Information will be entered into a database for analysis. After six months the data
will be completely anonymised and the original records, including any information which
can identify you personally, will be destroyed.

e The recorded conversation will be transcribed by the researcher, and personal
information will be coded and anonymized. The original recording will then be erased.

Withdrawal of data

e You can request withdrawal of your data until it has been fully anonymised. Once this has
happened it will not be possible to identify you from any of the data we hold.

o the research team will consider requests to delete data on a case-by-case basis and should
explain when and why it would not be possible to withdraw the data.

NB: on the basis of consent given by the respondents, they will have the right to withdraw any
identifiable data, and the researcher must be able to comply with their requests.

Who the researcher shares personal data with:

Please be aware that if you disclose information which indicates the potential for serious and
immediate harm to yourself or others, the research team may be obliged to breach
confidentiality and report this to relevant authorities. This includes disclosure of child
protection offences such as the physical or sexual abuse of minors, the physical abuse of
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vulnerable adults, money laundering, or other crimes covered by prevention of terrorism
legislation. Where you disclose behaviour (by yourself or others) that is potentially illegal but
does not present serious and immediate danger to others, the researcher will, where appropriate,
signpost you to relevant services, but the information you provide will be kept confidential
(unless you explicitly request otherwise).

How long personal data is held by the researcher?

We will hold personal data for six months, after which it will be anonymised.

How to object to the processing of your personal data for this project:

If you have any concerns regarding the processing of your personal data, or you wish to
withdraw your data from the project, contact

The researcher: Mrs. CHERGUI AMIRA

Email : amira.chergui@durham.ac.uk

Appendix D Debriefing Sheet

Project title: Critical Thinking across the disciplines at The Algerian University
Thank you for taking part in this study.

What | want to find out from this research is first to gain insights and understand how the
Algerian context define critical thinking? How is this evidenced and how teachers believe it
could be facilitated and practiced in classrooms?

By gaining insights from Algerian academics about interpretations of critical thinking, we are
contributing to the global discussion about the concept and determining the extent to which
these views in the Algerian context are relevant to the literature.

The data you have provided is automatically anonymized and cannot be traced back to your
identity.
If you would like further information about the study or would like to know about what my

findings are when all the data have been collected and analyzed, then please contact me on my
email provided earlier. | cannot however provide you with your individual results.
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Appendix E Ethical approval letter

Dear CHERGUI Amira,

The following project has received ethical approval:

Project Title: Critical thinking across the disciplines in the Algerian University context.
Start Date: 01 October 2019.

End Date: 30 September 2023.

Reference: EDU-2022-02-08T17 19 33-gkzr48

Date of ethical approval: 01 April 2022.

Please be aware that if you make any significant changes to the design, duration or delivery of
your project,

you should contact your department ethics representative for advice, as further consideration
and approval

may then be required.
If you have any queries regarding this approval or need anything further, please contact
ed.ethics@durham.ac.uk

If you have any queries relating to the ethical review process, please contact your supervisor
(where

applicable) or departmental ethics representative in the first instance. If you have any queries
relating to

the online system, please contact research.policy@durham.ac.uk
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Appendix F Interview guide

First Draft for the Interview questions

1. Background information about participating teachers:

o Discipline

. Qualification

o Teaching experience.

2. Teachers’ attitudes towards their students’ critical thinking development:

o What is the main objective of your teaching?

o How do you see your role in the classroom?

o What are the most complex topics you introduce in your classroom? How do you

support students to learn these topics?

3. Teachers’ understanding of critical thinking and their awareness of its importance:

o How would you define critical thinking and why you think so?

o Do you think it is important for graduates to develop critical thinking? Why?

4. Critical thinking in the classroom:

o How do you support the development of critical thinking in your classroom and within

your discipline?

o Are there any practices that you think are particularly useful in supporting the
development of critical thinking? If yes, which do you consider to be the best and most effective
ones?

o What are the barriers to supporting the development of students’ critical thinking?

5. Critical thinking at the Algerian university:
o How do you think the Algerian higher education system (LMD reforms) supports the
development of students’ critical thinking? Explain please if it is explicitly or via a hidden

curriculum?

232



Amira CHERGUI Durham University

Revised Draft of the Interview questions

Subject: Date:

Preface: Setting the interviewee at rest: explain the purpose of the interview,; confirm my
commitment to research ethics (checking if all information in the participant information
sheet is clear; stressing on the issue of confidentiality and anonymity), ask the interviewee for
permission to audio recording.

Interview protocol questions
1. Background information about participating teachers:

o Discipline
o Qualification
o Teaching experience.

2. Teachers’ attitudes towards their students’ critical thinking development:
o What is the main objective of your teaching?
o How do you see your role in the classroom?

3. Teachers’ understanding of critical thinking and their awareness of its importance:
o How would you define critical thinking and why do you think so? Explain more.
o Do you think it is important for students to develop critical thinking? Why?

4. Critical thinking in the classroom:

e Do you support the development of students’ critical thinking in your
classroom and if yes to what extent?

e Are there any practices that you think are particularly useful in supporting
the development of critical thinking? If yes, which do you consider to be the
best and most effective ones?

e Are there any challenges to supporting the development of students’ critical
thinking?

5. Critical thinking at the Algerian university:
o How do you think the Algerian higher education system (BMD reform) supports the
development of students’ critical thinking? Explain please how and if it is explicitly or via a

hidden curriculum?

6. Further comments/ recommendations

e I[s there anything else you would like to add that you think might be useful?
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Appendix G Interview guide (Arabic version)
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Appendix H Sample of transcripts (Translated to English)

Date : May 14, 2022 - Duration: 35 minutes 54 seconds
Interviewer with Teacher Hanan

The interview was done online on the zoom platform.

Researcher: Hello, first, thank you for accepting the invitation; that is very kind of you.

You have been invited because the researcher needs teachers’ views about critical thinking in
the Algerian context , how they conceptualize it and how they believe they support its

development and what hindrances they think impede students’ critical thinking development.

Committing to research ethics, [ would like to reiterate and check if the participant information

sheet is clear.

Note that all information obtained during the study will be kept confidential. If the data is

published it will be entirely anonymous and will not be identifiable as yours.

you can withdraw at any time, without being judged.

Now, do I have your permission to audio recording?

Hanan: yes, sure.

Researcher: Let us start then.

My first question to you is: what's your academic discipline?

Hanan: it's English literature

Researcher: What about your qualification?

Hanan: I have a Masters’ degree.

Researcher: OK, and how many years working at the university of Oum El Bouaghi ?
Hanan: It's 10 years of experience.

Researcher: what's the main aim or objective of your teaching?

Hanan: One of the main objectives of my teaching is what you came to discuss today which is
critical thinking; I usually tend to discuss complex topics with my students. I do aim at
preparing my students to go to real life and to the world of profession trained and loaded with
skills that help them deal with any situation.

Researcher: And how do you see your role in the classroom?
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Hanan: In the classroom, it's central. I believe it's pivotal, I don't want to disappoint you, but.
Yes, I'm everything in the classroom. students are passive, and they don’t help as much.
Researcher: You have talked about discussing complex topics in classroom? Could you
explain more. What are these topics and how you tackle them?

Hanan: I teach English literature in classroom, the session runs as I explain literary theories
or introduce literature to students; they find it challenging and complex sometimes , but to help
them I created a reading log where these students read a story, a text or an extract of a novel
each week and we discuss it altogether. It is a kind of homework this reading log,

I always ask them to read or to watch a movie or to listen to a song or I don't k with a critical
eye.

Researcher: How is that so?

Hanan: I always ask them to search for what it attracted them most. While reading or listening,
is it the story is the character? Is it the setting Is it the theme? Is it the techniques and so on?
and this can really trigger very critical thinking and here we come with different angles,
different interpretations.

Researcher: Yeah, this interesting. Let us move to another question. Talking about critical
thinking the purpose of the study. How do you define critical thinking?

Hanan: | find it a process determined by reflection, evaluation and questioning. It is when you
do not accept things anyway; you do not take them for granted.

Researcher: Could you exemplify please?

Hanan: Okay, when you read a story for example, read between the lines and most importantly
ask questions as it is not written for the sake of writing, there must be something behind the
curtain for you to reflect upon.

Researcher: let's move to the other question? So, do you think that developing students’
critical thinking is really important?

Hanan: of course, it is really important not only in the learning of the language or literature
but even in their own lives and in everyday situation. It makes them active and productive
thinkers who do not take things for granted. it means to produce and to develop your own

personality. Your own Identity.

Researcher: You are advocating that critical thinking is important for their self-development,
right?
Hanan: Indeed yes
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Researcher: my next question, to what extent do you support students critical thinking
development?

Hanan: I do sometimes but time is not enough to focus on that aim only; there are lots of
challenging barriers to that.

Researcher : okay we will come back to the barriers point , but tell me first how do you do
that I mean through which means you support your students to develop their critical thinking?
Hanan: As I mentioned before through classroom discussion of complex topics related to
literature and everyday life as well. Through questions as well. Questions such as when, where,
how, why and by which means or about the source of information given are amongst the
purposeful questions asked by students. They help to dig dipper and beyond the surface and
allow the student to understand matters and provide meaningful responses and thus work as a
magical strategy for developing students ’critical thinking

Researcher: Do you think that some of these practices are effective?

Hanan: let's say they are more effective than other techniques or methods.

Researcher: coming back to the point of barriers. You mentioned earlier that there are barriers
impeding the support of the development of students’ critical thinking?

Hanan: Timing is a problem. it's not sufficient at all. Because here to develop what we call
literary competence. we have to work on many I'm going to say Sides Very difficult to achieve
that.

Researcher: Do you think that the system supports developing students critical thinking?
Hanan: no no it does not at the surface yes, I mean theoretically, but in reality, still no. learning
at the university level is still about memorizing. So, imagine, we teach students 3 or 4 sessions
and then students ask just for what we give them. Don't give us extra information, just test US
on what we dealt with in the classrooms. In this system, students take information as a
commodity which must be recalled in exams rather than as information that must be analysed
and discussed. we are given instructions just to test them or to evaluate them on what they
memorize. Most of the time, we rely on assessment forms that only require information
retention; this type of assessment triggers passive recapitulation of theoretical input only and

does not serve critical thinking development So this inhibits their critical thinking

Still, I try to, for instance, to ask them questions about critical thinking, give them assignments
to argue. I give them passages with questions and so on to let them think anyway.
Researcher: That's it, those are all my questions. Yeah, do you have any recommendations or

want to ask questions yourself.?
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Hanan: No nothing to add but My advice is don't take things for granted otherwise change
would not exist, changing things happen only due to critical thinking I believe. That's my point
of view.

Researcher: Thank you so much for your time.
Your insights will be valuable to our research.

Hanan: You are most welcome.
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Appendix I Sample of transcripts (Arabic version)
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