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ABSTRACT 

This study is based on critical theory and postmodernism and aims to introduce 

Critical Pedagogy (CP) among English language teachers at one educational 

institution in Saudi Arabia using action research methodology. The ultimate goal 

of the study is to change the teachers’ views and approaches to teach writing by 

raising their awareness of CP. In this study, six data collection methods were 

utilised in four stages. In the first stage, a questionnaire was distributed among 

135 English language instructors to investigate their awareness of CP. Then, 

group interviews were conducted to develop a more focused view of the situation 

with 10 participating teachers in the study context. In the second stage, three 

workshops were conducted to introduce CP to 15 English language teachers in 

the study context. Then, the third stage involved the collection of data using 15 

evaluation forms, 12 observed sessions and post-observation interviews, 6 semi-

structured interviews and 14 reflective journals. Next, the fourth stage reflected 

on the results of the previous stages through an analysis of the findings and 

evaluating the effects of actions to understand the explored issue clearly. Here, 

the outcomes were shared and suggestions were made on taking future actions 

or conducting future research to attain further improvements. The findings 

revealed teachers’ perceptions towards CP as a possible educational approach 

that could empower both EFL teachers and students. Although the findings 

exposed some effective changes and improvements, because of CP 

implementation, on students’ writings and teachers’ practices, the participants 

pointed out some challenges while implementing CP in their writing classrooms. 

These challenges related to students, teachers and the college system. These 

findings were discussed in consideration of the existing literature and the Saudi 

context.   
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 Chapter One: Introduction 

Writing is one of the most challenging skills to practice and master for second 

language (L2) students (Kim & Kim, 2005; Alsamdani, 2010; Ferris & Hedgcock, 

2013; Hyland, 2019). Likewise, teaching writing is a complex, difficult and 

multifunctional process that involves a myriad of communicative, cognitive and 

linguistic skills in the teachers (Al-Khairy, 2013; Javid & Umer, 2014; Mohammad 

& Hazarika, 2016). To facilitate a process as complex and challenging as writing 

and teaching writing, English as Foreign Language (EFL) teachers should always 

be searching for alternative approaches. A possible approach that teachers might 

utilise in their writing classrooms is critical pedagogy (CP). This pedagogy can be 

utilised as an educational approach to enhance the abilities of both teachers and 

students to link their small classrooms to the outside world, which is expected to 

result in “appreciate(ing) the complexity of writing and address(ing) issues of 

literacy that have far-reaching social implications” (Canagarajah, 2012, p.307). 

Dealing with writing as an everyday activity that is related to social, cultural, 

political and economic factors is likely to help establish critical moments and 

practices for EFL teachers and students. Consequently, by implementing CP, the 

traditional educational process would gradually be shifted to a more liberatory 

learning process in which both teachers and students are equally responsible and 

have the voice, power and capacity to make changes inside and outside their 

classrooms (Phipps & Guilherme, 2004).  

With CP, writing is not dealt with as merely instructions to follow. Instead, EFL 

teachers and students begin to question certain essential issues that contribute 

to constructing the text, such as the agendas behind the text, the circumstances 
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and factors that form the text and the different identities of both writers and 

readers and their positions, all of which affect the structure of the text 

(Canagarajah, 2013). Within this premise, students would connect their writings 

to the factors from the outside world, reflect on them and take action through 

further investigations or explorations of the existing body of knowledge. In other 

words, both teacher and student awareness of the knowledge and ideologies 

dominating the EFL writing territory would be raised. Such critical consciousness 

would, in turn, lead to empowerment and emancipation, which are the ultimate 

goals of any education with a critical orientation (Davis, 2014). In brief, CP is 

integrated into this study as: 

a perspective on teaching, learning, and curriculum that does not take for 
granted the status quo, but subjects it to critique, creates alternative forms 
of practice, and does so on the basis of radical theories of language, the 
individual, and society that take seriously our hopes for improvement in the 
direction of goals such as liberty, equity, and justice for all. (Crookes, 2013, 
p. 1)  

 Nature of the problem  

The global spread of English has affected the educational systems in several 

countries all over the world, where English is implemented as a medium of 

instruction (EMI) and represents the lingua franca in many universities (Clarke, 

2007; Lange, 2013). In specific, the education systems in Saudi Arabia and most 

Arabian Gulf countries introduced English as a foreign language from early 

stages (AL-Issa & Dahan, 2011; Al-Seghayer, 2011; Barnawi & Al-Hawsawi, 

2017). Although English is not used as a second language in Saudi Arabia, it is 

prioritized in teaching and is used as an official language in several government 

sectors, including schools, universities and companies (Deraney, 2015). 

Consequently, students at the college level are expected to master the four 

English language skills (listening, speaking, writing, reading) accurately. 
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However, when it comes to the writing skill, the educational experience is not very 

promising for both EFL Saudi students—who still struggle to produce accurate 

academic written texts (Oraif, 2016; Shukri, 2014; Latif, 2011)—and teachers—

who still utilise traditional approaches and practices (Ahmed, 2014; Alkubaidi, 

2014; AlSeghayer, 2015).  

It seems that many EFL teachers and students deal with writing as a final product 

that should be error free and coherent in a manner that facilitates passing final 

exams (Alhojailan, 2015; Idrees, 2017), without connecting writing to the social, 

cultural, political and economic surrounding conditions that affect student lives. 

Accordingly, both EFL teachers and students follow the taken-for-granted 

knowledge and already provided ideologies in their writing classrooms (Alrabai, 

2014; AlSeghayer, 2015). Within this domination of the traditional-banking model 

in the EFL writing terrain, students’ written texts are always restricted and limited 

to what is familiar and acceptable (Alhojailan, 2015). This means that EFL writing 

is treated merely as a grammatical exercise or a description of facts without 

reflection, evaluation or even inclusion of personal thoughts or experiences. 

Simply put, the written texts of EFL students appear to be voiceless and without 

identity. Likewise, the approaches utilised by EFL teachers, in writing classrooms, 

are restricted to the traditional methodologies provided from higher authorities. 

This is to say that there is little research that aims to explore how alternative 

approaches, especially CP, could empower and improve EFL writing pedagogy. 

 Rationale behind the study  

The idea for conducting this research came from my own experience as a student 

who was educated in a traditional system that only focused on final products and 

exams. The EFL writing programmes at many universities in Saudi Arabia have 

been established to ensure that students can sufficiently compose academic 
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texts that are accurate in terms of grammar, coherence and cohesion (Alhojailan, 

2015; Ezza, 2014; Idrees, 2017). Hence, Saudi EFL students usually pay ample 

attention to writing, revising and editing their work to produce an accurate text 

that guarantees a passing grade. Since the primary goal is to achieve passing 

grades, the content of the written text should, accordingly, be related to topics 

connected to common and accepted knowledge. Within this premise, Saudi EFL 

students are only trained to produce academic-written texts in a very structured 

manner. They are not encouraged to practise writing as an activity related to their 

everyday lives or associated with social, cultural, political and economic aspects 

(Alhojailan, 2015; Alshakhi, 2019). This is to say that Saudi EFL students are not 

encouraged to write based on their own prior knowledge or personal experiences. 

In other words, they are not aware of the possibility of using writing as a tool to 

assist them in discovering new knowledge or realities. Writing, therefore, is not a 

tool of empowerment that leads to transformation.  

Once, in a composition class, I wrote about my dream to live abroad and 

experience different cultures because I always had the passion to try something 

new and different. I thought I had produced a very well-written text that was full 

of emotions and dreams. Honestly, it was the first time that a teacher had given 

us the freedom to choose the writing topic. Unfortunately, it was also the last time 

for me to reveal my feelings and express my own ideas in class. The teacher, 

nicely, called on me and proceeded to teach me a moral lesson about how I 

should love my country and be grateful rather than wish to flee from it. I never 

said that I hated my country in that text—but who cares about my feelings or 

thoughts! What really did matter, in the end, was that no grades were assigned 

for that specific written task. After that class, the teacher made sure to always 
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choose the writing topics herself, leaving no space for her students to choose 

something to write about that was against her agenda.  

The teachers, in Saudi Arabia, are obsessed with providing knowledge and 

instructions to students—on what and how to write—to ensure that the final 

outcomes are productive for the institution (Alkubaidi, 2014; AlSeghayer, 2015). 

This means that the construction of teaching writing is determined only by certain 

authorised people, including teachers, who hold the power over the teaching 

process. In the Saudi education system, the EFL writing territory seems to be a 

representation of the traditional banking model, where students receive 

appropriate knowledge from their teachers. Within this premise, student voices, 

needs and interests seem to be marginalised. Likewise, 

constructive/transformative dialogue between teachers and students is restricted. 

Simply put, the major focus of EFL writing instruction, in Saudi Arabia, is on the 

ability of students to produce academic texts that have an organised structure 

and acceptable content through the implementation of traditional top-down 

approaches, such as the product and process approaches. In this essence, it 

could be said that neither EFL teacher nor student awareness towards CP—as 

an educational approach assisting them to improve and develop—is yet raised. 

As an EFL writing teacher, I did not actually come across the concept of critical 

literacy until I became a postgraduate candidate. Regardless, I have always 

listened to my students’ concerns and considered their interests when choosing 

certain topics for their assignments. I have always appreciated their voices and 

ideas, although I never encouraged them to think of new knowledge. There was 

a space in my writing classes for my students’ opinions and reflections but without 

a serious consideration of actions. Luckily, I was among the first teachers who 

got the opportunity to study abroad. I took the chance and travelled to the United 
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States to obtain my master’s degree in Teaching English to Speakers of Other 

Languages (TESOL). It was just the right decision to help me gain qualifications 

that would make me more competent in my capitalist society, which is developing 

rapidly.  

During the two-year program at Wright State University in Dayton, Ohio, I took 

my first steps to learn about how to be a critical teacher under the supervision of 

some qualified professors. At the end of the second year, I obtained new 

knowledge and qualifications in a friendly environment that was based on love, 

care and collaboration. This was followed by an acceptance from the University 

of Exeter to pursue further qualifications and improvements. At the University of 

Exeter, I learned about CP, as an educational approach, in one of the assigned 

modules. I believe that such a critical pedagogy will enable me to improve my 

pedagogical approaches as an EFL teacher, which will positively reflect on my 

future students. This is because CP aims to raise students’ critical consciousness 

towards their own conditions and surroundings through the implementation of a 

problem-posing model (Freire, 2000), where both teachers and students engage 

in exploring and constructing new knowledge based on their own experiences, 

interests and needs (Herr & Anderson, 2005). Simply put, implementing CP into 

EFL writing classrooms would encourage student voices to “articulate alternative 

realities” (Pennycook, 2001, p. 130). Enlightening my future students through CP 

and its underpinning notions—creativity, reflexivity and collaboration—is the way 

to emancipate and liberate them from the restrictions that control their pens and 

silence their voices so that they can wander independently in the free universe. 
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 Potential significance of the study and its contribution to 

knowledge 

This study makes an original contribution to knowledge in several areas. First, 

since understanding CP is improved by studying its possibilities in different parts 

of the world (McArthur, 2010), it is hoped that this study would provide further 

understanding of CP by exploring teacher perceptions about its challenges and 

possible changes in EFL writing classrooms in the Saudi context. This is because 

only a small number of existing research studies explores EFL teacher 

perspectives of CP in the Gulf region but even they only tackle CP theoretically 

by highlighting its importance and principles (Raddawi & Troudi, 2013; 2018) 

without taking teacher perceptions into consideration. Second, only a few existing 

research studies address the utilisation of CP in EFL contexts (Shabani & 

Khorsandi, 2014). Thus, it is hoped that this study would contribute to praxis in 

CP and writing teaching in L2 education.  

Third, most of the existing studies, especially in the Gulf countries, utilise either 

a positivist or interpretivist standpoint, where there is a noticeable hesitancy to 

conduct critical work or action research (Troudi, 2006). Hence, it is hoped that 

this study would encourage EFL teachers to take action and explore the 

possibility of CP in their own context for the sake of improvement and change. 

Fourth, the findings of this study would provide important contributions to in-

service teachers for incorporating CP as an educational approach to teach EFL 

writing. In other words, this study emphasises raising teacher awareness about 

their role as transformative intellectuals and agents of change who can search 

for alternatives rather than being technicians who follow rules and transmit some 

taken-for-granted knowledge and assumptions to students who, in turn, 

memorise those facts and regurgitate them to pass final exams. Therefore, this 
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study introduces CP to raise both teacher and student awareness of the 

educational, social, political and economic issues that are related to them and 

impact their lives. In this essence, writing reconstructs reality instead of only 

reflecting it—moving from an individualistic position to a social one, changing 

from a cognitive and formal to a material and ideological process and 

transforming from writing as a spatial to writing as a historical activity in which the 

written words of students are connected to the actual world in order to attain 

social improvement (Cangarajah, 2013). Eventually, it is hoped that this study 

would contribute to decisions made by policymakers at both the Ministry of 

Education (MoE) and at the college level to improve the EFL writing field, in 

particular, and the education system, in general, by integrating critical 

approaches to teaching rather than only relying on traditional ones.  

 Research aims 

This study aims to raise EFL teacher’s awareness of CP through engaging 

teachers and exploring CP with them to improve EFL writing pedagogy. This aim 

can be achieved by conducting an emancipatory Action Research (AR), as an 

attempt to step from theory to practice, through several stages:  

1) examining the extent to which current EFL teachers at tertiary level are 

aware of CP as an educational approach that can be utilised in writing 

classes. This is achieved by:  

a. distributing a questionnaire among EFL teachers at four universities 

(the main campus and its three branches, including the study 

context). 

b. conducting group interviews among EFL teachers at one institution, 

which constitutes the study context. 
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2) introducing CP through an intervention (workshop) for EFL teachers in the 

study context. 

3) exploring teachers’ perceptions towards implementing CP in EFL writing 

classrooms. This is achieved through: 

a. observations. 

b. post-observation interviews. 

c. semi-structured interviews. 

d. reflective journals. 

4) exploring the challenges to and changes in the implementation of CP in 

the EFL writing terrain from the perspective of teachers in the study 

context, through observations, post-observation interviews, semi-

structured interviews and reflective journals.  

That is to say, this type of AR is conducted to reach wider improvements in 

relation to students, teachers and the study context.   

 Research questions 

The research study is guided by the following questions: 

1. How do EFL teachers perceive Critical Pedagogy in EFL writing 

classrooms?  

2. What are the challenges of implementing Critical Pedagogy into EFL 

writing classrooms from the perspective of teachers? 

3. How can Critical Pedagogy make a change in EFL writing classrooms? 

 Thesis organisation 

This thesis consists of seven chapters. After the introductory chapter, the second 

chapter provides a detailed description of the context of the study. The third 

chapter reviews the existing literature on the nature of EFL writing, from both 
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mainstream and critical stances, the significance of CP in EFL writing 

classrooms, the challenges and potentialities of CP and the theoretical construct 

of this study. The fourth chapter discusses the methodology used in the study, 

which involves the research paradigm, questions, methods and procedures, 

including sampling and data collection approaches. Additionally, the essential 

issues of validity, reliability, ethics and limitations of the study are discussed in 

the methodology chapter. Consequently, the fifth chapter presents the data 

analysis and reports the study findings. This is followed by the sixth chapter, 

which discusses the results reported in the previous chapter. Finally, the seventh 

chapter concluded the thesis by summarising the main findings of the study and 

its implications and recommendations as well as by providing suggestions for 

further research and reflective thoughts on the thesis.  
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 Chapter Two: Defining the Context 

 Introduction  

This chapter provides background information on the study context. To present 

the study context in a clear manner, it is divided into two broad categories. The 

first is the macro context of the study, where general information about Saudi 

Arabia is provided regarding the demographic, social, religious, political and 

economic features that affect education. This is followed by a general description 

of the education system in Saudi Arabia, which includes information about the 

Ministry of Education, Ministry of Higher Education, teaching English, teaching 

EFL writing and the appraisal system of EFL teachers. Subsequently, the second 

category presents more specific details about the micro context. Here, 

information is provided about the institution at which the study was conducted, 

including the implemented EFL programme and its aims, approaches, materials, 

assessments, students and teachers.  

 Macro context 

 The Kingdom of Saudi Arabia (KSA) 

The Kingdom of Saudi Arabia is located in the southwestern Asia, occupying 

about four-fifths of the Arabian Peninsula with a total surface area of over two 

million square kilometres (Statistical Yearbook, 2020), which makes it the 

second-largest Arab state. The kingdom is ruled by Al Saud family since 1930, 

as an absolute monarchy, where the king is both the head of state and 

government and decisions are made based on the consultation among the senior 

princes of the royal family and the religious establishments (Stenslie, 2016). The 

Kingdom is divided into 13 administrative regions. Each region is divided into 
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governorates that are further divided into cities and villages (ibid). Saudi Arabia’s 

current population is 34.81 million people, the greatest proportion of which falls 

into the 15–64-year-old group (World Population Review, 2020). The population 

speaks Arabic—the only official language—and follows Islam—the only religion 

in the county (Alrashidi & Phan, 2015)—because Saudi Arabia is the birthplace 

of Islam, where it was declared an official religion by Prophet Muhammad in 

Makkah in the seventh century (Alnesyan, 2012). Hence, the country plays an 

important role in the history of the Islamic world (ibid). The majority (90%) of the 

population is Arab, while the remainder (10%) has Asian and African origins 

(Alhawsawi, 2014). 

Historically, the country’s economy was limited to natural resources like farming, 

trading and fishing (Alblaihed, 2016). However, more recently, the discovery of 

oil was a crucial incidence in the Kingdom’s economic history, leading to the 

occurrence of major changes (Cordesman, 2003; Karamani 2005a; Niblock & 

Malik 2007; Melibari 2015). In fact, according to Gause (1994), oil has become 

the fundamental and dynamic factor of the economies of the Arabian Gulf states. 

More precisely, “the oil boom that began in 1974 transformed Saudi Arabia into 

a heavily urbanized welfare state” (Cordesman, 2003, p.4). This oil boom has led 

to an unprecedented economic expansion that has affected every aspect of Saudi 

life (ibid). One noticeable change that has occurred is the development of the 

Kingdom’s educational system—schools and universities have been built to 

embrace both genders, who gradually encounter English as a foreign language. 

Hence, it could be said that—despite the closed and conservative culture of the 

Saudi context (Alblaihed, 2016)—the discovery of oil has assisted the beginning 

of the English language expansion on the Arabian Peninsula (Karamani, 2005a) 

and the development of the educational system in the kingdom as the Saudi 
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government has established oil export agreements with countries in the West and 

with the United States of America (Melibari, 2015), which has led to the 

appearance of the global English Language Teaching (ELT) industry in Arabian 

Gulf countries (Karamani, 2005a).  

 The education system in Saudi Arabia  

In Saudi Arabia, education is free for all students and at all stages, starting with 

primary school and up until the postgraduate level (Elyas & Al-Sadi, 2013). In 

addition, due to the cultural, social and traditional values, as well as Islamic 

principles of the Saudi society, the education system uses a single-sex school 

system (Alrashidi & Phan, 2015). Despite the gender segregation of schools, both 

genders receive the same educational instruction (Al-Johani, 2009). It is 

important to mention that, prior to 1930, education in the Kingdom began in 

mosques through teachings of the basics of the Islamic religion (Al-Zaid, 1982), 

which explains the role of religious principles in the current education system 

(Alqahtani, 2011). In 1951, the Saudi government launched the Ministry of 

Education (MoE), which first focused on boys’ education only and then developed 

to include the education of girls in 1960 to “provide a legislative framework for the 

development of a school education system” (p.4) In fact, MoE “became the 

highest authority, which supervises the whole educational matters” (UrRahman 

& Alhaisoni 2013, p.112) in the kingdom. In 1975, MoE developed a separate 

ministry—the Ministry of Higher Education MoHE—which was established to 

concentrate on college and university education and which has merged again 

with MoE in 2015. Rapidly, the number of public and private schools, colleges 

and universities flourished across the Kingdom, aiming to fulfil the educational 

needs of community members.  
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The Saudi educational policy could be divided into two major eras: pre-2005 and 

post-2005. With respect to the overall objectives of the education system pre-

2005, Elyas and Badawood (2016) indicated that Islamic principles inform the 

educational policy to teach individuals how to depend on their faith for productivity 

and creativity. Regarding the main aim of the ELT policy in the country pre-2005, 

Elyas and Badawood (2016) summarised it as providing students with proficiency 

in English to obtain and transfer knowledge to others to spread Islam. From the 

general objective of the educational policy and the specific goal of the ELT policy, 

it is clear that the focus on Islam was core of education in Saudi Arabia—to teach 

students how to be the messengers of Islam. However, after the September 11 

attacks, by an Islamic terrorist group, against the United States, the education 

system in Saudi Arabia was accused of being a vital tool for fostering terrorism 

and extremism (Prokop, 2003). Nevertheless, it took the Saudi government 

“about 5 years to admit there is a fault in their educational system”, when the 

Saudi ambassador to the United States indicated that there was intolerance and 

extremism in the Kingdom’s education policy (Elyas, 2008, p. 32). Criticism of the 

educational policy in Saudi Arabia, post 9/11, included a lack of value for teaching 

human rights (AL-Essa, 2009), an absence of critical thinking skills (Aarts & 

Nonneman, 2005) and an overt focus on religious subjects (Al-Miziny, 2010).   

It became apparent that there was an urgent need for a reform of the educational 

system in Saudi Arabia (Bremmer, 2004; Kabel, 2007; Elyas & Picard, 2010) that 

would change the “rote learning, memorisation as well as the centralised control 

of the government over classroom materials” (Rugh, 2002, p.50) into a more 

flexible system that is based on a student-centred model. When the Saudi 

government announced the beginning of the educational policy reform period, an 

expansion of the English language programme into primary schools occurred to 
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raise community member awareness of Western cultures, to establish tolerance 

for and acceptance of others and to diminish the pressure imposed on the Saudi 

government by severe political attacks coming from the West and the United 

States concerning the education system of the country (Elyas, 2008). The MoE, 

consequently, began working to improve the education system by establishing a 

project called Tatweer (King Abdullah Bin Abdul Aziz Project for Developing 

Public Education Modernization), aiming to develop teacher methods, improve 

curricula, enhance various activities, improve school services and constructions 

and ensure that students could understand the globalised world. The Kingdom 

has allocated “around $293,000,000 for the Tatweer project and is planning to 

take education to new horizons to cope with transformations around the world” 

(Elyas & Badawood, 2016, p.76).  

In the Tatweer project, there was a new vision for the educational system that 

focused on knowledge, improvement, curriculum and student needs rather than 

merely on building Islamic identities. In the reformed policy, there is great 

emphasis on: 1) developing curricula that enhance stable personalities and 

values and develop life skills for the students, 2) ensuring the comprehensive 

development of interactive digital curricula which balance between the presented 

amount of knowledge and students’ needs, 3) developing curricula that prepare 

graduates for the labour market and 4) training staff in curriculum development 

and design (General Objectives of the English Curriculum Development Program 

in 2005, as cited in Elyas & Badawood, 2016, p. 75). Nevertheless, despite the 

obvious shift in the objectives of the reformed policy, the results of this 

developmental project were not promising because of its top-down approach. In 

fact, after 11 September, many “reforms that have been undertaken have been 

instituted from the top down and many Arab and Western critics believe that the 
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process has been mostly symbolic in order to placate democracy advocates 

abroad” (Sharp, 2004, p.2). Unfortunately, the idea of providing knowledge still 

restricts the entire educational process and keeps it floating in the shallow end of 

the banking model (Alnofaie, 2013; Alsalem, 2015). Hence, the Saudi education 

policy needs to be based on democratic rights and dialogues (Al-Essa, 2009) by 

integrating critical principles and by merging education with cultural, political and 

economic influences for the sake of improvement and change at the personal, 

educational, societal and worldwide levels (Elyas & Al-Sadi, 2013). 

 Vision 2030 in Saudi Arabia: An ambitious dream for better 

education 

King Salman Bin Abdul-Aziz Al-Saud introduced his future vision to improve the 

kingdom with the following statement: ‘My first objective is for our country to be a 

pioneering and successful global model of excellence, on all points, and I will 

work with you to achieve that’ (King Salman Alsaud, Vision 2030, p.5). These 

promising words and the goals of the future vision have shaken the Saudi society 

as several changes took place at the beginning of 2017—the beginning of a new 

era for a new king. A major concentration of the vision is, indeed, directed at 

education to create more developed generation. The new educational vision is 

based on sharing responsibilities. One of the first steps towards achieving this 

educational vision is an essential programme called Irtiqaa, meaning ‘progress’. 

The aims of this programme are for parents to become more engaged than before 

in the educational process, for teachers to be professionally trained for their 

professional engagement and for educational outcomes to prepare the new 

generation for the job market to increase economic growth. However, the vision’s 

bonds still emphasise the provision of knowledge instead of encouraging 

students to explore or create new ones—which, in my humble opinion, threatens 
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the core of this vision. While teachers are providers of knowledge and students 

merely its recipients, students remain powerless, dependent and unconfident 

about making changes within their society or in the outside world. 

 Teaching English in Saudi Arabia  

There are several factors coinciding with the arrival of English in the Gulf region, 

such as the noticeable growth of English as the language of power, contemporary 

modernity of the West and technological dominance (Karamani, 2005b). In 

addition, as motioned earlier, an enthusiastic economic evolution in the region 

has pushed the entire national workforce to take part in it and, consequently, 

English has found a stable place not only in the oil industry but also in education, 

politics, military, aviation, healthcare and almost every other sector in the Gulf 

States. In Saudi Arabia, English has an economic value because the Saudi 

government depends on several foreign companies for contribution to the 

country’s economic growth (Mahboob & Elyas, 2014). Today, English is a winning 

security warranty for job seekers, oversees scholarships, pleasure travellers and 

knowledge researchers (Elyas, 2008; Alqahtani, 2011; Alshahrani & Al-Shehri, 

2012; Alasmai & Khan, 2014). With the rapid spread of English as a global 

language (Canagarajah, 1999; Crystal, 2012, Patra, 2016) and international 

investments in the country, MoE has implemented English as a foreign language 

into the school system from primary stages (Al-Hajilan, 2003) to keep up with 

developed nations. Accordingly, the reformed principles and goals of teaching 

English are listed as: 
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Figure 2.1: English Language Curriculum for Elementary, Intermediate and 
Secondary Schools in the Kingdom of Saudi Arabia 2014–2020, Ministry of 
Education and English Language Development, p. 9 

To achieve the above listed goals, the methods used for teaching English in Saudi 

Arabia are the audiolingual method (ALM) and the grammar translation method 

(GTM) (Al-Seghayer, 2005, 2014). In EFL classes, students are highly engaged 

in grammatical rule drills and repetition of words and phrases, where they are 

required to memorise rules and passages to write and pass a final exam. The 

main focus of teaching writing is “placed mostly on the final production of the task 

of writing alongside the linguistic features and sentences level” (Al-Ahdal et al., 

2014). This is to say that Saudi university undergraduates are used to rote 

learning processes and traditionally utilised methods and textbooks that do not 

involve them (Al-Khairy, 2013). 
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 Teaching English in higher education system in Saudi Arabia (2005-

present) 

The Saudi EFL policy in higher education is torn between “the desire to preserve 

the Arabic language on the one hand and the pressure of globalization and the 

desire to move towards gaining more access to international communication, 

scientific information, trade, politics, commerce and so forth on the other” 

(Barnawi & Al-Hawsawi, 2017, p. 205). However, because of the pressure on the 

Saudi government after the 9/11 attacks and the rapid internal developments in 

the country, the status of teaching English has significantly been transformed 

whereby educational institutions put a greater emphasis on English for several 

reasons. According to the above authors, Saudi university undergraduates lack 

certain essential skills in the workplace such as critical thinking skills, 

collaborative skills and communication skills in addition to a lack of fluency and 

accuracy in English. To close to this gap, the MoHE designed a policy, in 2005, 

in which English is regarded as a compulsory subject in all higher education 

institutions. Thus, all Saudi universities and colleges have implemented  English 

as a medium of instruction in their programmes, thereby importing English 

language products and services to their educational systems (Al-Seghayer, 2014; 

Le Ha & Barnawi, 2015). Accordingly, English language teaching has become an 

essential business in higher education in the KSA as the MoHE views English as 

a strategic choice for national survival in the 21st century (Barnawi & Al-Hawsawi 

2017) in terms of both international relations and scientific-technological 

advancement (Al-Seghayer, 2014; Al-Zahrani & Rajab 2017).  

Nonetheless, the rationale behind this drastic shift towards English language has 

been described as ambiguous. This is because it is unclear how the English 

language policy would be “translated into practice” in the Saudi context (Barnawi 
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& Al-Hawsawi, 2017, p. 206). As a result, it is left up to each institution to introduce 

the objectives, materials and approaches and what to utilise in EFL classrooms 

(se Appendix 1 & Appendix 2 for the courses’ specification in the study context). 

That is to say, the teaching of English in HE still operates from a top-down 

approach with a great reliance on imported materials with irrelevant content and 

ideologies from the West without a clear plan or strategy to encourage critical 

pedagogy. Such a practice may result in undesirable outcomes including “low 

participation of local workforce, intellectual dependency, unethical practices 

involving the commercialization of HE and English, and concerns about declining 

knowledge production in local languages” (Le Ha & Barnawi, 2015, p. 546). 

Accordingly, local scholars call for a critical and insightful assessment of the 

uncritical adoption of English in HE system and the over-reliance on 

imported/international sources with no clear processes or procedures to provide 

efficient support to stakeholders involved. The situation in regard to teaching 

English in the KSA in HE has been clarified below:  

Largely driven by the commercialization of education and the drastic shift to 
English, the superficial appearance of having English-medium programmes 
in KSA’s colleges has indeed made it almost impossible to create any 
serious educational environment for both teachers and students. Instead, it 
has so far endorsed academic mediocrity and capitalism as well as the 
dominance of English and the legitimation of profit-driven educational 
entities in the country. While the hegemonic market dominance of English 
and the internationalization of English-medium have been allowed to 
penetrate into the policy, curriculum, pedagogies, and practices of SA’s 
immature and inexperienced HE system that has been over-expanded over 
a short period of time, undesirable consequences are likely to become 
paramount (p. 562). 

 Teaching EFL writing in Saudi Arabia 

Based on the recent curriculum developed by MoE between 2014 and 2020, a 

great emphasis is placed on student ability to write academically. Accordingly, 

writing is taught gradually, starting with sentences and then developing into 
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formulation of paragraphs, essays, letters, e-mails, reports, narrative stories, 

summaries and book reviews. The new curriculum also concentrates on 

engaging students in the learning process by considering their interests and 

needs. However, the idea of knowledge being provided to students by teachers 

is still prevalent in Saudi EFL writing classes (Alnofaie, 2013). Within this premise, 

teachers are more concerned with structural issues and using traditional methods 

of teaching writing than they are with evaluating critical thinking skills or issues 

related to content (Al-Hazmi & Scholfield, 2007; Al-Seghayer, 2015). 

The current practice of teaching writing in Saudi EFL classrooms primarily 

focuses on utilising two main traditional approaches that have controlled the field 

of teaching writing for a long time—namely, the product and process approaches 

(Hasan & Akhand, 2010). The reason for utilising the product approach, which 

focuses on fluency and accuracy based on teaching grammar, is that EFL 

students and teachers pay great attention to the final product of the written work, 

as well as to linguistic features and sentence level, which should have “proper 

grammar, accurate spelling, meaningful punctuation, and range in vocabulary 

and sentence structures” (AlSeghayer, 2015, p.94). Likewise, in EFL writing 

classrooms, the emphasis is also directed at the process approach that focuses 

on the process of producing well-written texts (Alnufaie & Grenfell, 2012; 

Alhaisoni, 2012; Alshammari, 2016). The reason for utilising this approach, in the 

Saudi context, is that it represents a controlled practice that teaches students 

how to follow certain stages/strategies to produce a well-written text. Thus, the 

process approach seems to ultimately teach writing in a linear manner 

(AlSeghayer, 2015). This ensures that EFL students can produce written texts 

that are needed to pass final exams—the only officially accepted way for 

assessing student writing (Albedaiwi, 2014; Alghamdi, 2017; Alshakhi, 2019).  
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In fact, there are numerous factors behind the utilisation of mainstream 

approaches to teach writing in Saudi EFL classrooms, such as time constraints, 

large class sizes, overcrowded classes, inadequate preparation of teachers for 

teaching writing and insufficient writing practices of students for writing in their 

own language (Arabic), followed by writing in English (Al-Seghayer, 2015). 

Consequently, there has been an urgent call for integrating certain critical thinking 

and self-voice skills among EFL students in Saudi Arabia in order to investigate 

what their impact would be on improving the academic writing skills of students 

(Barnawi, 2011). Despite this need, only a few studies have been conducted to 

encourage EFL teachers and students to implement CP in writing classrooms 

(Barnawi 2010, 2019; Alsalem, 2015). It seems that there is a struggle to find a 

place for the use of critical approaches in EFL writing classrooms for two main 

reasons. First, according to Barnawi (2011), EFL teachers feel that their students 

are incapable of implementing critical thinking and self-voice skills, so they ignore 

them. Second, according to Alnofaie (2013), EFL Saudi teachers are sensitive 

and restricted from discussing certain topics that deal with religious, political or 

sexual orientations. It appears that EFL teachers avoid implementing approaches 

with critical orientations and prefer the more traditional ones, where they control 

the entire learning process and its procedures by providing knowledge and 

instruction (Ahmed, 2014; Alkubaidi, 2014; AlSeghayer, 2015). Hence, it is 

important to shed some light on EFL teacher education programmes in Saudi 

Arabia to better understand the educational background of teachers. 

 Education of English teachers in Saudi Arabia  

In Saudi Arabia, English teachers are trained for four years in programmes 

offered by English departments at various colleges of education and arts at Saudi 

universities, where they obtain Bachelor of Arts degrees in English upon 
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completion that enable them to teach at elementary, intermediate, secondary and 

university levels (Al-Seghayer, 2014). During the four years of study, teachers 

are exposed to different courses that concern linguistics, literature and teaching 

methodologies. The first- and second-year courses of teacher education 

programmes concentrate on teacher language skills (listening, reading, writing 

and speaking) (Al-Seghayer, 2014b). When their language skills are improved, 

the main emphasis—in third- and fourth-year courses—is directed towards 

linguistics (phonology, morphology, syntax) and literature (history, poetry, prose, 

drama), while methodology courses receive less attention (ibid). This means that 

only 10% of the courses offered by English departments at Saudi colleges and 

universities concern the development of the methodological knowledge of future 

teachers (Al-Seghayer, 2011).  

Consequently, Saudi EFL teachers might not be properly qualified to teach 

English as a result of the inadequate pedagogical preparation they receive 

(Shehdeh, 2010) in terms of curriculum planning, material designing, 

assessments, reflective teaching and classroom management (Al-Seghayer, 

2014b). More specifically, they also might lack knowledge of the existing 

language teaching methods, such as modern approaches and types of language 

testing (Al-Seghayer, 2014). Simply put, Saudi EFL pre-service and in-service 

teachers need more training in teaching methods (Al-Harbi, 2006; Alshuaifan, 

2009; Zohairy, 2012) to improve their language competency and teaching skills 

(Al-Seghayer, 2014b). This means that teachers need training in the teaching 

about the current theories and practices required to start the reform era (Elyas & 

Picard, 2012). In Saudi Arabia, the insufficiency of the English teaching 

preparation programmes is considered to be among the constraints affecting 

English teaching in the country (Al-Seghayer, 2014). This is to say that Saudi EFL 
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teachers are in need to have both sufficient pedagogical training programmes 

and professional developmental opportunities (AlSeghayer, 2015) to improve 

their teaching practices. 

 Teacher appraisal system 

In the Saudi context, there are various means of carrying out teacher appraisal. 

Classroom observations are one way of evaluating EFL teachers and they are 

conducted by director supervisors using a box-ticking rubric that includes various 

criteria, such as classroom management, time management, lesson delivery, 

feedback and assessment and student–teacher relationship (Shah & Al Harthi, 

2014; Alamoudi & Troudi, 2017). After the observation process, a post-lesson 

discussion is held with the observed teacher to discuss the lesson. Another 

principal means of evaluating teachers is through student evaluation forms, which 

are given out once a year, at the end of the term, for each English course. These 

forms are filled out manually by students. Subsequently, the results are 

consolidated and discussed with teachers. Based on the results, teachers can 

either receive promotions or warnings (Hakim, 2015). Thus, the threat element 

remains at the top of the teachers’ heads, leading “to teacher burnout and 

demotivation” (Shah et al., 2013, p.116). It seems that the teacher appraisal 

system in the country focuses on evaluation rather than development.  

 Micro context 

 Context of the current study  

This study was conducted during the first term of the 2018 academic year at the 

University of Hafr Al Batin in Al Khafji city. More specifically, it was conducted at 

the English department of a University College in Al Khafji. This  college was 

established in 2002 and has grown rapidly since then. The goals of the college 
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cover several aspects. For example, objectives such as encouraging students to 

conduct scientific/educational research, enhancing the communicative approach 

among teachers and students, preparing students for future careers, training and 

improving academic staff to be professional, raising community awareness of 

volunteer work, accepting others and serving society are all mentioned in the 

college mission and vision. 

The English department at the college has established a new curriculum for and 

approach to teach English, where students learn to use the language accurately 

and fluently to bridge the gap between local and English language-based cultures 

(University of Hafr Al Batin website). Furthermore, the department prepares 

students either for professional careers in the fields of business, administration, 

healthcare, education, tourism, translation and writing or to become educational 

researchers. As a result, the vision of the department is highly ambitious and 

aligned with Saudi Arabia’s 2030 future vision in which there is an obvious 

emphasis on the qualities of creativity. At the college, the English programme 

lasts for four years and has eight levels. The first year is a preparatory year 

consisting of two levels (one and two). At these levels, students are required to 

pass English courses, including general English, English writing and reading. 

When students pass first-year courses, they are officially prepared to specialise 

in English by taking courses that focus on essential language skills, such as 

reading, listening, speaking, grammar, construction and contemporary English 

literature. During the first term of the second year, students are at level three and, 

in the second term, they move to level four. Then, during the third and fourth 

years—which comprise levels five, six, seven and eight, students concentrate in 

more depth on literature, translation and applied linguistics courses as well as on 

a graduation project.  
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This study deals with college students at levels three and five. For level three, 

which is an intermediate level, students are introduced to the structures of 

academic writing by starting the actual writing process. This level is a 

fundamental cornerstone of the programme because the knowledge obtained in 

previous basic English language courses is expanded upon. Thus, preparing and 

engaging level three students with critical approaches would allow CP to become 

a guiding force when they are promoted to the subsequent levels. With respect 

to students at the fifth level, which is a bit more advanced, CP is believed to 

encourage the reflection of the free voices and identities of students in their 

writings. 

 EFL writing approaches 

Similar to other educational institutions in Saudi Arabia, University College 

utilises the same mainstream approaches to teach writing: the product and 

process approaches. This is a result of the overemphasis on essay structure and 

organisation that should be grammatically accurate. While utilising these two 

traditional approaches, teachers are completely responsible for preparing and 

providing lectures to students on what and how to write (see   
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Appendix 1 and Appendix 2), with the students only being responsible for 

receiving, memorising and recalling the taken-for-granted-knowledge on final 

exams. In addition, the Communicative Language Teaching (CLT) approach is, 

to some extent, also utilised, where students are required to work in groups to 

discuss each other’s essays. 

 EFL writing materials 

The materials utilised at the University College are of Anglo-American or Anglo-

Western origin and come in full packages: class book, workbook, CDs and 

teacher’s manual/book. These materials are utilised to achieve a pre-designed 

syllabus by policymakers at the college level. This means that student and 

teacher voices are not taken into consideration when texts are decided on 

(Alrabai, 2016). What is more, the materials utilised for primary, intermediate, 

high school or tertiary levels are among the factors behind the low EFL 

achievement levels of Saudi EFL students (ibid). Regardless, the same series 

are still being used in the country and the teachers are required to teach from 

them. For those who prefer to create their own materials, they need to obtain 

official approval before they can change or add to the provided materials.  

 EFL writing assessment 

The assessment of EFL writing courses at the University College depends heavily 

on tests. For all levels, continuous assessment (CA) is the main method of 

evaluation. For level three, for example, the assessment includes: 10% on 

attendance, 10% on class quizzes and assignment, 10% on class exercises and 

homework, 20% on the mid-term exam and 50% on the final exam (see   
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Appendix 1). From the previous description, it is clear that almost 90% of 

assessments are based on tests. With respect to level five, the assessment 

includes 10% on attendance, 20% on presentations and discussions, 20% on the 

term project (main essay), 20% on the mid-term exam and 30% on the final exam 

(see Appendix 2). At this advanced level, 70% of the assessment process is 

based on tests. To move to the next level, students need to obtain a total of 60% 

at the end of the term or they must retake the same course in the following year.  

 EFL students  

At the college, all EFL students are female Saudi citizens who have graduated 

from high school and are, usually, from the same city. Students are required to 

take an entrance exam to enrol at the English department. Those who pass the 

placement test are officially accepted for courses at level one, where they begin 

the first academic year, while the remainder—who failed the test—enrol in 

different available departments such as Islamic or Arabic studies. The placement 

test was designed and edited by EFL teachers at the college. Since it is obvious 

that many EFL students leave high schools with low English proficiency 

(AlNasser, 2015), the entrance exam’s difficulty is suitable for intermediate levels. 

This ensures that the department accepts those students who can at least write 

a paragraph, so that they can be expected to cope with the complexity of 

academic writing. Moreover, since EFL students receive essential instructions—

based on grammar—from their teachers, this means that they are not 

encouraged to express own ideas or opinions that reflect their critical thinking 

skills. Hence, in writing classrooms, teachers are busy providing prescribed 

knowledge to students who practice writing, individually, at home (ibid) because 

there is no time to practice in classrooms. 

 EFL teachers 
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The majority of EFL teachers at the University College are Saudi citizens, with 

the exception of a few teachers of other Arab origin (Jordanian) and some of 

Indian origin. The majority of teachers are master’s degree (MA) holders with a 

few bachelor’s degree (BA) candidates. The MA holders obtained their degrees 

abroad in one of the following subjects: Teaching English to Speakers of Other 

Languages (TESOL), linguistics, applied linguistics, translation or literature. This 

is the result of Saudi Arabia’s scholarship support for its citizens, where future 

teachers study in one of the Centre’s countries such as the United States, the 

United Kingdom, Australia and New Zealand. The KSA government annually 

invests over two billion dollars to fund the international scholarship programme to 

“provide quality higher education for qualified Saudis, to bring about high levels 

of academic and professional standards, exchange culture with other countries 

and build up a qualified and professional Saudi staff and faculty” (Hall, 2013 cited 

in Yakaboski et al., 2016, p.95).  

Most teachers have schedules that consist of 16 teaching hours per week as well 

as an additional six office hours during which they can meet with and provide 

support to students. The teachers have the freedom to choose the courses and 

levels that they wish to teach based on their qualifications and experiences. In 

classrooms, EFL teachers control the teaching/learning process. This means that 

EFL teaching, in Saudi Arabia, is based on the teacher-centred transmission 

model, where teachers play the role of material presenters and content 

demonstrators while active participation of students is limited to “parrot-like 

repetition of chunks of text from a set of books” (Al-Seghayer, 2015, p.90) without 

enough space allotted for sharing ideas or having discussions.  

 Conclusion  
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This chapter described both the macro and micro contexts in which this study is 

conducted. It highlighted major issues related to (1) EFL teachers, who are the 

primary focus of this study, including their education and appraisal systems and 

(2) EFL writing, which is another essential focus of this study, including its aims, 

approaches, materials and assessments. The next chapter reviews the literature 

relevant to CP and its main principles, which inform the current study in order to 

implement it in EFL writing classrooms.   

 

 

 

 Chapter Three: Literature Review 

 Introduction  

This chapter is divided into two sections. The first section reviews the literature 

related to the field of EFL writing, including its aims, approaches, practices, 

materials and assessment tools. Subsequently, CP is introduced as an 

alternative educational approach by initially presenting its historical origins, 

meanings and critiques, drawing a connection between CP and students’ 

religious identity and restructuring EFL writing aims, approaches, materials and 

assessment tools. Afterwards, based on the discussed literature, a conceptual 

framework is presented to introduce CP to EFL writing teachers. The second 

section illustrates a theoretical framework that guides this study, where specific 

principles from three theories (critical theory, postmodernism and post-process 

theory) have been integrated to direct the study.  
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 Section 1: EFL writing territory 

The importance of writing within and outside of academia has been clearly 

noticed (Khuwaileh & AlShoumali, 2000). Generally speaking, writing is important 

for communicating with others in order to maintain personal links with family 

members, friends or colleagues by sharing information, personal stories and 

experiences (Graham, Gillespie & McKeown, 2013). More specifically, 

professional communication is usually conducted through the writing of 

proposals, reports, notes and memos (Ford, 2006) to secure privileged future 

jobs that guarantee a certain economic status (Troudi, 2005; Kamil, 2011; 

AlJumiah, 2016) and subsequently supports the entire community (AlTamimi, 

2019). Thus, writing is regarded as a tool for communicating with others on both 

personal and professional levels. Moving on to academia, this study’s main 

concern, writing is a priority in the educational process because it represents “the 

most significant contributing factor in students’ academic success at tertiary level 

because of the heavy reliance on writing in college and university assessment 

requirement” (Al-Badwawi, 2011, p.27). In other words, writing is a primary 

means through which student performance is assessed at the end of an 

academic year (Ezza, 2014). To write academically, schools and then universities 

are the main places of EFL writing acquisition where students receive instructions 

on how to write by using the knowledge of the other three skills (listening, reading 

and speaking) in addition to other cognitive skills in order to analyse sources and 

synthesis them into a written text (Klimova, 2014). However, Idrees (2017) 

reflects on the EFL writing status in the Arab Gulf countries, including Saudi 

Arabia, noting that there is a major lack of both skills and knowledge needed to 

master such a practical skill.  
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In fact, in some educational institutions in many EFL contexts like Saudi Arabia, 

writing receives less attention from teachers, who are still applying the rules of 

some mainstream approaches in their classrooms (Alghamdi, 2017; Alkubaidi, 

2019). Unfortunately, communication skills, such as writing, have been neglected 

in the Arab world by a massive number of EFL institutions, which tend to highly 

focus on content knowledge courses rather than skill courses (Ezza, 2014). One 

suggested reason for such a serious neglect in teaching EFL writing might be the 

fact that students’ first language writing skill, at the first place, has not received 

proper attention in many EFL contexts (Fageeh, 2003). In Saudi schools, for 

instance, Arabic language composition is practiced once a week for 45 minutes, 

where students are asked to write short essays or summaries about specific 

topics by imitating a written-model (ibid). A study by Saba (2015) reflected on the 

poor situation of teaching composition to Saudi students that is limited to writing 

letters or dictation. Simply put, having a lower level of writing in Arabic frequently 

results in having a lower level of writing in English (Shukri, 2014; AlSeghayer, 

2015).  

In Saudi Arabia, although teaching EFL writing is started early, at the primary 

school level, the emphasis is highly placed on teaching grammatical issues, such 

as tenses, articles and punctuation than on the actual writing skill that requires 

strategic planning from a recognised voice (Alhojailan, 2015). Writing exercises 

in most Saudi schools require students to correct some already provided 

sentences or paragraphs without engaging them in the actual writing process. 

Most of the time, young students find themselves memorising three short essays 

from their textbooks in order to transcribe them on their final exams, without 

providing their own opinions and ideas that would reflect their critical thinking 

skills. Unfortunately, due to such practices, Saudi students finish their primary, 
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intermediate and high schools with poor English writing abilities (ibid). Even at 

the university level, teaching writing still has the same focus on grammar and, 

sadly, the same fragile outcome (Idrees, 2017). 

Such a focus on writing grammatically-accurate essays provides “only lip service 

to students writing needs since a close examination would show that they reduce 

writing to a mere exercise in the English grammar” (Ezza, 2014, p.578). In writing 

classes, EFL teachers provide instructions on how to write well-organised essays 

with accurate grammar for the final exams (Alhojailan, 2015). To some extent, 

the writing process in classes is done by only allowing students to produce final 

drafts individually, without the ability to work with peers due to the time factor that 

does not allow busy instructors, with heavy workloads and a high volume of 

administrative work, to provide opportunities for discussion or multiple effective 

feedback to crowded classes full of students. Thus, final drafts written at home 

save time for both students and teachers. Unfortunately, the grammatical focus 

limits EFL students’ perception of writing as a mere grammatical-exercise that is 

necessary to survive the academia, which reveals a limited understanding of both 

the meaning and purpose of writing in a foreign language. Such a restricted 

understanding might be the reason why students do not practice writing beyond 

completing the assigned academic work and receiving only micro level feedback 

that focuses on grammar rather than macro level feedback that reaches the 

content (ibid).  

Nevertheless, in many EFL institutions, such a high focus on grammar usage 

does not mean that EFL students are relaxed about writing academic essays 

because they still struggle and suffer from grammatical issues while doing so 

(Latif, 2011; Shukri, 2014; Oraif, 2016). For instance, Ezza (2014) reports how 

English teachers in Arab tertiary institutions visualise their students’ written texts 
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as “poor, unintelligible, ungrammatical, [and] lacking in proper paragraphing” 

(p.574). Even more specifically, Saudi EFL students have been described as 

weak writers (AlAhdal et al., 2014). Furthermore, the outcome of teaching writing 

in the Saudi context has been described as very low (Huwari & Al-Khasawneh, 

2013) and far from satisfactory (Shah, Hussain, & Nasseef, 2013). Unfortunately, 

after studying English for many years in Saudi schools, students leave these 

schools unable to write proper sentences in English (AlNasser, 2015). In fact, 

such a poor EFL writing status in Saudi Arabia affects the “students’ abilities to 

develop strong writing skills and positive habits” (Alshakhi, 2019, p. 93). 

Therefore, I think, it is important to shed some light on the current aims, 

approaches, practices, materials and assessment tools utilised in EFL writing 

classrooms to understand, in more depth, the status of teaching writing in the 

Saudi context, to problematise it, and then to find alternatives. 

 Aims of EFL writing  

As mentioned above, reflecting on the EFL writing terrain reveals a constant focus 

to reach grammatically accurate written products in which students’ linguistic 

competence is highly emphasised—not to understand others or change realities 

but to pass final exams and get preferred jobs (Alghamdi, 2017; Ammar, 2018; 

AlTamimi, 2019). Although the aim of communication is also emphasised 

(AlZayid, 2012; Ur Rahman & Alhaisoni, 2013), “the social aspects of writing 

(authentic purpose, audience, and context) are often absent” from EFL students’ 

writings, in the Saudi context in specific (Alkubaidi, 2019, p.152). In this absence, 

EFL students seem to have been ditched from their own realities or the realities 

of others, where they have no voice to reflect, evaluate or make changes. This 

is, I think, because of the over-reliance on some mainstream approaches, 

practices, materials and assessment tools that have received massive criticism 
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for hindering students’ competence in EFL writing classrooms (Latif, 2011; 

Alrashidi & Phan, 2015; AlSeghayer, 2015).  

 Dominant approaches in EFL writing  

As mentioned above, achieving communicative competence among students is 

one of the objectives of teaching English (Al Asmari, 2015), which means that 

EFL teachers should be aware of the usage of CLT in their classes. Reflecting 

on EFL teachers, in the Saudi context, reveals their awareness of CLT 

characteristics, its implementation and impact on students (Farooq, 2015). 

However, some EFL teachers are not very optimistic about the complete 

implementation of this approach because of some challenges, such as 

overcrowded classes, students’ low-proficiency level, time limitation (ibid), lack of 

CLT training, lack or resources, lack of motivation among students and the 

examination system in the country (Al Asmari, 2015). This is to say that there is 

a noticeable absence of CLT implementation in EFL classes in general (ibid). 

Regarding EFL writing, the literature raises a call to investigate the current 

approaches utilised in classrooms (AlNasser, 2015). Tracing the literature reveals 

how EFL teachers are still utilising two main approaches, which have controlled 

the field of writing for a long time—namely, the product and process approaches 

(Hasan & Akhand, 2010). It is important to clarify here that these two approaches, 

although different, are mainstream.  

 The product approach  

The demonstrated concern of accuracy and fluency based on teaching grammar 

is highly emphasised in EFL writing classrooms by students, teachers and 

scholars (Hyland, 2003; Alnufaie & Grenfell, 2012). Reviewing the EFL/ESL 

writing literature shows that teachers pay ample attention to the linguistic 

knowledge and grammatical competence of their students (AlSeghayer, 2015). 
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This occurs because of a fundamental belief that students who learn and know 

more vocabularies and grammatical rules will be good writers (Fageeh, 2003). 

Therefore, many teachers in numerous EFL/ESL contexts, utilise the product 

approach—also known as the Grammar Translation Method (GTM)—which 

flourished from the mid-1940s until the 1960s (Kim, 2006), to reach this linguistic 

accuracy and fluency in written texts (Ezza, 2014; AlSeghayer, 2015; Ferris, 

2016). This approach was born from “the marriage of structural linguistics and 

the behaviourist learning theories of second language teaching” (Silva, 1990 cited 

in Hyland, 2019, p.4). 

The product-based approach sees writing as the knowledge about the structure 

of language (Badger & White, 2000). Thus, the focus of this approach is on 

grammatical accuracy and the final product of the written text rather than on the 

writing process itself (Brown, 2001; Juan & Flor, 2006). For this reason, the 

attention of teachers is directed towards providing feedbacks and activities that 

strengthen this area. Thus, the emphasis for teaching writing, in this approach, is 

based on four stages: 1. familiarising students with certain grammar and 

vocabulary, 2. controlling students’ writings by following some fixed patterns, 3. 

guiding students’ writings by imitating texts models and 4. allowing free writing 

where students use the acquired patterns to write (Hyland, 2019). Such a focus 

can be seen in many EFL/ESL contexts around the world (Ruan, 2014; 

Naghdipour, 2016; Widiati & Cahyono, 2016). Reflecting on the Saudi context 

proves the existence of such a focus on the final product while writing. However, 

examining the current obstacles in academic writing that challenge students and 

teachers in Saudi Arabia still exposes two major weaknesses related to 

grammatical and lexical aspects that result in incomprehensible written texts 

(Raja & Zahid, 2013; Javid & Umer, 2014; Mohammad & Hazarika, 2016).  
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Although it is obvious, from the above-mentioned studies, that the focus on the 

linguistic accuracy aspect of writing is still a major concern in the Saudi context, 

the above authors’ awareness of the importance of changing the traditional 

method of teaching writing, which focuses on the final product, in order to 

integrate modern approaches is also clearly reported. Raja and Zahid (2013), for 

instance, recommend modern writing approaches that appreciate students’ 

educational and cultural backgrounds to help EFL students overcome their 

grammatical and lexical deficiency. Mohammad and Hazarika (2016), in another 

example, advise EFL teachers to create a desirable and interesting environment 

that, in turn, improves students’ writing skills. Moreover, they encourage EFL 

teachers to allow their students to discuss and write about related topics based 

on their own interests and experiences to enhance their creativity while writing. 

In fact, the authors realised that choosing topics related to students’ lives would 

engage them in discussions based on personal experiences, where their voices 

would be reflected in their writings. Based on the recommendations of the above 

studies, there is an urgent need to utilise different educational approaches that 

consider students’ backgrounds, cultures, experiences, needs and interests to 

improve the content of their written texts. 

Thus, this product approach has been criticised for preventing EFL students from 

thinking and writing critically because of the overemphasis placed on producing 

a linguistically accurate written text (Kim, 2006; Park, 2010). Moreover, it depicts 

students as passive recipients who merely accept and represent the linguistic 

knowledge given to them (ibid). Also, in such a traditional approach, the 

interactions between teachers and students or between the students themselves 

are either eliminated or limited to teachers’ instructions (AlSeghayer, 2015). In 

this essence, the writing process is guided and controlled by teachers’ 
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instructions with no room for students’ reflections (ibid). Therefore, many scholars 

call for alternatives to be embraced that focus on the actual writing process rather 

than on the final product.  

 The process approach  

The process-based method is another dominant writing approach that focuses 

on the process of producing a written text and its stages rather than on linguistic 

knowledge (Badger & White, 2000). So, the attention here is shifted to the inner 

content of the written text away from a focus on the text’s overall structure. This 

is because writing here depends on cognitive processes where teachers should 

develop these by assisting students to think and plan carefully before writing 

(Hyland, 2019). The process approach began to be recognised and used in EFL 

writing classrooms from the late 1970s until the 1980s, aiming to change the 

previous practice of the product approach (Onozawa, 2010). To some extent, the 

process approach appeared to be a reaction against the product approach by 

making students aware of the writing process as a tool to discover ideas rather 

than to merely describe them (Susser, 1994). It is based on the processes of 

planning, writing and reviewing established by Flower and Hayes in 1980-1981 

(Hyland, 2019). Hence, in this approach, before students are engaged in the 

production of the written text, they are first introduced to the process of 

brainstorming, drafting, revising, responding, evaluating and re-writing (Seow, 

2002). To some scholars, such as Onozawa (2010), the process approach could 

consist of three steps (prewriting, drafting, revising), four steps (thinking, 

planning, writing, editing) or five steps (prewriting, drafting, revising, editing, 

evaluating). Through the cognitive focus of each step, writing comes to be viewed 

as a thinking process through which writers produce a final product based on their 

own thinking (Brown, 2001).  



 

53 

Thus, the effectiveness of this approach is believed to encourage students’ 

thinking, where the role of teachers is to embolden students’ creativity while 

writing rather than to only direct them to follow a specific model or practice (Juan 

& Flor, 2006). To urge students’ thinking, several activities should be utilised 

because writing here is a recursive process that necessitates different activities 

during the stages of pre-writing, writing, and post writing (Hyland, 2019), where 

students can share ideas, evaluate the quality of their opinions and decide 

whether to use them in their essays (Hasan & Akhand, 2010). What is more, 

students’ educational and cultural backgrounds, knowledge and interests are 

more appreciated and integrated in this writing approach (Onozawa, 2010). 

Within this premise, EFL students have a space to integrate their own thinking, 

prior knowledge and personal experiences while writing. So, both cognitive and 

social factors are integrated in this process approach (Flower, 1994). This is to 

say that the process approach is based on the social cognitive theory of writing 

(ibid) Thus, writing here is seen as a “non-linear, exploratory, and generative 

process whereby writers discover and formulate their ideas as they attempt to 

approximate meaning” (Zamel, 1983 cited in Hyland, 2019, p.11). 

Reviewing the literature presents many studies that have investigated the 

efficiency of implementing the process approach in EFL writing classrooms rather 

than the product approach (Liaw, 2007; Dueraman, 2012; Pasand & Haghi, 2013; 

Alshammari, 2016). A comparison between the two approaches is drawn by 

Alshammari (2016) and shown in Table 1 below to highlight the effectiveness of 

the process approach.  

Table 3.1 Product and process writing approaches: A comparison 

Process Writing Product Writing 
text as a resource for comparison imitation of model text 
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ideas as starting point organisation of ideas more important 
than ideas themselves 

more than one draft one draft 
more global, focus on purpose, 
theme, text type (i.e., reader is 
emphasised) 

features highlighted, including 
controlled practice of those features 

collaborative individual 
emphasis on the creative process emphasis on the final product 

 

Despite its above-described effectiveness, the process-based method has 

received criticism, just like the product approach, for treating students as objects 

who are engaged in the process of how to perform rather than why (Macedo, 

1991). In fact, such a process approach is still instructed and directed by teachers 

who control, design and choose the activities and materials they consider to be 

suitable for teaching (Alnufaie & Grenfell, 2012). In other words, EFL students 

are still following their teachers’ lead and are still unable to lead their own learning 

process. Thus, despite the cognitive and dialectical interaction that takes place 

in the process approach, it is still a controlled practice that teaches students how 

to follow certain stages and strategies to produce a well-written text. Whether it 

is one draft or several drafts, students following the process approach are trained 

to follow a series of steps to produce a final written academic text (Carbone, 

2009). Thus, the process approach seems to ultimately teach writing in a linear 

manner (AlSeghayer, 2015), aiming for a final product to be scored by teachers 

(Carbone, 2009). 

Nevertheless, despite the above-mentioned criticism, both approaches are still 

utilised in Saudi Arabia as some teachers appreciate the product approach 

(Alshalan, 2012), while others value the effectiveness of the process approach 

(Alharthi, 2012) and many tend to mix the two approaches in their writing classes 

(AlNufaie & Grenfell, 2012). Unfortunately, in many EFL contexts but with an 

emphasis on the Saudi one, sticking to these mainstream approaches has not 
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solved students’ difficulties as they still struggle to acquire the academic writing 

skills (Fageeh, 2003; McMullen, 2009). It is not only grammar or lexical 

inaccuracies that obstruct students from writing but also the traditional and 

inadequate methods that teach writing in a controlled and limited way. Such a 

continuous utilisation of the two traditional writing approaches, which exclude and 

detach students from their own writings, is the main reason for conducting this 

study, which aims to empower EFL students to develop and gain a voice in their 

writing by understanding why they are writing about a specific topic.  

Unfortunately, many EFL teachers do not explain to their students why they are 

writing an assignment and what is the real purpose of writing, which results in 

applying traditional approaches that are test-based (Alghamdi, 2017), whereas 

awareness of the trending approaches should be an essential element of the 

educational knowledge of teachers (AlNasser, 2015). Therefore, a call has been 

made to improve and change such traditional approaches (Mohammed & Adam, 

2016) as writing using these methodologies seems to be aimless—without a 

specific purpose or valuable/improved content (Alrowadhan & Alnssar, 2007) and 

students following these approaches are “systematically required to accept 

various mechanical writing skills and strategies by taking a passive attitude” 

(Park, 2010, p.18). Sadly, because of the current utilisation of these approaches 

in the Saudi context, teachers tend to follow some practices that align with these 

traditional approaches (AlSeghayer, 2015). 

 Teachers’ practices in EFL writing classrooms  

EFL teachers’ practices and roles in writing classrooms have always been 

considered a major issue for investigation in the literature. For instance, reflecting 

on some research studies conducted in EFL Saudi writing classrooms reveals a 

teacher-centred domination, where teachers control the entire teaching/learning 
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process (Ahmed, 2014; Alkubaidi, 2014; AlSeghayer, 2015). Within this premise, 

some EFL teachers are still transmitting the prescribed knowledge (Alghamdi, 

2017), which is considered to be among the main difficulties that hinder the 

English writing competence of Saudi students (Alkubaidi, 2019). Reflecting on 

EFL teachers’ practices in their writing classes, also reveals their tendency to 

teach through lecturing, talking and imposing their own opinions and ideas more 

than by listening to students (Mohammed & Adam, 2016), who only get a very 

limited space to speak (Fareh, 2010). Such a lecturing style makes EFL students 

passive with no role (Alkubaidi, 2014) and makes the entire class atmosphere 

boring (AlSeghayer, 2015). A recent study by AlTamimi (2019), for example, 

reveals that some Saudi students have stressful and anxious feelings towards 

their teachers, who do all the speaking in class and assign sudden tests without 

engaging or communicating with them. Unfortunately, a great deal of EFL 

teachers in the Saudi context are still more comfortable to follow non-

communicative approaches in their classes in which they do not involve their 

students (AlSeghayer, 2015). In this atmosphere, a usual EFL writing class would 

start with a teacher introducing new knowledge to students, who only receive, 

memorise and then write a final—accurate—text (AlRabai, 2014; AlSeghayer, 

2015). Sadly, in the Saudi context, the EFL teaching/learning process is still 

described as static and rigid measured by testing the knowledge transmitted by 

teachers (Alghamdi, 2017). 

Consequently, a great deal of Arab writers has always followed the knowledge-

telling model, where they merely describe things with a clear absence of their 

own voice and critical thinking skills (Shukri, 2014). Worse than that, Mohammad 

and Hazarika (2016) notice that many EFL students tend to memorise common 

topics, forms, structures or sentences to write them down on final exams which 
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indicates that they anticipate these writing topics. Furthermore, a recent research 

study by Alshakhi (2019) finds that, even EFL graduate students in the Saudi 

context, write about the same research topics assigned by their teachers, who 

are merely following a provided syllabus without allowing their students to 

choose. From my personal experience, the above authors have reported the 

actual current status of teaching EFL writing in the Saudi context. Therefore, there 

has been an urgent need to improve the Saudi higher educational system in terms 

of English language teaching that follows the traditional spoon-feeding approach 

(Alkubaidi, 2019). In fact, the dependency on teachers as the sole source of 

knowledge is considered to be a vital reason behind the difficulty that Saudi 

students have with developing their writing competence in EFL classes 

(AlSeghayer, 2015). 

It is fair, however, to also discuss the possible reasons why EFL teachers choose 

to follow traditional practices in their writing classrooms. Some of the reasons for 

this choice include having limited time, being overloaded with academic courses 

and administrative responsibilities, following a specific curriculum, covering 

provided materials and textbooks and lacking sufficient pedagogical training 

programmes or professional development sessions (AlSeghayer, 2015). It is 

important to clarify that such a poor status of EFL writing is not only limited to 

Saudi Arabia but that it also exists in different countries in the Arab world. A study 

by Ahmed (2010), for example, reveals the same practices and challenges 

mentioned above but in the Egyptian context.  However, it could be argued here 

that Saudi teachers and EFL teachers might have been introduced to CP but 

rarely explore CP in classroom teaching (Mahmoodarabi & Khodabakhsh, 2015; 

Mohammed & Adam, 2016; Raddawi & Troudi, 2018; Barnawi, 2019). I think it is 

often the case in TESOL and in education in general that teachers are given the 
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“theoretical stuff” from (workshops, conferences, readings, etc) without knowing 

or being given the opportunity to know how to bridge the “theoretical stuff” with 

classroom practice (Barnawi, 2010). Thus, it can be concluded here that 

teachers’ utilisations of traditional approaches, practices and resources are 

among of the main causes of EFL student writing deficiency (Ezza & Al-Mudibry, 

2014).  

 Materials in EFL writing classrooms 

EFL course textbooks are the only teaching resources for many EFL contexts 

(Harwood, 2005; Chien & Young, 2007), including the Saudi context (Al-Sadan, 

2000; AlSeghayer, 2015). Therefore, many teachers do not use authentic 

materials, such as short controversial stories or articles, in their classes but tend 

to use only the assigned textbooks (AlSeghayer, 2015) from higher authorities.  

What is worse, in many EFL classes, teachers are not concerned about relating 

to local or global topics other than the ones mentioned in the assigned textbooks 

(Raddawi & Troudi, 2018) and, unfortunately, most of these provided topics do 

not correspond to local needs, interests or concerns (Al-Mahrooqi, Denman & Al 

Issa, 2015). The textbooks provided for college-level studies in the Arab arena 

are either introducing artificial topics, such as hobbies and vacations, without 

including critical issues, such as corruption or racism (Troudi, 2015), or they deal 

with inappropriate topics that conflict with the religion of students in the region, 

such as drinking or gambling (King, 2012). Many Saudi students, for instance, 

believe that some of the topics in their textbooks are against their Islamic 

identities (Elyas, 2008). Moreover, many of the provided topics in these books 

are far removed from students’ culture (King, 2012). From a personal experience 

while teaching at a college in Saudi Arabia, I was required to teach a topic about 

“bicycles” to Saudi females who are not allowed to ride bicycles. While not 
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necessarily against students’ Islamic identities, the topic was very far removed 

from them. I remember laughing with my students about the absurdity of 

discussing this topic with them – we concluded that whoever chose the textbook 

and that topic for them to study should be required to ride a bike in the hot/burning 

summer wearing abaya (an official dress for woman that covers the whole body). 

Discussing the absurdity of the topic was actually more fruitful and productive 

than the topic itself. Simply put, the EFL territory suffers from poor instructional 

materials and commercially produced textbooks (Rashidi & Safari, 2011). In fact, 

such unappealing textbooks are considered to be main reason for demotivating 

EFL students in the Saudi context (Al-Khairy, 2013) resulting in their poor outputs 

(Mohammed & Adam, 2016). 

Besides, the dependency on textbooks as the sole resource negatively affects 

EFL teacher autonomy and their ability to respond to their students’ needs and 

interests. Albedaiwi (2014), for instance, investigates the limited space that EFL 

teachers have in their classes regarding the provided materials. The findings 

reveal that teachers are totally excluded from developing the EFL materials, 

which is the same result of other studies conducted in the same context 

(Musharraf, 2000; Alnahdi, 2014; Al-Seghayer, 2014). Given that EFL teachers 

in Saudi Arabia are banned from changing, editing or adding other resources than 

the ones provided (Al-Sadan, 2000), their willingness and ability to take 

control/responsibility of their own learning/teaching process is also investigated 

and evidenced inside their classes, where they have private authority away from 

assigned obligations (Albedaiwi, 2014). It is found that, despite constraints such 

as heavy workloads, higher number of obligations or even lack of training on how 

to develop teaching materials (AlSeghayer, 2015), EFL Saudi teachers who have 

the chance to participate in developing, editing, adding and employing their own 
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materials show a higher level of self-confidence and independence in their 

teaching practices (Albedaiwi, 2014). Thus, teachers should be included in 

designing and developing the structures and materials in their EFL classes (Al-

Sadan, 2000). This is because teachers are the best entities who know and 

understand their students’ needs and concerns (Christophoruo, 1994, cited in 

Albedaiwi, 2014). Higher authorities need to show a higher level of trust towards 

teachers by providing more adequate training programmes to help enhancing 

their role in developing materials (Albedaiwi, 2014) and assessment methods.  

 

 Assessment tools in EFL writing classrooms 

The assessment process has been defined as “the act of collecting information 

on individual learners’ proficiency or achievement” (Carter & Nunan, 2001, p. 

218) to understand their abilities, talents, interests and needs (AlSerhani, 2007). 

To assess EFL students’ written work, tests are recognised as the only tool that 

counts in many EFL contexts (Choi, 2008; Zhao, 2010; Athimni, 2018), including 

Saudi Arabia (Albedaiwi, 2014; Alghamdi, 2017; Alshakhi, 2019). Nevertheless, 

such an examination system does not accurately measure students’ language 

abilities because students’ language competencies are often different from their 

final tests’ results (AlTamimi, 2019). Consequently, the examination system in 

Saudi Arabia is regarded as an achievement-oriented system that focuses on 

final grades rather than a performance-oriented system that focuses on student 

proficiency (AlSeghayer, 2015). In such a traditional assessment environment, 

EFL teachers remain as examination-facilitators rather than helpers of linguistic 

or communicative proficiency (ibid). Within this premise, EFL teachers are the 

only entities responsible for assessing their students’ writing and providing 
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feedback (Alshakhi, 2019), merely to prepare them for final exams (AlNasser, 

2015; Stevens, 2019). 

Investigating Saudi students’ perceptions towards the assessment tools utilised 

in their context reveals their teachers’ over-reliance on tests as the main official 

form of assessment each semester, which leads to a major lack of research-

related writing activities and more focus on test-oriented activities (Alshakhi, 

2019). In addition, the EFL teachers’ focus on correction relates to grammar, 

vocabulary and the mechanics of writing rather than the developed ideas (Asiri, 

1999). In fact, such a product-oriented traditional assessment tool treats EFL 

students as objects of evaluation who do not partake in the assessment process 

(AlSerhani, 2007). In contrast, the assessment process should pay attention to 

evaluation—not merely examination (AlNasser, 2015). Furthermore, the 

assessment process requires both students’ and teachers’ cooperation and 

engagement (Newton et al., 2018) through the integration of students’ voice 

(Shohamy, 2001) to identify their needs, interests, strengths and weaknesses 

rather than only focusing on final grades (AlSerhani, 2007). Involving students in 

the assessment process develops their reflective skills and performance as they 

become aware of the qualities of good writings (ibid). In other words, involving 

students in the assessment process assists them in developing their writing skills 

(Alshakhi, 2019).  

In fact, tracing the literature about EFL writing assessment reveals the urgent call 

to integrate alternative assessment tools as a substitute to the traditional testing 

assessment in order to value the entire learning process. These alternatives are 

known as non-formal assessment methods (Tan, 2012), such as portfolios, 

journals, reports or group projects (Stoynoff, 2012). The goals of these alternative 

tools are to both assess students’ work and engage them in a self-evaluation 
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process (Ali & Al Ajmi, 2013). Engaging students in a self-evaluation process 

would benefit them not only while writing in the classroom but also for the rest of 

their future lives (White 2007; Salitrynski, 2014). In other words, alternative 

assessment methods can empower EFL students and promote their autonomous 

identities (Tan, 2012).  

However, the tight control of the traditional testing system in many EFL contexts 

makes it hard to utilise alternative assessment tools. Unfortunately, the focus on 

summative assessment—the final grade obtained from a test— is still highly 

emphasised in the assessment process rather than the integration of formative 

assessment, which refers to the use of ongoing methods for the duration of the 

entire course to assess students’ learning and to provide constant feedback to 

them (Huot, 2002). In other words, the focus on accuracy rather than quality of 

EFL students’ written work still controls the traditional approaches that teach to 

the test. What is more, EFL teachers, especially in the Gulf countries, do not have 

a say in designing the tests or their criteria (Al Riyami, 2016). In their study, 

Troudi, Coombe and Al-hamly (2009) discovered that teachers’ views regarding 

the design or choice of assessment methods were totally ignored in both the 

United Arab Emirates and Kuwait, which are contexts similar to Saudi Arabia. 

Within this traditional-assessment environment, EFL teachers are used to follow 

the provided criteria to grade their students’ writings (Glad, 2004; AlSeghayer, 

2015). This is the case in the Saudi context where teachers follow specific testing 

criteria provided either because of their inadequate preparation for designing or 

evaluating EFL tests or because of their fears to be questioned by a higher 

authority about the poor test outcome or their students’ failure, which makes them 

intensely focus on merely preparing students to pass the tests (Al-Seghayer, 

2011). In this essence, EFL writing is considered to be “a technique, rather than 
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an empowerment, because the [provided] criteria largely focused on linguistic 

correctness…of the essays” (ibid, p.106).  

To sum up this section, the current status of EFL writing reveals the necessity of 

considering alternative approaches that suit the students’ cultural background, 

which is the main concern of this study. Ball (2006) and Park (2010), for example, 

confirm this need for a new pedagogical paradigm for EFL/ESL contexts in which 

the focus is driven towards students’ culturally diverse backgrounds, 

experiences, interests and needs. I think that it is time to encourage EFL students 

to put “their lives, the way they live their lives, [and] the way they interact with 

others into print so that it is available for community discussion and critique—and 

also for evaluation” (Blitz & Hurlbert, 1998, p.5). It is time for teachers to “stop 

pretending that our real lives are secondary or irrelevant to the work of teaching” 

(p.2). Hence, I also think that it is just the right time to implement CP as an 

alternative to the mainstream approaches to the teaching of writing.  

 Introducing CP to the EFL Writing Territory  

Before introducing CP to the writing terrain, it is important to shed some lights on 

its historical origins, meanings and critiques to understand its challenges and 

feasibility in the EFL writing terrain. 

 What is CP? Historical origins  

From the extensive body of literature that tracks the history of CP, there is a 

strong assumption that CP is rooted in Critical Theory (CT) (Giroux, 2003; 

Kincheloe, 2005) and flourished by the Frankfurt school members in Frankfurt-

Germany (Kincheloe, 2004; Goomansingh, 2009; Troudi, 2015). By 1923, This 

group tried to apprehend the powerful effects of capitalism on several societal 

aspects, such as culture, liberation and education (Darder et al., 2003) to 

understand “how a dehumanized society could continue to maintain its control 
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over its inhabitants, and how it was possible that human beings could participate 

willingly at the level of everyday life in the reproduction of their dehumanization 

and exploitation” (Giroux, 2009, p.41). So, the school appeared as a response to 

the social and political conditions of that time. Initially, these critical theorists were 

highly influenced by Karl Marx’s ideas about labour—socio-economic inequality, 

specifically—as a core problem that affects social justice among workers (Eisner, 

2002). Then, they embraced another aspect of Marx’s notions about social 

justice, which is related to the educational field. 

The most prominent critical theorists, including Horkheimer, Adorno and Marcuse 

claimed that schools disregard students’ position and responsibility for 

expressing and deciding their own objectives which, accordingly, leads to 

deskilling them (Kincheloe, 2004). In other words, the schooling system assists 

the complete absence of students’ social consciousness, which would bring 

social justice and change to the world (Eisner, 2002). Simply, those critical 

philosophers disliked the negative role of education that perpetuates dependency 

and provides the taken-for-granted knowledge among students (Al Riyami, 2016) 

as they could not accept the world as a fixed reality that is “functioning in 

reproducing existing social relations and obstructing social transformation” (Choi, 

1995, p.15). In contrast, they regarded reality as “historically contingent contexts 

mediated by relationships of domination and subordination” (Giroux, 2003, p.28).  

Furthermore, they insisted on the possibility of emancipation and transformation 

by empowering the members of society to change their oppressive reality (Talmy, 

2010). However, since it is hard—if not impossible—to be completely 

emancipated from socio-political influences (Kincheloe, 2005), raising awareness 

of these powers is a major step towards liberation and change (Al Riyami, 2016). 

In fact, the goal of emancipation through personal awareness has been 
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recognised as an important perception of CT (Braa & Callero, 2006). Thus, the 

goal of emancipation has been sought in education, where Eisner (1992) regards 

critical theorists as intellectuals who uncover the hidden assumptions by initially 

raising teachers’ and students’ awareness towards dominant powers and 

ideologies. This is relevant to the aim of the current study, which introduces CP 

through engaging teachers in the exploration process of its principles in order 

raise their awareness of the dominant/traditional approaches and the ideologies 

behind teaching writing and then to bridge the gap between theory and practice. 

This means that EFL teachers first need to understand the taken-for-granted 

issues surrounding teaching writing in their context and, then, they need to 

challenge them. This is because, from a critical perspective, people must first 

recognise the causes of oppression in order to be able to act and change (Freire, 

2000). Simply put, critical theorists call individuals to analyse, reflect and assess 

in order to realise the importance of change. 

The obvious influence of CT on the educational field has led to the emergence of 

CP (Pishghadam & Meidani, 2012). In other words, CP can be regarded as an 

educational reaction to the oppressive ideologies and relations dominating the 

educational institutions (Keesing-Styles, 2003). More specifically, CP advocates 

claim that schools produce certain knowledge that serves only certain powers or 

groups and results in social inequalities (Al Riyami, 2016). Thus, CP comes to 

raise teachers’ awareness of how “the [provided] curriculum and the approaches 

to teaching put forward a perspective on the world that serves to silence certain 

voices and marginalize certain ways of life” (Baladi, 2007, p.15). Reviewing the 

existing literature presents numerous intellectuals whose names have been 

associated with CP and who have brought issues of power and inequality in 

schools to the forefront of educational debates, offering CP as an approach that 
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can confront and solve these issues.  

For example, Paulo Freire, a Brazilian literacy educator and curriculum specialist, 

is known as the prime CP theorist (McLaren, 2000). In his popular book, 

Pedagogy of the Oppressed (2000), he calls for emancipated education through 

the engagement of both students and teachers in reflections and actions. Freire 

insists on the necessity of engaging students in praxis, where they combine 

theory into reflection and then action to improve and change. He constructs a 

new teaching model (the problem-posing model) that rejects the control of the 

banking educational model and engages students and teachers in producing the 

learning/teaching process together, where they can question surrounding 

ideologies through employing dialogical methods in classrooms.  

Another remarkable thinker is Henrey Giroux, who coined CP terminology in his 

influential book, Theory and Resistance in Education (1983), where he 

recognises the effects of power relations on individuals’ identities, consciousness 

and knowledge (Darder et al., 2003). Accordingly, he calls for a language of 

possibility through which individuals recognise the effects of dominant ideologies 

and then challenge and change them (Giroux, 2018). Roger Simon, then, was 

highly influenced by Giroux’s “language of possibility,” which assisted him in 

introducing a “project of possibility” in which he aimed to reach a variation of sites 

of cultural practices rather than schools only. In his book, Teaching Against the 

Grain: Texts for a Pedagogy of Possibility, Simon (1992) suggests that educators 

should establish an efficient structure to start educational practises that provoke 

hope. This is to create an emancipatory arena, where CP is regarded as an 

approach that allows teachers and students to engage in praxis and to develop 

their consciousness about the possibility of promoting democracy in their 

classrooms (McLaren, 2006). In Table 2 below, Al Riyami (2016) illustrates the 
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interests of several critical pioneers who form, establish and add several notions 

of CP.  

Table 3.2: CP thinkers and philosophies (Al Riyami, 2016, p.76-77) 
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Tracing the work of scholars presented in the table above shows multiple and 

varied aspects of CP that do not constitute a unified body of thought (Darder et 

al., 2003; Crookes, 2013; Philpot, 2015). Although some critics consider this 

diversity to be a contradiction, some justifications found in the literature might 

resolve and overcome this confusion. The transdisciplinary nature of CP, for 

example, synthesises other counter-hegemonic philosophies such as Marxism, 

Critical Theory, Feminism, Post-Colonialism, Post-Structuralism and 

Postmodernism (Weiner, 2007; Breunig, 2009; Chi, 2011). Thus, the literature of 

CP is “incredibly broad and the content often dense and perplexing” (Keesing-

Styles, 2003, p.2), which makes it difficult to have a fixed frame or set of ideas for 

CP to be taught (Akbari, 2008; Al Riyami, 2016). In fact, the heterogeneous 

nature of CP, in addition to the intersection and overlapping between its 

discourses, “help[s] to assimilate the multiple and varied meanings of the theories 

of critical pedagogy” (Breunig, 2009, p.24).  

Therefore, the variant nature of CP should be acknowledged as a distinctive 

factor that constitutes its nature and function (Darder et al., 2003). This is 

because these varieties are beneficial as they enable educators to “reshape their 

understandings and interpretations as they progress” (Al Riyami, 2016, p.77). 

Moreover, despite CP’s variation, a stable, solid-objective to all critical 

pedagogues is to reach a more socially just world through education (Keesing-

Styles, 2003; Kincheloe, 2004, 2008b; Aliakbari & Faraji, 2011). Within this 

premise, CP’s essential concerns are to recognise the political nature of 

education, empower students, spread equality and promote liberation in 

classrooms (Kincheloe, 2008). To understand CP meanings, the next section 

illustrates some of its main principles, which guide this current study. 
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 CP meanings: Principles 

Some scholars refer to CP as a “big tent” that includes underneath itself several 

perceptions (Lather, 1998). Therefore, finding a specific definition might be 

inadequate because CP, like several other educational concepts, cannot be 

reduced into a single definition (Crookes & Lehner, 1998). Nevertheless, a 

possible way to define CP could be accomplished through focusing on its main 

principles (Al Riyami, 2016). To understand such a diverse concept, I concentrate 

on five main principles of CP which are: (1) considering the role of politics in the 

educational process; (2) raising consciousness towards the surroundings; (3) 

questioning the taken-for-granted knowledge; (4) empowering individuals; and 

(5) integrating the world into classrooms as shown in Figure 3.1 below.  

 

Figure 3.1 CP principles 

3.2.6.2.1 Considering politics in education  

The belief that education is a political enterprise is one of the most essential 

principles of CP (Pennycook, 2001; Kumaravadivelu, 2006; Kincheloe, 2008). 

This means that many dominant ideologies and power relations in societies 
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control and constitute the educational institutions and classrooms (Tisdell, 1993; 

Mohammed & Adam, 2016). Accordingly, every procedure in the classroom, 

starting with the subjects, texts, assignments, rules, tests and even teacher 

comments, is a “micropolitical moment” that affects the student learning process 

(Shor & Pari, 2000, p.11). The way these micropolitical sets affect students’ 

learning and classrooms’ environment, other macropolitical effects have a vital 

influence on the entire educational process presenting in some “unequal funding 

and outcomes of elite and mass institutions, segregated districting, biased testing 

and inadequate facilities” (p.11). Therefore, several critical pedagogues claim 

that education is not neutral because it is influenced by social and political 

relations (Mohammed & Adam, 2016). 

Within this premise, people who have the power and authority to make decisions 

in the society are the same people who constitute the educational system (Giroux, 

1983; Kreisberg,1992; Migdal, 2001). Therefore, decisions regarding the 

appropriateness of curricula, textbooks, subject matters or instructors are all 

political decisions with political agendas (Degener, 2001). Furthermore, politics 

play a major role in drawing the teacher–student relations and roles that organise 

the classroom setting and discussion (Shor, 1992). This means that the 

educational structures, curricula, methods and assessments are all value-laden, 

which affects the way individuals respond and act (Shor, 1993). Therefore, from 

CP perspective, it is important to understand how these political powers 

work within educational institutions (Giroux, 2006; McLaren, 2006).  

However, while numerous critical advocates regard education as a political 

enterprise, many other intellectuals from different mainstream/traditional 

disciplines reject such a notion and they argue that teachers should stick to their 

role in transforming technical knowledge without imposing their political 
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viewpoints (Laurence et al.,1993; Baladi, 2007; Chandella & Troudi, 2013). In the 

writing field, for instance, a great number of researchers considers teaching a 

foreign language as a neutral and transparent process in which teachers can 

improve their students’ writing “without examining the constructed and partial 

nature of knowledge” (Goodbum, 1994, p.21). Consequently, several 

conservative scholars claim that classroom environment should be totally 

separated from politics (ibid). Other intellectuals view politics as something 

“extra” through which instructors can add to the educational practice when 

needed (Phelps, 1993, p.51). However, it is important to understand that 

neutrality in education assists the perpetuation of the status quo (Al Riyami, 

2016). Hence, instead of arguing whether to include or exclude, reject or accept 

politics in education, it is worthy to investigate and understand how politics are 

involved in everyday practices of teachers (Goodbum, 1994). In other words, 

teachers’ awareness of the political role they play inside their classes should be 

raised (Kincheloe, 2005). Shor and Freire (1987, p.46) comment clearly on this 

point: 

This is a great discovery, education is politics! When a teacher discovers 
that he or she is a politician, too, the teacher has to ask, what kind of politics 
am I doing in the classroom? That is, in favour of whom am I being a 
teacher? The teacher works in favour of something and against something. 
Because of that, he or she will have another great question, How to be 
consistent in my teaching practice with my political choice? 

In fact, CP aims to raise teachers’ awareness towards the political aspects and 

assumptions affecting the educational process and their role as political agents 

who “consciously or unconsciously” come to classrooms carrying these political 

assumptions (Chandella & Troudi, 2013, p.47). Raising teachers’ and students’ 

awareness of the political influences on the educational process might be a first 

step in any critical work that encourages reflecting on and questioning one’s own 

practices (Al Riyami, 2016). Therefore, this study aims to, initially, raise EFL 
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writing teachers’ awareness about the political nature of education to encourage 

constant reflection on and questioning of everyday practices for the sake of 

improvement and change.  

3.2.6.2.2 Raising consciousness  

CP focuses on raising individuals’ awareness towards the issues surrounding 

them, which is the central emphasis of Freire’s critical work (Boyce, 1996). This 

is because raising awareness is considered to be the first step in the process of 

changing or improving the educational field (Pennycook, 1999). Raising 

consciousness begins, initially, with our own understanding of ourselves (Prpic, 

2005) because “nothing will change unless people know things need to” be 

changed (Pennycook, 1999, p.336). To foster self-awareness, a reflective 

practice, which is the early emphasis of Dewey’s work in 1933, is suggested as 

a beneficial developmental tool through which students and teachers frequently 

assess themselves to improve their practices (Prpic, 2005). However, such a 

reflective practice that merely focuses on an individual’s personal viewpoints to 

understand and reflect is inadequate. Therefore, it is more efficient to connect 

both internal–personal and external–universal practices and experiences and to 

understand their influences on individuals and the entire society, which is known 

as a reflexive process (ibid). This reflexive process has been defined as: 

Questioning what we, and others, might be taking for granted—what is 
being said and not said—and examining the impact this has or might have. 
This means examining our own assumptions, decisions, actions, 
interactions, and the assumptions underpinning organizational policies and 
practices and the intended and potentially unintended impact. (Cunliff, 
2016, p. 741) 

While engaging students in a reflexive process, it is important to ensure that they 

experience three viewpoint stages (Prpic, 2005). The first one is the intra-view, 

which deals with the inner landscape through which students investigate their 

own personal ideas to understand themselves, new concepts or experiences. In 
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the second stage, the inter-view, students start to share their own ideas with 

another person or a small group of people to reach new understanding together. 

Contrary to the intra-view level, students here are engaged with others to create 

new meanings. The third stage is the trans-view, which deals with and includes 

all student views, principles and exercises (ibid). Furthermore, the reflexive 

practice should be considered to be a moral responsibility, where students seek 

to consider everyone, recognise the uniqueness of others, respect others and 

understand the reasons beyond working or serving some organisations in the 

community (Cunliff, 2016). Therefore, a reflexive person does not manipulate 

others by dealing with them as “objects” but treats them as “human beings” and 

engages with them in relationships (Cunliffe & Eriksen, 2011, p.1431), which is 

relevant to the aim of this study in which both teachers and students are 

encouraged to engage with one another.  

While practicing reflexivity, students’ growing awareness can be clearly 

understood in terms of Freire’s (2013) three-stage model of developing 

consciousness. At the first level (intransitive consciousness), students accept 

their lives’ conditions as they are without attempting to change anything because 

of the embedded magical powers that constitute those conditions that they cannot 

control nor understand. At this level, students accept the status quo as it is. At 

the second level (semi-transitive consciousness), students become aware of their 

situations and show a willingness to change. Yet, their transformation is limited 

to the internal classroom sphere that is detached from the external world. Thus, 

students here do not relate their problems to what is happing outside nor to 

surrounding influences. Within this premise, change at this level would be 

described as a short-term change and the student consciousness towards the 

surrounding effects is incomplete. Moving to the third level (critical 
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consciousness), students become completely aware of their own problems and 

of the outside influences that affect their lives. Also, they are able to connect their 

problems to the external influences and respond via actions. In fact, such a critical 

level of consciousness portrays students as reflexive entities who can interpret, 

evaluate their problems and the surrounding influences and then transform their 

realities. 

Thus, critical consciousness evokes students’ capacity to transform their lives by 

being aware of the surrounding conditions and being aware of their own power 

to challenge the taken-for-granted practices. What is more, raising students’ 

critical consciousness does not rely on merely understanding and changing 

students’ own realities but it involves an expansion to reach different realities 

(Darder et al., 2003; Okazaki, 2005). In other words, reflexivity awakens the 

manipulated or silenced consciousness to the realisation of the hidden agendas 

controlling the educational sphere, in particular, and the whole world, in general, 

to act against the oppressive powers for the sake of liberation (Siha, 2012). 

However, it is significant to note that raising students’ awareness of the 

oppressive conditions in a top-down environment will affect those learners 

negatively (Gore, 1993) especially in conservative societies where students might 

not be able or allowed to take action against oppressive situations. Thus, raising 

students’ consciousness gradually through the intra-view, inter-view and trans-

view reflexive stages might be a secure manner to accomplish this through a 

constant questioning process (Siha, 2012).  

3.2.6.2.3 Questioning the taken-for-granted-knowledge and assumptions  

Questioning or, as some call it, curiosity is a humanistic feature indicates that 

people are born to learn (Shor, 1992). From a critical perspective, it is the 

responsibility of education to either encourage students to develop or to stop their 
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curiosity and eagerness to ask questions that lead to learning. Therefore, a 

curriculum that avoids questioning “cuts off the students’ development as critical 

thinkers about their world” (p.12). In contrast, a curriculum that encourages 

questioning enables students to investigate and examine their educational 

processes, societal issues and personal experiences, which results in developing 

them both intellectually and emotionally. In other words, questioning assists 

students to understand, make meanings and interpretations and react based on 

reflection rather than on “memorizing facts and values handed to them” (p.12). 

Thus, CP seeks to transfer students into critical entities through constant 

questioning of the dominant knowledge, practices and values (Goomansingh, 

2009). Within this premise, students need to question the way knowledge is 

presented and the ideologies behind it (McLaren, 2006) to come up with new 

emancipated knowledge (Kincheloe & Steinberg, 1998) that changes and 

improves the schooling system, in particular, and the wider society, in general 

(Pennycook, 1990). This is to say that CP urges students to ask questions 

centred on what, why, how, who and why (Benesch, 2009) to critically think, 

decide and act to change the taken-for-granted knowledge (Hawkins & Norton, 

2009).  

Reviewing the literature about CP reveals how it views knowledge as an ongoing 

concept that needs constant discussions and negotiations by teachers and 

students to redefine and challenge the taken-for-granted information. This is 

because, for critical pedagogues, knowledge is not a static structure but a social 

invention (Choi, 1995) that should not be received as neutral (McLaren, 2006). 

More specifically, knowledge, from a CP perspective, is socially constructed from 

the dialogical interactions among students themselves and between students and 

teachers (Saba, 2015). Within this premise, questioning in education is a priority 
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because it generates discussions among students that lead to raise their 

consciousness to understand things and then to change them if needed 

(Montero, 2009). Therefore, rather than accepting others’ ideas for granted, 

“college student writers are expected to critically question the validity of ideas in 

written texts, and they are encouraged to judge the ideas of other people to show 

authorial presence, which shows autonomy of their thoughts” (Barnawi, 2010, 

p.190). In fact, any critical work necessitates questioning the naturalised ideas 

and assumptions that are no longer examined (Pennycook, 1999). This is to say 

that CP “strips school curriculum of its innocence, questions the absoluteness of 

knowledge, and illustrates the social origins of the assumptions of taken-for-

granted school knowledge” (Choi, 1995, p.93).  

In addition, CP encourages teachers to problematise and then abandon the 

notion that portrays them as technicians who simply follow the designed curricula 

and standardised tests (Giroux, 2003). This is because CP aims to change the 

teacher role from that of traditional instructors to transformative intellectuals who 

question, analyse and support their students to reach new emancipated 

knowledge (Wink, 2005). To address emancipatory knowledge, teachers need to 

question how and why knowledge is structured the way it is in order to understand 

the political agendas behind provided ideologies (Morgan, 1998). Within this 

questioning process, both teachers and students collaborate to create and 

recreate knowledge (Kincheloe & Steinberg, 1998). This can be achieved by 

establishing good relationships with students, where they have the opportunity to 

discuss and reflect on the surrounding issues that appear both in their classes 

and outside (Al Riyami, 2016).  

Yet, in practice, some teachers are transferring knowledge as a complete-static 

entity (McLean, 2011) to students who memorise for final exams that determine 
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their college admission (Baporikar & Shah, 2012). What worsens the situation is 

that the nature of knowledge in many EFL contexts is often described as 

technical, fragmented and separated from students’ reality (Al Mamari, 2012). 

Besides, the fact that the provided curricula, in many EFL contexts, are the official 

documents that determine both what and how a language should be taught 

(Karmani, 2010) restricts the possibility of teachers to amend or change the 

materials because of the top-down hierarchy controlling the EFL curricula (Al-

Issa, 2009). On the other hand, CP encourages teachers to discuss relevant 

knowledge that begins with student experiences, critical knowledge that is 

introduced as problematic and transformative knowledge, where students start to 

empower themselves and others using their own emancipated knowledge 

(MacLaren, 2006). Therefore, teachers need to “recognize, value, use, and build 

upon student’s previously acquired knowledge and skills” (Bartolomé, 2009, 

p.348). This is relevant to the current study’s aim to raise teachers’ awareness of 

the importance of questioning the taken-for-granted knowledge in their own 

institutions in order to challenge and change them based on students’ prior 

knowledge for the sake of empowerment.  

3.2.6.2.4 Empowering individuals 

Empowerment is one of the main concepts of CP (Momenian & Shirazizadeh, 

2009), which concerns about raising teachers’ and students’ consciousness 

towards their own conditions and surroundings to question power relations for the 

sake of improvement (Peterson, 2003). Empowerment starts with having a voice 

in the society to change oppressive conditions (Heyman, 2004; Noroozisiam & 

Soozandehfar, 2011). In other words, empowerment is all about having the 

courage to reflect, state the problem, evaluate it and then decide to change it 

through a dialectical relationship and critical attitude (Freire, 1973). Likewise, this 
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study aims to empower both teachers and students to think independently, 

assess and reflect critically, react and change yet with respect and appreciation 

for different opinions and perspectives. It is important to clarify that such an 

empowerment process starts from students themselves, with the cooperation and 

encouragement of their teachers who should provide the opportunity and space 

to speak and discuss in classes. In different words, students need their teacher’s 

authority to allow the empowerment process (Shor, 1996).  

However, handing authority to students should be done gradually because, 

according to Shor (1996), many students refuse to share authority, reject 

negotiation or do not know how to use authority or negotiation properly. Thus, 

teachers’ authority should be used properly, at the right time, for the right 

purpose. Teachers can share authority with their students through creating a 

comfortable atmosphere among students, where teachers are flexible in 

positioning themselves in the classroom. Little movements, such as teacher 

mobility, student seating arrangements, changing the daily routine, inviting 

students to negotiate, saying little from the teachers’ side, listening more to 

students, posing questions instead of providing comments and introducing the 

course or the topic as a problem for the students to question in a collaborative 

and participatory learning environment through dialogue would all be essential 

keys towards empowerment (ibid). Precisely, this should be done based on  

students’ daily experiences (Raimes, 2002). This is because students would be 

empowered when the educational process deals with familiar contexts that 

combine their daily experiences and problems (Reid, 2001).  

Thus, considering the experiences of students themselves in curriculum planning 

would assist students to be active rather than passive (Freeman & Johnson, 

1998). In fact, relating teaching/learning practices to the lives of teachers and 
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students, which would ensure that classroom activities are relevant to pertinent 

social issues, is one of the major concerns of CP (Kumaravadivelu, 2003). 

Therefore, students’ experiences, voices and prior knowledge must be the 

starting point of any critical work that aims to empower its participants (McLaren, 

2006). Within this premise, critical teachers must begin with the experiences of 

their students to encourage them to develop their self-confidence so they can 

reflect on their cultural, social, racial, class and gender identities (Giroux, 2009). 

When students connect language use to their own experiences, their writing 

improves and connects to the world (Finlay & Faith, 1980; Freire, 2000). In fact, 

considering writing as a tool that enables students to examine their world (Clark 

& Ivanic, 1997) necessitates constructing it around topics related to the students’ 

own lives (Freire, 2000). Through writing, students can talk about their personal 

experiences and everyday problems (Morrel, 2003). Through free writing 

(McDonough & Shaw, 2012) and writing journals (Deans, 2000), students are 

empowered because they are not only writing about their own experiences but 

are also reflecting on them (Pough, 2002).  

However, the entire empowerment process, including sharing authority with 

students, is not that easy because of some obstacles. The first challenge to 

consider is students’ resistance to any new approach because they are 

accustomed to the banking model utilised in their prior schooling system, where 

they became used to memorising rules and facts without considering them 

intellectually (Shor, 1992; Saba, 2015; Barnawi, 2019). A study by Sadeghi and 

Ketab (2009) reports that trying to switch a traditional classroom into a critical one 

is not an easy task for traditional students and teachers because sharing 

authority/power is completely an absent concept within the banking system. In 

fact, the two scholars wonder about the possibility of negotiating classroom 
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procedures, contents or assessments with Iranian students, any other Asian 

cultures or in wider ESL/EFL contexts. They conclude that it is not only students 

who are not ready to deal with CP tenets but also teachers, who complained 

about losing control while sharing authority with irresponsible students who took 

the wrong side of it.  

Moreover, the traditional role of EFL teachers, where they lead the classroom 

and transmit knowledge for the sake of final exams, is another vital challenge that 

prevents empowerment in writing classes (Shukri, 2014; Alghamdi, 2017; 

Alkubidi, 2019; AlTamimi, 2019). This is because, unfortunately, many teachers 

lack the proper training necessary for them to include some essential critical 

elements into their teaching, such as dialogue and negotiation (Al Shumaimeri, 

2003). In other words, teachers’ educational background and preparation assist 

in preventing and limiting their creativity or criticality in EFL writing classes. What 

worsens the situation is that some teachers prefer to follow the traditional/banking 

model procedures that enables them to exercise and maintain control over the 

class, students and the entire educational process (Al-Seghayer, 2015). Such a 

traditional preference is another major burden that prevents empowerment and 

criticality in EFL classes. 

In addition, in such a traditionally governed environment, the utilised 

materials/textbooks are often described as boring and irrelevant to students’ 

culture (Shor, 1992; Alsaif, 2016; Alghamdi, 2018). Consequently, the discourses 

they introduce do not provide seeds for critical discussions or interactions among 

students. Furthermore, allotted class time is not enough to establish critical 

discussions among students, which is another considered difficulty (Sedeghi & 

Ketab, 2009; Albedaiwi, 2014; AlTamimi, 2019). Other issues, such as the busy 

schedules, administrative roles of teachers and crowded classes are also 
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considerable burdens (Shah et al., 2013; Ezza & Al-Mudibry, 2014; Harrison, 

2018; AlTamimi, 2019). In general, the overall environment, in either schools or 

universities, does not encourage empowerment, criticality or creativity in EFL 

writing classes (Akbari, 2008b; Shah et al., 2013).  

However, despite these challenges, it is still beneficial to understand and deal 

with empowerment as a multifaceted entity that might reach thoughts, voices or 

actions (Munroe, 2011). While implementing CP tenets into classrooms, teachers 

might see the results of empowering students’ ideas and expressions more 

clearly than actions that might be restricted (Al Riyami, 2016). Hence, an 

emphasis on empowering students’ thoughts to enable them to develop confident 

voices is worthy because empowering thoughts lead to empowering expressions 

that, one day, translate into empowered actions (ibid). Likewise, the aim of 

empowerment, in this study, is to give students the right/chance to think and 

reflect critically on what is happing in their own context and in the whole world. 

3.2.6.2.5 Integrating the world into classrooms 

Integrating the world into classroom discussions means that teaching should be 

extended beyond the classroom (AlNasser, 2015) and that the surrounding 

political, cultural, historical and economic issues should be integrated in the 

curriculum and classroom discussions (Byean, 2011). In this essence, 

implementing CP into a language classroom, including in writing, should be 

“about connecting the word with the world…[and] extending the 

educational space to the social, cultural, and political dynamics of language use” 

(Kumaravadivelu, 2006, p.70). To integrate the world into the classroom, 

teachers must discuss topics relevant to the cultures and everyday concerns of 

students (Al Riyami, 2016). Reviewing CP literature shows its sensitivity towards 

the cultural issues of any context as teachers are encouraged to consider them 
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seriously while teaching (Aghagolzadeh & Davari, 2012). In fact, the culture issue 

is regarded as an indispensable segment of the teaching/learning process of any 

language (Akbari, 2008). In writing classrooms, specifically, Mahiri (1998) 

confirms that students’ culture must be supported and connected to the writing 

activities/tasks to develop students’ academic writing skills. Therefore, EFL 

teachers should be aware of their students’ cultural backgrounds. 

Unfortunately, in some EFL contexts—for example, that of the Gulf—many 

expatriate instructors lack the cultural knowledge of the context they are working 

in, which creates a serious gap between them as teachers and their students 

(Norton & Syed, 2003; AlRiyami, 2016). Such a crucial lack of contextual cultural 

knowledge results in discussion of inappropriate topics and failure to implement 

CP (Sowdon, 2008). Furthermore, it is observed that many commercial textbooks 

in the industry do not always address students’ concerns but, in fact, discuss 

issues that are irrelevant to their lives (Hillyard, 2005). Most of the textbooks 

utilised in many EFL contexts, for instance, deal with neutral topics like hobbies, 

travel, shopping, sports, etc., whereas topics about the elderly, disabled or poor 

are absent and, if presented, would be presented in contexts that are 

considerably different from that of the students (Akbari, 2008). Avoiding topics 

related to politics, religion, alcohol, sex, narcotics and -isms is a clear guideline 

in these textbooks because the contents are selected carefully to include “only 

socially refined topics” (p.278). 

In contrast, CP encourages teachers to integrate “troublesome” or controversial 

topics, into their EFL classrooms to encourage students to speak up and reflect 

their critical awareness and appreciation towards multiple perspectives (Akbari, 

2008). In fact, CP empowers and encourages teachers and students to challenge 

the agendas of the provided books and to turn them upside down to question 
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their underpinning ideologies and come up with new materials related to their own 

contexts (Banegas, 2010). This is because including relevant topics with cultural 

references into classrooms empowers students to think, reflect, evaluate and 

then change. In fact, this is relevant to the aim of the current study, which is to 

encourage EFL teachers to integrate controversial topics into their writing 

classrooms that are based on their students’ cultures. However, despite the 

promising aims of the above CP principles, several critical and non-critical 

scholars critique these main conceptions, as illustrated next. 

 What is critical about CP? Its critiques 

Although this study calls for the integration of CP in EFL writing classrooms, I 

think that it is critical to also elucidate some of the critique directed at this 

educational approach. Reviewing the literature indicates that CP has been 

criticised for establishing a highly sophisticated discourse that is not easily 

understood nor applied (Sedeghi & Ketab, 2009). In their study, Sedeghi and 

Ketab (2009) interviewed some teachers who, at the end of the study, were still 

not sure of the meaning of CP; their responses suggested that the language of 

CP is vague and mystical and that there were no clear guidelines for teachers to 

follow. Although the researchers noticed that CP, from a theoretical point of view, 

might be a solution for getting rid of the traditional banking model that ruled 

education for ages, they also added that some serious obstacles, mentioned 

earlier in the empowerment section above, could appear in practice. In fact, many 

EFL teachers are not sure of the effectiveness, possibility and influence of CP 

that need long-term praxis (Akbari, 2008b). Unfortunately, CP literature reveals a 

lack in longitudinal studies that trace the effects of CP over the long term in both 

students’ and teachers’ lives because most of the studies are conducted for a 



 

84 

duration of one academic term or year, which might not be a sufficient amount of 

time to obtain evidence of transformation (Al Riyami, 2016).  

The strongest critique that CP has encountered is that it is a theory rather than a 

practice (Gore, 1993; Buckingham, 1998; Barnawi, 2010; Mohammed & Adam, 

2016) which, I think, is a common issue that is not unique to CP in teacher 

education and teaching. Gore (1993), for instance, claims that many critical 

pedagogues have succeeded in establishing their theory but failed to test its 

applicability in practice. Besides, those critical educators might appear to 

consider and address teachers but without providing a clear practice for them to 

apply their theory in classrooms (Buckingham, 1998; Mohammed & Adam, 2016). 

In other words, CP principles are clear conceptions but without application 

guidelines. Such criticism portrays CP as an abstract pedagogy that does not 

reach into classroom practices (Keesing-Syles, 2003). This means that critical 

pedagogues do not address “the institutional and social realities in students’ and 

teachers’ lives because they fail to view the classroom as a unique rhetorical and 

cultural context” (Goodbum, 1994, p.230). In other words, CP principles and 

outcomes are not testable because they are not “derived from practice, nor does 

it inform practice” (Knight & Pearl, 2000. p.221). Such a critique, which presents 

the separation between theory and practice, suggests that critical pedagogues 

highly concentrate on critiquing aspects of life but struggle to achieve change 

(Apple, 2000, 2002, 2006). Thus, CP seems to be highly interested in presenting 

the deficiencies of schools but without providing models with which to overcome 

these weaknesses (Eisner, 2002). In fact, the over-reliance on the ideology of 

critique “has limited our ability to understand how people actively participate in 

the dominant culture through processes of accommodation, negotiation, and 

even resistance” (Giroux & Simon, 1992, p.195).  
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However, despite the above criticism, reading through CP literature provides a 

set of ideas and methods of those teachers who had tried to implement CP in 

their classes and found it beneficial (Shor, 1992, 1996; Kincheloe & Steinberg, 

1998; Wink, 2005; Janks et al., 2013; Janks, 2014). Shor’s critical books—Critical 

Teaching and Everyday Life; When Students Have Power; and Empowering 

Education—provide several examples and techniques for implementing some CP 

principles with a clear and honest conclusion about whether the implementation 

was successful or not. In addition, Janks et al. (2013) published a book that 

shows teachers at all levels how to conduct critical literacy in the classroom, 

providing models and activities for practice that can be adapted in any context. In 

fact, some empirical studies have shown that CP raises students’ critical 

consciousness, provides them with a space in which to express their voices and 

deals with them as both active and responsible subjects who can negotiate and 

decide (Izadinia, 2009; Chandella, 2011; Ko, 2013; Alsalem, 2015; Al Ryiami, 

2016). More importantly, an emphasis has been drawn on the fact that any 

provided example can be tried, modified or rejected, depending on the context 

(Morgan, 2000). Within this premise, constant research and attempts to practice 

CP could pave its path in several educational contexts (McArthur, 2010). Thus, 

teachers need to realise that CP, like any newly implemented approach, can 

either fail or succeed (Safari & Pourhashemi, 2012). As Baladi (2007) points out, 

“there is no explicit system to ensure that these [CP] principles are applied in all 

classroom interactions and decisions, and therefore, there is no guarantee that 

democratic and critical education is truly happening” (p.42). 

It is important to understand that CP is an anti-method pedagogy that does not 

provide specific roles or examples to follow (Macedo, 1994). Thus, criticising CP 

for not providing clear and rigid guidelines is not valid, especially when individuals 
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are fully aware of the nature of CP that values their own criticality and creativity 

and trusts them to come up with new instructions and procedures based on their 

own contexts. In fact, it is the core of Freire’s pedagogy not to follow what had 

been said or done without adding or changing it because nothing is taken for 

granted. Thus, instead of being “consumers and perpetuators of hegemonic 

structures and dominant discourses, teachers should start considering 

themselves as intellectual agents who search for possibility” (Troudi, 2015, p.96). 

This research study presents an endeavour to raise teachers’ awareness of CP 

and its nature, its possibilities and its challenges, specifically in EFL writing 

classrooms in order to make them able to deal with it.  

It is also important to add that CP criticism does not only target its practical side 

but also its conceptual side (Tinning, 2002). While CP urges teachers to link 

education to politics, which is the core of any critical work, many EFL teachers 

are uninterested in tackling political issues because these are taboo and not 

everyone can comment freely in classrooms about political issues (Sedeghi & 

Ketab, 2009). Not only political issues but various other topics, that conflict the 

culture, such as those related to lesbian and gay rights, indigenous peoples and 

single parents, remain excluded from most EFL classes (Baladi, 2007). In fact, 

“certain topics will [always] be taboo in some educational contexts, and remain 

inappropriate for classroom discussion in the language classroom” (Gray, 2002, 

p.280). Hence, CP’s inappropriateness for EFL/ESL students is a distinctive 

critique that might be turned into “a medium of oppression, rather than 

emancipation” (Pishghadam & Meidani, 2012, p.477). 

Furthermore, some consider that CP, with its political principle and aim to achieve 

social justice and unmask hidden agendas, indoctrinates students to regard CP 

as the only key to successful education (Jeyaraj, 2014). Thus, CP has 
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encountered the problem of imposing knowledge, which contradicts its main aim 

of replacing the traditional banking education model with a critical one (Mejía, 

2004). For example, Jacobs (1997) has criticised Giroux, McLaren and Shor for 

positioning themselves as “possessing educational and ideological knowledge, 

which they will then pass on to teachers, who will in turn pass on to students,” 

which, in fact, is a replica of the banking educational model between “theorists 

and teachers and teachers and students” (p.20–21). This makes all teaching 

approaches, critical or traditional, a political business (Kumaravadivelu, 2006). 

The difference is that CP’s political stance is obvious and clear, whereas other 

approaches are hidden behind the neutrality notion (Haque, 2007).  

Another criticism towards the main concepts of CP is the one directed at its 

empowerment principle. Clark (1994) argues that, although teachers’ 

empowerment is a main concern of CP, such a notion has not actually impacted 

the daily practice of language teachers, which might be the result of the gap 

between theory and practice because teachers are not part of building or applying 

that theory. In other words, the goal of empowerment is not easily achieved (Al 

Riyami, 2016). Furthermore, CP is not only criticised for its failure to empower 

teachers but also for disempowering students, where “unequal power relations 

are a permanent feature of [many] educational settings” (Johnston, 1999, p.560). 

However, educators need to acknowledge that empowerment and social change 

cannot be reached without dialogues (McArthur, 2010). Therefore, I think, rather 

than completely rejecting CP, it is worthy to engage students in a dialectical 

relationship and a reflexive questioning process to examine the assumptions, 

premises and goals of CP (Sedeghi & Ketabi, 2009; Giroux, 2011). Encouraging 

reflexivity would engage individuals in a constant discussion about the nature of 

CP and how and when it can be implemented appropriately (Al Riyami, 2016) as 
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a solution to improve the Arab education systems (Raddawi & Troudi, 2013). 

Therefore, based on the above CP premises and critiques, I plan to introduce CP 

to EFL writing teachers in Saudi Arabia to allow both teachers and students to 

work together in a comfortable environment, to problematise the taken-for-

granted knowledge and to legitimise their voices through the encouragement of 

critical dialogues about their surroundings for the sake of improvement and 

change.  

 Research gap 

Although the concept of CP was introduced to the field of education a long time 

ago, it has found its way to English Language Teaching (ELT) only more recently 

(Davari, Iranmehr & Erfani, 2012). In the Arab world, more specifically, CP is still 

“in the infancy stage” (Raddawi & Troudi, 2018, p.91). The hegemony of 

mainstream approach to ELT with its focus on language performance and 

proficiency are among the main reasons for such a delay in the arrival of CP to 

ELT, especially in the field of teaching Foreign Language or Second Language 

(FL/SL) (Al Riyami, 2016). Consequently, not much attention has been paid to 

exploring teachers’ awareness of CP in ELT classrooms. Mohamed and Malik 

(2014), for instance, conducted a qualitative cross-cultural study to examine the 

awareness of 10 English teachers from different countries (Sudan, Iran, Pakistan, 

India and America) via semi-structured interviews in order to reveal a lack of 

teacher awareness of CP. Accordingly, the authors suggest further research in 

this area and urge various language scholars to question the validity and 

reliability of mainstream educational systems, which might be the reason behind 

the call for such a critical approach in EFL. Another recent study by Al Riyami 

(2016)—in Oman, a close context to the Saudi one—utilised various data 

collection methods (questionnaire, workshop, observation, interview) to reveal 
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ELT teachers’ lack of awareness of CP prior to her intervention. From the above-

two studies, it is obvious that EFL teachers lack awareness of CP and its 

principles.  

At a more specific level, the literature about the factors that affect teachers’ 

opinions about CP also represents very few studies that have been piloted to 

design certain tools to explore EFL teachers’ beliefs about different ways of 

implementing CP, which shows a gap in teachers’ knowledge of the concept. To 

fill the gap, Mahmoodarabi and Khodabakhsh (2015) developed a questionnaire 

that aims to reveal the relationship between EFL teachers’ experiences and 

backgrounds and their beliefs about CP in Iran, another close context to the Saudi 

one. Analysing the responses of 403 participants indicates significant differences 

among them, where doctorate degree holders and experienced teachers were 

more aware of CP principles and practices than bachelor and master degree 

holders or less experienced teachers. Another attempt to examine the possibility 

of introducing CP to EFL teacher training in the United Arab Emirates—yet 

another close context to the Saudi one—was made by Raddawi and Troudi 

(2018), who conducted a small-scale study by selecting six secondary public 

schools from three Emirates. They utilised a mixed-action research design that 

reveals a gap in teachers’ knowledge of CP in both pre-service and in-service 

training programmes for EFL teachers (ibid).  

Regarding the Saudi context, a step has been taken by some scholars who 

introduced CP to EFL classrooms at some colleges to investigate its applicability. 

Mohammed and Adam (2016), for example, distributed a quantitative 

questionnaire to 40 students at Qassim University to examine their attitudes 

towards the importance of changing and improving the provided syllabus by 

considering their own inputs. The findings of the study reveal that the ELT system 
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in the Kingdom requires urgent developments based on students’ needs and 

interests. Another attempt to introduce CP to EFL pre-service teachers in the 

Saudi context was made by Barnawi (2010), who wanted to fill the gap between 

theory and practice by introducing some pedagogical tasks to raise EFL teachers’ 

awareness of CP in order to implement/practice CP in classrooms. The author 

argues, in his study, that CP has been always introduced to EFL teachers as a 

theoretical concept whereas little attention has been paid to classroom practices, 

which leaves teachers with many challenges. Therefore, the author later decided 

to explore a way of putting CP into practice in the Saudi context that is under the 

neoliberal-economy effect to prepare students for the job market (Barnawi, 2019). 

The author believes that CP, in writing classes, has a great potential to change 

the status quo of the educational system in the country, which is based on the 

banking model, to be critical. Consequently, he implemented a pedagogical task 

called “read, reason and respond” into a one-semester academic writing course 

in which students were required to choose some reading materials based on their 

own interests and needs, to analyse and evaluate their significance and then to 

relate them to their own experiences. After writing based on the previously 

collected information, the students had the chance to share their writings to 

benefit from the feedback of both their peers and teachers. The findings, in his 

study, reveal that the implemented task raised EFL students’ awareness of CP 

because they were encouraged to choose, ask questions and assess the matters 

they discussed. The teachers were also invited to question their 

dominant/traditional practices and roles in writing classrooms.  

However, none of the previous studies have explored the effect of CP on 

students’ writings or teachers’ practices. Furthermore, none of the above studies 

introduced CP based on its five principles (including politics, raising 
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consciousness, encouraging questioning, supporting empowerment and 

integrating the world) into EFL writing classrooms, except Al Riyam (2016), who 

integrates five tenets (education is a political enterprise, education should 

address emancipatory knowledge, education should achieve empowerment, 

education should transform students, the world should be integrated into ELT 

classrooms) into ELT Omani classrooms in order to only raise teachers 

awareness of CP. Raddawi and Troudi (2018), as another example, examine the 

possibility of introducing CP by integrating three elements—cultural 

representation, English in the world and local and global issues—to EFL teaching 

at secondary schools in the United Arab of Emirates. Both studies recommend a 

series of classroom observations to see if/how teachers would incorporate CP 

principles into their daily practices. Another study by Alsalem (2015), in the Saudi 

context, recommends that further research observes teacher practices in EFL 

classrooms to examine the challenges they face in incorporating critical theory or 

its approaches into writing classes. Therefore, this study aims to bridging theory 

and practice in teachers, teacher learning and teaching as mentioned in the 

previous section (3.2.6.3). This will be done through an action research, based 

on CP five principles, among EFL teachers at one university in the Saudi context 

in order to raise their awareness of CP and, then, explore their perceptions of CP, 

its challenges and possible changes in writing classrooms through constant 

observations of teachers’ daily practices.  

 CP in praxis: CP in EFL writing classrooms 

To introduce CP into EFL writing classrooms, teachers first need to understand 

the context of academic writing, which has been regarded as an essential step 

for a successful assimilation (Al-Badwawi, 2011). The context of academic writing 

can be looked at from three levels: (1) the local context, which refers to the actual 
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environment of the writing classroom in which students interact with their 

teachers and peers while writing; (2) the disciplinary context, which refers to the 

different demanding norms of each discipline that constrains the written texts of 

students; and (3) the institutional context, which refers to institutional features 

and influences on student writing (Yiu, 2009, cited in Al-Badwawi, 2011). In 

addition, Al-Badwawi (2011) adds another context that affects students’ writing—

the wider society context— which interacts with the other three levels. In order to 

reach a further understanding the context of academic writing, a next step would 

be to draw a link between CP and the context it is introduced in. Therefore, I 

decided first to draw a link between CP and Islam, an essential feature in the 

Saudi context. 

3.2.6.5.1 CP and Islam: The religious identity of EFL students 

Living in a conservative society like that of the Saudi Arabian community, where 

religion directs every single practice, is an essential point to consider while trying 

to implement CP principles. Consequently, I think it would be more effective for 

scholars to start their research from the common points that distinguish and guide 

their societies. Doing so would facilitate the implementation of CP in traditional 

societies (Goodnurn, 1998). At a first glance, it seems “a tricky business to 

organize an untraditional class in a traditional school” (Shor, 1945, p.128); 

however, choosing the appropriate path, understanding the community’s 

religious identity and speaking the language they recognise might be the key for 

appropriate implementation. Even though CP rarely considers the religious 

identity of students (Goodnurn, 1998), reading Freire’s book, Pedagogy of the 

Oppressed, provides clear evidence of Christianity’s influence on his 

philosophical ideas and terminology, as he emphasises dialogue, love, humility, 

hope and faith as a basis for his critical work. 
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However, the influence of the religious identity of students has been ignored in 

many critical discourses including the writing classrooms (Goodburn, 1998). The 

literature about CP in writing classrooms lacks a vital discussion about the role of 

students’ religious identity, which leaves teachers who advocate CP principles 

“unprepared to address students’ resistance rooted in religious belief” (p.333). 

This was experienced, first hand, in a writing classroom by Goodburn—a critical 

teacher-researcher herself—who faced a conflict with a male student who 

refused to read and write about the issue of differences in his culture and showed 

a strong conservative opinion based on his religious belief. Trying to seek advice 

from her colleagues about how to deal with such a resistant student, the author 

remained helpless, hopeless and confused because the solutions offered were 

to ignore, enlighten or advise the student to leave the college and enrol in a 

religious one that supports his faith. For the researcher, none of the solutions 

were reasonable or appropriate. Thus, she decided to learn more about her 

student’s religious background to find connections rather than differences 

between CP and her student’s faith. Attempting to understand her student 

resulted in her recognising him as an actively engaged student rather than a 

resistant one. She comments on her experience: 

I now think that he was perhaps one of the most engaged in terms of 
participating in social critique and in developing a critical consciousness 
about his identity position in relation to the class texts, other class members, 
and me. Through Luke's responses, I began to appreciate commonalities 
between fundamentalist and critical pedagogical discourses: their 
oppositional stance to the status quo and their critique of mass culture; their 
assumption that school curriculum is a site of struggle overvalues and 
representation; their questioning of the nature of authority (with 
fundamentalists questioning secular authorities in relation to scripture and 
critical educators questioning dominant social discourses); their 
examination of sources of knowledge and belief, and most notably, their 
desire to convert the “other,” to persuade those whom they define as either 
“unsaved” or “uncritical.” (p.348) 
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Thus, Goodburn urges teachers to find connections between their discourse and 

others to bridge the gap between them and to engage in a productive dialogue 

with each other. Furthermore, she argues that both traditional students and 

teachers should realise that reading and writing are related to their reality but that 

they “do not view their webs in terms of the social matrixes,” which makes their 

views uncritical (p.349). Therefore, she encourages students and teachers to 

think and reflect on how their religious beliefs affect their reading and writing, 

instead of focusing on problematising their religious authority and identity. From 

the previous experience, it seems that appreciating and understanding others is 

the key to success for any critical work, which is the reason behind tackling this 

point—because religion is a sensitive theme that should be respected and 

appreciated in Saudi Arabia and other religious contexts worldwide. Thus, I think 

that finding a connection between Islamic and CP principles is particularly 

essential for the Saudi context. 

Reviewing the literature, briefly, reveals a line that can be drawn to connect some 

of Islamic and CP principles. Hussein (2006; 2007) and Al Riyami (2016), for 

instance, indicate that some of the Islamic and CP tenets are in harmony with 

one another regarding the curious nature of human beings who constantly seek 

knowledge and learning. The history of the beginning of Islam in the Arabian 

Peninsula shows Prophet Muhammad (Peace Be Upon Him) as the first teacher 

who provided plenty of moral and ethical lessons to his followers, in particular, 

and to the whole world, in general, in order to improve people themselves as well 

as their lives. This is easily proven and clearly seen through reading the Muslims’ 

Holy Book (Quran). The first order given by God (Allah) in the Quran is to 

command His messenger, Muhammad, to read. From that initial order, Islam can 

be described as a religion that encourages its followers to engage in constant 
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reading, searching and learning in order to be active meaning makers and agents 

of change, which is quite similar to CP philosophy that sees human beings, 

situated in the world, as historical, rational and social beings who are able to 

actively act and change (Hussein, 2006).   

Furthermore, the Holy Book introduces the Prophet as a kind-hearted teacher 

who loves and cares for everyone and everything, which is very similar to the 

language of CP that encourages teachers to teach with a considerate heart and 

attitude. More Islamic principles and guidelines for teachers are listed by one 

prominent Muslim philosopher, Al-Ghazali, who advises teachers to be kind with 

students and to treat them with care, love and respect; to support knowledge with 

practice; to choose topics based on the needs and interests of the students; and 

to use interesting methods while teaching (Alkandari, 2001). Another essential 

principle introduced is negotiation through dialogue to attain emancipated 

knowledge (Al-Zuhaili, 2003). Long time ago, one prominent Muslim-philosopher, 

Ibn Khaldoun, emphasised that knowledge is not static (Matooq, 2011). This 

dynamic nature of knowledge necessitates constant questioning, reflecting and 

not taking things for granted, which are some of the main principles of CP. 

Reflecting on some of the above Islamic principles regarding the nature of human 

and knowledge reveals that these Islamic principles are similar to CP tenets, as 

presented in the below table. 

Table 3.3: A comparative view of the philosophy of Critical Pedagogy and the 
philosophy of Islamic education (Hussien, 2006, P. 171). 

Philosophical 
Assumptions  

Philosophy of Critical 
Pedagogy 

Philosophy of Islamic 
Education 

View of human nature 

Human beings are 
situated in the world, 
and are historical, 
rational and social 
beings, and active 
meaning-makers.  

Human beings are 
representatives of God, 
and are historical, social 
and rational beings, and 
active meaning-makers.  
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View of society and 
social change 

Human beings are part 
of society and agents of 
social change. 

Human beings are 
responsible for the 
betterment of society 
and the world, hence 
agents of social change. 

Category of 
knowledge 

Reflection and self-
interpretations; 
emancipatory 
knowledge.  

Critical reading and 
understanding the 
words and works of God 
(hermeneutical and 
critical interpretation 
results in emancipatory 
knowledge). 

View of education Social transformation. 
Personal and social 
development and 
transformation. 

Aim of education 

Emancipation from 
oppressive 
ideologically-
constructed conceptions 
of truth and reality. 

Emancipation from 
dogmatic and 
ideological 
understanding of Islam. 

The ‘good’ in 
education 

To prepare individuals 
to lead a good life and 
establish social justice. 

To prepare individuals 
to lead a good life.  

 
However, it is important to clarify that the Islamic philosophical assumptions 

presented in the above table and in this section reflect the views of very few 

Muslim scholars because; indeed, according to Hussien (2006) not many Muslim 

intellectuals have clarified how Muslims can reflect and reach emancipated 

knowledge. This is because many Muslims scholars consider human nature as a 

constitution of body, spirit and mind and that Islamic education should develop 

the physical, spiritual, emotional and intellectual aspects of a Muslim. 

Nevertheless, “this particular view does not elaborate on how Islamic education 

enables Muslims to practise ijtihad [interpretation], be dynamic, [and] integrate 

western and Islamic knowledge” (p. 172). Precisely, Islamic education needs to 

reconsider the concept of Ijtihad from a critical point of view based on the notion 

of self-interpretation or critical reflection where it is no longer regarded as an 

exclusive practice that only belongs to the Muslim jurists and experts who are 

qualified in shari 'ah (Islamic law derived from the Quran and the Sunnah). This 
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can be done, according to the author, based on the philosophy of critical 

pedagogy and critical theory, specifically on the method of ideology-critique that 

reveals the origins of knowledge and how it is constructed ideologically. Once 

Muslims practice ideology-critique based on critical reflection and reasoning, they 

would not only be able to distinguish between the Divine and human 

interpretation, but also solve their problems through emancipated knowledge 

(ibid).  

That is to say, Islam is not against reasoning because it assists in both improving 

individuals and representing Islam as a religion that encourages new ideas and 

knowledge (Rahman, 1966 cited in Hussien, 2006). An important point to clarify 

here is that although Muslims, during the early stages of Islam, pursued all kinds 

of knowledge in order to understand God’s world, their faith was not perceived as 

a challenge but as a reason to seek more knowledge (Hussien, 2006). 

Accordingly, early Muslims could understand and accommodate new knowledge 

from different cultures and religions by critically reconstructing them based on 

their Islamic perspective. This critical reflection of early Muslims “signifies their 

success in showing how Islam, as a religion, can liberate its followers” (p. 124). 

In other words, the perceived conflict between faith and reason can be solved 

through critical interpretation. Yet, unfortunately, when Muslims later refrained 

from activating their critical reflections, the conflict between faith and reason 

occurred again (Al Riyami, 2016). 

Hence, I think that connecting CP to Islamic principles and then introducing it—

at this specific time aiming for the 2030 development vision—might be a good 

reminder for authority bodies in the Saudi context, including teachers, of the 

importance of changing the current traditional approaches and embracing critical 

ones. This is because research in EFL/ESL writing is still a growing and 
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developing arena in which further studies on more modern and critical practices 

for teaching FL/SL writing to Arabic students are both needed and encouraged 

(Harrison, 2018). After drawing the link between CP and the Saudi context, the 

next step would be to restructure EFL writing aims, teachers’ and students’ 

practices, approaches, materials and assessment tools to align them with CP 

principles.  

3.2.6.5.2 Restructuring aims of EFL writing 

Teachers who intend to apply CP in their EFL classrooms need to consider a 

major shift—away from focusing on their students’ final written products to an 

emphasis on their students’ voices, identities and experiences—in order to 

generate living compositions full of critical thinking skills, reflections and 

expressions (Huang, 2012). Both EFL teachers and students need to appreciate 

the effective power of their thoughts and words on others and on the entire world. 

They need to appreciate their role in constructing meaningful thoughts and texts 

that reflect their critical identities to assist in the building of their societies. In other 

words, writing should be a social practice in which students “write for a social 

purpose through which they do not only construct meaning, but also construct 

their own identities” (Al-Badwawi, 2011, p.37). Besides, with CP, EFL students 

would understand their lives in relation to the world (Huang, 2012). Thus, the 

power of critical writing would affect students’ understanding of their own society 

and would enable them to think of possibilities for change (ibid).  

As mentioned earlier in this chapter, writing for both accuracy and fluency in the 

final product is still the dominant aim of EFL writing in the Saudi context (Raja & 

Zahid, 2013; Javid & Umer, 2014; Hazarika, 2016). In such a traditional context, 

paragraph writing is much more emphasised than students’ own identities (Ezza, 

2014; Idrees, 2017). Ultimately, EFL students write individually to pass their final 
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tests and to obtain a good job in the future. In fact, not only does the Saudi context 

“teach to the test” but the entire ELT system in many EFL contexts does so as 

well (Gruenewald, 2003; Carbone, 2009; Chi, 2011). However, Carbone (2009) 

claims that implementing CP into writing classrooms might provide a real change 

in both the classrooms’ setting and students’ writing. In her study, both students 

and their teacher assumed new roles in their writing class. For instance, the 

students’ initial goal for writing was to obtain a passing grade, which changed as 

their identities developed through constant engagement with their writing that was 

based on their own choices. Moreover, the written products of the students 

improved to include personal expressions and reflective voices about the 

surrounding social and cultural issues rather than being merely descriptive. The 

role of the teacher has changed to be more that of a facilitator who works with 

the students rather than only acting as a source of authority in the classroom. 

The author concludes that integrating CP into the writing classroom based on 

students’ needs and interests benefits and improves both the practices of 

teachers and students.  

3.2.6.5.3 Restructuring teachers’ and students’ practices in EFL writing 

classrooms 

From CP perspective, EFL teachers are invited to question their own roles and 

practices in their writing classes (Barnawi, 2019). In other words, the role of 

teachers must be redefined (AlZahrani & Elays, 2017) to that of transformative 

intellectuals who give up their traditional roles, practices and approaches in order 

to teach EFL writing differently (Barnawi, 2010). Within this premise, Shor (1945) 

suggests some practices to help writing teachers restructure their roles in their 

classes. They can, for instance, practice lowering their presence as teachers. 

This means that, from the first day of class, rather than starting by introducing 
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oneself by name and through certificates and accomplishments, the teacher 

should let the students start the class by introducing themselves—their names, 

hobbies, previous schools, studies, interests and needs and their reasons for 

being in that writing class. Such practices would give the students a good 

impression about the significance of their presence and existence in the class. 

Teachers can also ask their students to write a short speech or an introduction 

that they would like their teachers to start the class with. Then, students can share 

their writings out loud. If there are students who refuse to share, the teachers 

should be flexible and allow their students to read their texts willingly. Moreover, 

teachers can always start their classes by commanding a free writing exercise, 

where students would be asked to write freely without being marked. These 

written texts would not be for teachers or classmates to read but for the individual 

students to practice their talent in thinking and writing away from their teachers’ 

authority. By allowing students to introduce themselves and to practice free 

writing exercises, teachers would establish the base of their writing classes. 

Furthermore, EFL teachers should encourage their students to take control of 

and responsibility for their own learning (Barnawi, 2019) by playing an active role 

(AlZahrani & Elays, 2017) rather than being passive objects. Within this premise, 

the teaching process is not the solo job of the teachers any longer, as students 

begin to share the leadership of their own education, which can be done by 

engaging students in a negotiation process (Shukri, 2014). In his study, Barnawi 

(2016) examines how including students in a negotiation process helped them 

move away from describing existing knowledge to construct and transform 

knowledge by assuming active roles. The author adds that negotiating 

approaches utilised in EFL writing classrooms also benefits and empowers 

students to make decisions about their own learning processes. However, the 
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author clarifies that studies on negotiating/including EFL students in their own 

learning process have rarely been conducted in the field of EFL writing. Ahmed 

(2010), for example, clarifies that EFL students in the Egyptian context—a closer 

context to Saudi Arabia—are not allowed to negotiate with their teachers about 

any single procedure that could be attributed to a broader political conception that 

calls for democracy, a concept that is yet without actual practice in that country. 

Based on my personal experience as a writing teacher in Saudi Arabia, EFL 

students have no role in negotiating classroom practices, approaches, materials 

or assessment tools, which contradicts the main concept of CP that calls for 

students’ inclusion. I think that this is because EFL students’ critical thinking skills 

have neither been encouraged nor practiced properly in writing classrooms. 

Thus, EFL teachers first need to realise the connection between critical thinking 

and writing by considering writing to be the best way to teach students how to 

think critically and to make them effective agents of change in their own 

classrooms and, consequently, in the world (Nazario, Borchers & Lewis, 2012). 

The concept of critical thinking was introduced early by John Dewey (1933) as 

the ability to think and reflect on a specific, complex issue or problem. The critical 

thinking concept from the mainstream-traditional perspective, focuses merely on 

the process of analysing situations to provide argumentative reasoning about a 

specific issue (Canagarajah, 1999) through the use of a variety of skills, such as 

identification, analysis and reflection (Linn, 2000). In simple words, critical 

thinking skills, from the mainstream perspective, aim to “identify faulty or 

unreliable assertions or meanings” (Keesing-Styles, 2003, p.2). However, it is 

important to clarify that the present study supports encouraging students’ critical 

thinking skills from a critical perspective, which exceeds the limits of the analysis 

process to reach a higher level of improvement and transformation through the 
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problematisation of the status quo (Pennycook, 1999). Although no one can 

ignore the fact that both perspectives broadly share the aim of encouraging 

individuals to think, analyse and evaluate (Quang, 2007), the type of critical 

thinking that is needed, according to this study, goes beyond the idea of 

criticising, analysing or reasoning to reach a level at which students are able to 

generate their own interpretations that would prepare and assist them to succeed 

in their future lives (Shaheen, 2012).  

To enhance students’ critical thinking skills, the teaching/learning process should 

involve “explicit explanation of the learning objectives; teaching through 

questioning; creating an active teaching/learning environment; taking a process 

approach towards learning, and giving appropriate feedback and assessment” 

(Duron, Limbach & Waugh, 2006, p.161). However, within the banking model, 

practicing critical thinking skills might be difficult for L2 students who are used to 

traditional methods of learning (Alkinson, 1997). Some studies, for example, 

reveal that international students who study in English speaking countries face 

difficulties and show insufficient critical inquiry skills, such as those of analysis, 

evaluation, argument and expressing opinions (Kumaravadivelu, 2003; Lee & 

Carrasquillo, 2006). Therefore, many international students face a big challenge 

while developing critical thinking skills in FL/SL due to the use of traditional 

teaching methods (Shaheen, 2012). 

In addition, Kuek (2010), for instance, indicates that the low proficiency of some 

L2 students might be what hinders their ability to implement critical thinking skills 

while reading or writing in a foreign language, which, in some cases, results in 

students copying information rather than analysing it. However, having low 

proficiency students, who cannot use the language fluently or accurately, does 

not mean that they cannot think critically. The proper justification is that low 
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proficiency students cannot express their critical analysis or transform their ideas 

about a discussed topic neither orally nor in written forms. Therefore, saying that 

critical thinking is a social tacit limited to specific groups or countries and 

restricted for others is not acceptable (ibid). This is because the critical thinking 

concept should be regarded as a universal phenomenon that can be applied to 

all societies and people of all ages and races (Lai, 2011). 

This is to say that EFL students are able to learn and apply critical thinking skills 

in their writing once it is appreciated in the curriculum or when they have a 

suitable learning environment (Kember & Gow, 1991). Hence, the deficiency is 

not in EFL students’ minds but in the traditional educational systems they are 

used to (Paul, 1993). In fact, students’ educational backgrounds are often 

considered to be the main reason behind the obstruction of critical thinking skills 

in traditional EFL contexts that base education on rote learning and 

memorisation, where critical thinking is not considered to be an educational goal 

to practice (Egege & Kutieleh, 2004; Kuek, 2010). Therefore, EFL teachers need 

to take a serious step to change their current/traditional practices by negotiating 

with students and evoking their critical thinking skills, which necessitates the 

incorporation of different educational approaches into classrooms.  

3.2.6.5.4 Restructuring approaches in EFL writing classrooms 

At the very beginning of CP implementation, Shor (1992) recommends offering 

some arrangements for the writing classroom, from the first day of class, 

regarding discussions, reading materials and participatory writing activities so 

that students work in a workshop setting in which they are more engaged and 

there is less lecturing from the teacher. However, since CP does not guarantee 

that resistance would not occur (McLaren, 2006), Shor (1992) points out the 

possibility of resistance from a silent group of students who prefer a traditional 
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class in which a teacher is busy lecturing and they are busy working on their 

homework assignments or sleeping, either to avoid participating or because of a 

mutual belief that teachers are the sole source of knowledge. However, here 

comes the creativity of a critical teacher who can come up with exciting and 

productive approaches that would moderate students’ resistance. For example, 

embracing dialogical problem-posing practices in a communicative 

environment—where the teacher’s role changes to that of a co-learner and 

coordinator and the student’s role changes to that of a decision-maker and 

subject of the act—is among the approaches suggested for CP implementation 

into writing classes (ibid).  

The problem-posing model opposes the traditional/banking educational model 

that regards education as a process of depositing information or skills to students 

(Freire, 2000). This is to say that the problem-posing model engages students in 

constructing knowledge (Joldersma, 1999). Teachers here are not transferring 

knowledge but encouraging students to explore, challenge and reach new 

information independently (Freire, 2000). In addition, teachers themselves are 

participating in the knowledge production process with their students through 

dialogue (Bell hooks, 2010). Thus, the problem-posing model allows students to 

be engaged in a dialogical approach to investigate surrounding issues in a critical 

manner (Shor & Freire, 1987). By employing such an active model, students gain 

a voice in their own education, washing away the passive role they played in the 

banking system, and teachers are more willing to share, participate and learn as 

well (Freire, 2000) during the model’s five dynamic stages, which are: 

1. Describing the content: the teacher presents the students with a code 
which can be a word, a phrase, a sentence, a paragraph or a picture, a 
drawing or a video clip. The teacher asks the students to describe the code.  

2. Defining the problem: the students uncover the problem or the issue.  
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3. Personalising the problem: the teacher asks the students about their 
feelings so they can relate the problem to their personal life.  

4. Discussing the problem: the teacher leads the discussion and 
encourages students to think of the social and economic reasons for the 
problem.  

5. Discussing alternatives to the problem: the students think about solutions 
to the problem. (Izadinia, 2009, p. 13) 

In fact, through a dialogical relationship in a problem-posing model that leads to 

transformation from a lack of self-identity to the creation of a critical writer identity, 

EFL students can be empowered (Glad, 2004). Thus, establishing dialogue, 

which is the most significant aspect of CP (Rashidi & Safari, 2011), is highly 

emphasised in writing classrooms to encourage the silent voices to speak up 

(Shor, 1992, 1996). In fact, Freire (2000) sees education as a means of liberation, 

which can be achieved through a problem-posing model that integrates a 

dialogical relationship between teachers and students. Utilising dialogue allows 

students to take responsibility for their own learning process and, at the same 

time, allows teachers to listen and learn from their students (ibid). Morgan (2009) 

demonstrates how students learn from their teachers and teachers learn from 

their students because of the dialogical methods used, which urge discussions 

about dominant ideologies in society. In addition, Shin and Crookes (2005) 

indicate that utilising critical dialogue in two high schools in North Korea resulted 

in actively engaging students, positively, in discussions about taboo topics in their 

culture. However, this process requires teachers to maintain a balance between 

allowing students’ discussions and maintaining classrooms’ discipline (Kanapol, 

1999 cited in Al Riyami, 2016). Having such a balance would allow teachers to 

preserve their guiding roles and students to become independent entities who 

share and lead their own learning process (Abedina, 2009). Unfortunately, EFL 

writing classrooms in the Arab world, including the Saudi context, follow the 

educational banking model, where teachers do the talking and deliver knowledge 
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to students who receive and memorise it for tests. Such a dominating 

environment that lacks dialogical interactions is the main reason for limiting the 

development of students’ self-identity in EFL writing classrooms (Glad, 2004).  

In addition, the first language (L1) of students can also be utilised in EFL 

classrooms (Kumaravadielu, 2003) to facilitate the implementation of any new 

methodology. This is because students feel empowered when using their own 

language to express their ideas, especially low proficiency students (Akbari, 

2008a). Furthermore, students’ L1 can facilitate communication and maintain 

discipline in classrooms (Clancy, 2018). In fact, students’ L1, sometimes, assists 

in learning and gaining proficiency in the target language (Derince, 2011). This is 

contrary to what is found by Alfahadi (2014), who reports that using Arabic in EFL 

classes prevents students’ communicative competence from developing in the 

target language. Consequently, teachers need to be aware that excluding 

students’ L1 from language classrooms occurs primarily because of 

political/economic agendas behind SL/FL teaching (Akbari, 2008).  

Despite the strict call to abandon L1 usage in the Saudi context (AlNasser, 2015), 

EFL teachers need to maintain control while using L1 in their classes (Akbari, 

2008a), which means that they need to know when to use it properly. A study by 

Khresheh (2012) investigates when and why students’ L1 (Arabic) could be used 

in Saudi EFL classrooms and shows that Arabic can be used as an eclectic 

technique in specific situations, regardless of the teaching approach 

implemented. The author also clarifies that some EFL students, especially 

beginners, find it difficult to understand some instructions, vocabulary or roles in 

the target language or that they are unable to express their ideas or opinions in 

L2. Therefore, the author recommends teachers to integrate students’ L1 when 

needed to check their understanding and to further explain certain rules and 
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instructions. This means that EFL teachers can integrate their students’ L1 into 

their writing classes but in a balanced and controlled way.  

In addition, encouraging pair work, group work and peer review as interaction 

techniques (Ahmed, 2010) are recommended to facilitate the implementation of 

new teaching approaches in EFL writing classrooms. A study by Alqurashi 

(2009), which investigates EFL Saudi students’ attitudes towards their peer 

feedback and comments in writing classrooms, reveals positive students’ 

attitudes towards both providing and receiving feedback from peer writers. 

Furthermore, the majority of the students changed/improved their written texts 

based on the comments of their peers. Accordingly, the author suggests fostering 

group work activities in writing classes among EFL students as a technique for 

improving students’ writing. Another study by Saba (2015) reveals the positive 

impact on students’ development of their written ideas in brainstorming stages, 

where they engage in discussions with classmates. Thus, working in a group 

encourages students to learn from their peers rather than to only listen passively 

to their teacher’s voice, which enhances students’ agency and autonomy 

(Vieregge, 2012, as cited in Saba, 2015). Hence, integrating group work as a 

collaborative approach in EFL writing classrooms, where students interact and 

benefit from one another’s comments, is widely recommended as an approach 

for CP implementation (Al Riyami, 2016). 

However, Saudi EFL students, unfortunately, do not take their peers’ feedback 

seriously (Al-Hazmi & Scholfield, 2007; Hamouda, 2011). An action research that 

was conducted by Al-Hazmi and Scholfield (2007) to investigate the impact of 

peer feedback on students’ revised texts shows students’ appreciation of their 

peers’ comments but without an effective integration of them in the subsequent 

revision stage of writing. In other words, Saudi EFL students prefer to follow their 
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teachers’ feedback and corrections rather than those of their peers (Hamouda, 

2011). Hence, group work in the Saudi context is not highly valued because of 

the over-reliance on the role of the teacher as the only trusted knowledge source, 

with a disregard for the informational/personal inheritance of students (Saba, 

2015). This is because, unfortunately, some of the Saudi students do not consider 

writing to be a means of creating/forming original ideas as they are used to follow/ 

memorise some model samples provided by their teachers to guarantee a 

passing grade (ibid) especially in such a challenging skill.  

As known, writing has always been a frustrating, demanding, and one of the 

toughest/complex skills for L2 students (Ferris & Hedgcock, 2013; Hyland, 2019). 

Therefore, EFL teachers need to produce certain procedures to comfort students 

and lower their anxiety during the writing process. A tactic suggested by Shor 

(1945) to lower students’ anxiety involves taking advantages of the pre-writing 

stage to help students organise their own prior knowledge and experiences. At 

this stage, teachers can try the following thinking steps—itemising and writing. 

For the first step, students are asked to think of a specific picture, situation or 

topic that they want to talk about. For the second step, they should write a list of 

words that describe what they imagined in the first step. For the third step, they 

start using the words they generated on their list to sketch their written text. It is 

important to add here that choosing experiential topics is always preferred in 

writing classes to evoke a dialogue among students in which they express their 

feelings about previous experiences. In fact, such a pre-writing exercise is 

considered to be a self-educational technique for enhancing students’ critical 

thinking and writing. Another self-educational exercise is known as voicing, where 

students read their written texts out load and their peers listen and share the 

experience of correcting some of their grammatical mistakes. Here, students rely 
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on their own prior knowledge of grammar that comes from uttering their own 

written texts. This is because oral skills, such as speaking, come before writing 

and hold accurate grammatical forms. Thus, in the voicing exercise, students can 

work with peers, listen to suggestions and show appreciation of them by 

correcting their own written texts. Here, students pay attention to their own writing 

and to that of their peers (ibid).  

To start the actual writing process, Shor (1945) developed a 10-step process for 

finishing a long paper, where each step naturally leads to the subsequent one. It 

is important to clarify here that these organised steps take time to master and 

require patience from writing teachers. These steps are: 

1. Brainstorming: where students start to think about a specific 
problem/topic and list what comes to their minds on paper. Then, 
everyone reads her/his brainstorming list and students can add any 
preferred ideas to their own lists. 

2. Connecting: on the lists, students start to draw lines to all items 
connected to each other.  

3. Categorising: on a piece of paper, students re-write the connected 
items in groups. 

4. Equalising: students should notice smaller groups and then try to 
enlarge them by adding extended lists.  

5. Titling: students examine each group and think of appropriate titles 
for the collected items. These titles are the conceptual ideas that turn 
the grouped items into paragraphs.  

6. Ordering: the titled groups become the paragraphs of the written text. 
Students look at the groups and ask which one should come first.  

7. Paragraphing: students translate each group into a paragraph using 
each listed item as a main idea/sentence in the paragraph.  

8. Framing: students start writing an introduction and conclusion that is 
appropriate to the theme once the entire body of the text is written. 

9. Voicing: Students are then asked to read the entire text out loud. 

10. Self-correct: Students are asked to pay attention and rewrite the 
grammatical errors they catch while listening to their own voice 
(p.147-148). 
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Another suggested strategy to introduce CP and lower students’ anxiety at the 

same time might be classrooms’ arrangement, which results in minimising the 

hierarchical relationship between teachers and their students (Al Riyami, 2016). 

However, based on my own personal experience as a writing teacher in EFL 

classrooms in the Saudi context, the teachers always prefer to occupy the front 

of the room, where they introduce their instructions and materials, while the 

students are usually placed in fixed rows/chairs with the active ones preferring to 

sit in the front, leaving the back to quite students. Such a traditional classroom 

arrangement affects students’ interaction with one another (Jacksons, 2009) and 

their mobility as well. On the other hand, flexibility and the mobility of teachers 

and students in classrooms are highly encouraged in critical environment (Shor, 

1992) to facilitates interaction and communication between teachers and 

students or between the students themselves, where they can discuss and 

comment on the materials provided and listen to each other easily.  

3.2.6.5.5 Restructuring materials in EFL writing classrooms 

The integrated materials and topics of discussion in EFL critical-writing 

classrooms should be generative to invoke discussions that are derived from 

student lives, cultures, needs and interests (Rashidi & Safari, 2011). In fact, the 

integration of students’ culture into EFL writing classrooms is highly emphasised 

(Candlin & Hyland, 2014). The use of popular culture materials, such as dialects 

or styles of expression, is also recommended by some critical pedagogues, like 

Duncan-Andrade and Morrel (2008) who consider this type of culture to be a 

revolutionary site through which students can question the status quo of the 

traditional model of education. Therefore, teachers must be aware of their 

students’ popular cultures to appropriately integrate a variety of discourses and 

types of literature and create a connection between academia and life (Duncan-
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Andrade & Morrel, 2008). So, the popular culture of EFL students can be 

regarded as a legitimate source of learning and powerful tool for educators 

(Osterfelt, 2011). This is because focusing on youth popular culture might 

encourage students to lead their own writing as they discuss and write about 

familiar, preferred and interesting topics—which is a crucial aim of CP. Using 

popular culture requires that: 

teachers really see their students within their complex identities, respect the 
knowledge that their students already have, and, through this process, 
strengthen the relationship between the teacher and student. 
Acknowledging youth popular culture as a pedagogical tool will also act as 
an avenue for youth to critically access the knowledge that the rest of the 
academic world deems valuable (p.31). 

 Moreover, EFL teachers need to encourage their students to discuss problematic 

topics critically rather than to avoid or ignore these issues, especially in a 

globalised world in which students are exposed to massive social media channels 

(Elyas, 2011). Consequently, teachers are encouraged to include, in their writing 

classes, both local and global issues (Raddawi & Troudi, 2018) and related tasks 

and topics to meet their students’ literacy needs (Harrison, 2018), to improve their 

students’ critical thinking skills (AlZahrani & Elays, 2017), and to encourage the 

development of their voices for both academic success and the establishment of 

a lifelong learning process (Alagozlu, 2007). Furthermore, Harris (2004) 

encourages EFL teachers to offer their students some reading materials “that 

have different cultural, political, or social paradigms to help the student resee his 

or her own text” (p. 402). This is because integrating reading materials into writing 

classrooms improves students’ writing skills (Saleem, 2010; Alqadi & Alqadi, 

2013; Almansour & Alshorman, 2014). In fact, the relationship between reading 

and writing is addressed by AlOmrani (2014), who reveals the connection 

between the two skills at the college level in Saudi Arabia. The author confirms 

the importance of integrating reading into writing instructions as a way to improve 
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EFL students’ writing skills, where they improve their grammar and vocabulary, 

develop their ideas and use complex structures, accurate punctuation and 

transition words. This can be done, for example, through choosing reading 

materials in reading classes that are related to writing tasks in writing classes. 

Put more simply, reading helps to improve the cohesion and coherence of the 

written texts. This confirms the findings of Almansour and Alshorman (2014) 

about the positive effects of an extensive reading programme on improving 

students’ reading habits and writing skills.  

Nevertheless, the division between the two skills (reading and writing) in the EFL 

field that occurs by teaching each skill separately, as well as the lack of emphasis 

on reading in writing classrooms, are among the main reasons for students’ 

weaknesses in writing in English in the Saudi context (AlOmrani, 2014). Sadly, 

such a lack is not limited to the Saudi context only but also exists in many other 

EFL educational systems. Ahmed (2010) reflects on this gap in the Egyptian 

educational system, where EFL students are not encouraged to read in writing 

classes which, in turn, affects their writing skills in English. This is because, 

according to the author, the more students read, the more their writing ability and 

style improve. Thus, AlOmrani (2014) recommends that writing teachers in EFL 

programmes in the Saudi context consider teaching reading and writing together. 

The author further suggests considering students’ proficiency levels so that the 

integrated reading materials are suitable for them and taken from various 

resources. In addition, such integration should be started at early stages of 

students’ academic lives and the adopted EFL books should be designed to 

integrate the two skills. Doing this would lower EFL students’ anxiety levels in 

writing classes (ibid).  
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Another important point, with which I can sum up this section, is that EFL writing 

teachers should realise that CP is not against the provided materials but that it 

encourages discussing and questioning these offered materials (Rautins & 

Ibrahim, 2011). This means that teachers can modify and change the provided 

topics or materials based on their students’ needs and interests but in a 

considerate way that cogitates the administrative or governmental control and 

their own transformative philosophies (ibid). Within this premise, EFL teachers, 

especially expatriates, can find a comfort zone when practicing CP in their 

classes, without putting their jobs at risk (Hudson, 2012). EFL teachers need to 

see themselves as active, critical and reflective agents who have control and 

power over the provided curriculum, materials and methodologies (Sadegi & 

Ketabi, 2009) so that they can evaluate, challenge or even redesign them (Troudi, 

2009). However, teachers, in many EFL contexts, rarely reflect or take part in 

restructuring the provided materials (Sadegi & Ketabi, 2009; Al Issa, 2010; Al 

Riyami, 2016). In fact, researchers who conducted studies in the Saudi context 

consider the provided textbooks/materials (Mohammed & Adam, 2016), methods 

(Allamnakhrah, 2013; Alkubaidi, 2019) and assessment tools (Alhammadi, 2010) 

used in their colleges to be the main causes for the poor outputs of EFL students.  

3.2.6.5.6 Restructuring assessment tools in EFL writing classrooms 

From a critical standpoint, EFL teachers should have the chance to question and 

negotiate the current assessment procedures in their colleges (Al-Maamari, 

2011; Al Riyami, 2016), which is the aim of the current study. Such a critical 

questioning would encourage EFL teachers to both consider the use of 

alternative assessment tools and engage their students in the assessment 

process (Stoynoff, 2012; Ali & Al Ajmi, 2013). In fact, involving students in the 

assessment process would promote their autonomous identity (Tan, 2012). For 
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instance, Keesing-Styles (2003) emphasises how the self-assessment process, 

which is conducted gradually, empowered her students and improved their 

performance. Shor (1992) also emphasises engaging students in the self-

assessment process as he suggests putting a small symbol in the margins and 

asking students to correct these errors or to consult with the teacher if they are 

confused in order to “desocialize students from expecting teachers to mark up 

their papers and be the sole source of correct answers” (p.164). By doing so, 

students would become editors of their own work (ibid). This self-editing process 

should be encouraged as a routine practice in writing classrooms, where students 

free themselves from the dependency on their teachers’ authority (Shor, 1992; 

Salitrynski, 2014). A study by Carbone (2009) further indicates that students’ self-

assessment process shifts the teacher’s role from that of a sole authority to that 

of a facilitator working together with students. Thus, engaging students in the self-

assessment process would empower them as they take responsibility for 

assessing their own work (ibid).  

In addition, with the appearance of CP and the notion of constructing knowledge 

socially, many second language acquisition scholars in the composition field call 

for collaborative writing practices, where students work in groups and appreciate 

their peers’ feedback as a valuable source of evaluation (Lundstrom & Baker, 

2009; Yu & Lee, 2016). In such a collaborative practice, students should be 

considered to be valuable sources of information because they can provide their 

comments or critiques on each other’s drafts (Liu & Hansen, 2005). Within this 

environment, students work collaboratively and actively with their peers, instead 

of merely listening to their teachers’ instructions passively, in a way that enhances 

their autonomous agency (Vieregge, 2012), which leads to their empowerment 

(Wachob, 2009). Unfortunately, depending on peer feedback as a valid/reliable 
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assessment tool is absent in the Saudi context. A study by Al-Hazmi and 

Scholfield (2007) finds that peers’ feedback among Saudi university students is 

completely non-existent because of the domination of traditional assessment 

tools in the EFL writing field. 

Furthermore, in a critical writing class, Shor (1992) advises the use of students’ 

papers for writing lessons to deal with repeated errors as “the literacy work 

[should be] situated in real needs and texts” (p.164). Mohammad and Hazarika 

(2016) also recommend EFL teachers to choose some samples of students’ 

writing to practice in class so that teaching grammatical rules, in writing 

classrooms, is done based on student needs. Within this premise, the whole class 

becomes a group editing seminar, where students work in small groups 

cooperatively. In fact, the entire process of editing enhances students’ reflective 

skills as part of their learning process (ibid). To sum up, the correction 

procedures, from a critical perspective, should be flexible and negotiable rather 

than fixed and finalised through firm decisions of teachers (Shor, 1992). Doing so 

would make the assessment process more transparent for EFL students.  

To sum up this section, implementing CP into EFL writing classrooms, in this 

current study, would be through drawing a link between CP principles and Islam 

and then restructuring the EFL aims, practices, approaches, materials and 

assessment tools. The coming section intends to present a conceptual framework 

for introducing CP to EFL writing teachers. 

 A conceptual framework for introducing CP 

Based on the above literature review, this study intends to first introduce CP, to 

bridge the gap between theory and practice, based on its five integrated 

principles, starting with: (1) including politics in the educational arena; (2) raising 

teachers’ awareness of the surrounding issues; (3) questioning of taken-for-
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granted assumptions and knowledge; (4) supporting the concept of 

empowerment among teachers and students; and (5) integrating the world into 

classrooms. This will be done through drawing a considerable link between 

students’ religious identity and CP principles. As mentioned earlier, trying to find 

a connection between Islam and CP would facilitate its implementation in a 

conservative society ruled by Islamic laws and principles, such as the Saudi one. 

Teachers should be aware that “CP is inherent in Islamic principles” to enable 

them to implement this educational approach based on their “students’ contexts 

and cultural concerns” (Al Riyami, 2016, p.137). Thus, introducing CP can be 

started from drawing a link between Islam and CP by showing the similarities 

between their principles and then by restructuring the EFL writing aims, practices, 

approaches, materials and assessment tools to align them with the critical 

orientation guiding this study. Within this premise, writing would be considered 

as a social act to enable understanding the self and others in a collaborative 

environment where dialogue and negotiation are activated by transformative 

teachers through controversial materials and alternative assessment tools, as 

shown in Figure 3.2 below. 
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Figure 3.2 Conceptual framework for introducing CP to the EFL writing terrain 

It is important to clarify that the above conceptual framework of this study is 

adapted from Al Riyami’s (2016) framework, which introduces CP to the ELT 

system in the Omani context. However, some amendments have been made to 

that established framework to suit the literature of the current study, which 

focuses on introducing CP to the EFL writing terrain specifically, in the Saudi 

context. It is important to clarify here that this conceptual framework is not a fixed, 

rigid framework in which transformative teachers can always navigate a way to 

assist them introducing CP among EFL students based on their context. The next 

section discusses the specific principles of certain theories (critical theory, 

postmodernism and post-process theory) that have been selected to guide the 

research study and its conceptual framework. To clarify the relationship between 

the study’s conceptual framework and the integrated theories, it is important to 

shed light on the main principles of each theory, as illustrated below.   

 Section 2: Theoretical Framework 

In this section, specific principles of certain theories are focused on to guide this 

research study. These principles relate to critical theory, postmodernism and 

post-process theory.  

 Why Critical Theory (CT)? 

In a postgraduate course about research, a professor once told us that practice 

without a specific guiding theory is blind because theory clarifies reasons and 

leads to understanding. Therefore, for many scholars, theory is like a scheme 

that enables them to investigate and generalise for positivist research or to 

explore and understand for interpretive research (Esterberg, 2002). However, for 

critical theorists, theory is not just an exploration or an examination. Rather, it is 
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a means of change and emancipation (Gilani-Williams, 2014). In fact, the notion 

of change has been linked to the historical root of CT, specifically, to the Frankfurt 

school members who wanted to change their oppressive situation into a better 

one, as mentioned earlier in the origin section of this chapter. Thus, the aim of 

change, which is the core of CT, is the first influential principle to embrace this 

theory in this study. This study seeks to move away from the banking educational 

model in the teaching of EFL writing through restructuring and then changing the 

overall objectives of teaching EFL writing, the traditional writing approaches, the 

traditional role of teachers, the passive role of students and the traditional 

assessment tools. All these aspects are essential elements, in the study’s 

conceptual framework, to consider while introducing the concept of CP to 

teachers. Thus, the ultimate aim of change relates to the study’s conceptual 

framework and its overall vision. 

A second major principle of CT integrated in this study is the notion of critiquing 

societies and dominant ideologies (Peca, 2000; Giroux, 1983). Criticism, here, 

does not mean judging others in a negative way. Rather, CT aims to criticise to 

shed light on some oppressive or traditional practices and policies that hinder the 

goal of improvement or emancipation (Esterberg, 2002; Gilani-Williams, 2014). 

Within this premise, CT criticises the dominant ideology that sees education as a 

neutral enterprise without taking into consideration the political, social, cultural 

and economic effects. Thus, in this study, CT is utilised to provide a critique of 

the traditional educational ideologies behind teaching EFL writing in the Saudi 

context, such as the blind usage of some imported textbooks and the application 

of traditional approaches (Karmani, 2010). By being able to criticise and reflect, 

teachers would come to realise “how schools have historically embraced theories 

and practices that function to write knowledge and power in ways that sustain 
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asymmetrical relations of power under the guise of neutral and apolitical views of 

education” (Darder et al., 2003, p.11). Hence, the reason for criticising here is to 

engage both teachers and students in a dialectical process that increases their 

awareness of their reality and then leads to change—not only of the educational 

system but also of their personal conditions and the wider society (Peca, 2000)—

which the current study aims to convey. The critiquing principle has been 

integrated as an essential element in the conceptual framework’s initial stages in 

order to reach changes related to EFL teachers’ personal and professional 

development and make wider improvements in their own institution, which might 

lead to enhancing the whole educational system. 

It is important to clarify here that achieving change is not a solo mission on the 

shoulders of researchers or educators. CT does not refer to a personal 

responsibility in which the researcher work on and to people. It is more of a 

collaborative work between the researchers and participants who want to 

recognise reality and attain improvement (Peca, 2000). This is because critical 

researchers take their participants seriously, engage them effectively and usually 

share findings with their participants to change the dominant ideologies that 

restrict their practices (Esterberg, 2002). In this study, teachers play a major role 

in implementing CP principles into EFL writing classrooms to change the 

dominant approaches and improve their own practices.  

A third important principle of CT is the reflection on the relationship between 

individuals and their society (Miedema & Wardekker, 1999). In fact, CT highlights 

the strong interaction between individuals and their societies (Peca, 2000). In this 

essence, teaching FL/SL should be socially constructed by its users, which is a 

major belief of CT that sees reality as a social construct, as mentioned earlier in 

the historical origin section. In addition, reality is not only socially constructed but 
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also represents a problematic entity in which CT describes the educational 

sphere as a place of inequality and power relations that marginalise materials 

and individuals while appreciating others (Tamly, 2010). Consequently, this study 

starts from the stance that teaching EFL writing in Saudi Arabia is problematic 

because it perpetuates the status quo, does not encourage students’ critical 

voices, nor does it enhance teachers’ professional development. In other words, 

this study aims to change teachers’ attitudes towards teaching EFL writing by 

problematising the taken-for-granted approaches, practices, knowledge, 

materials and assessment tools that dominate the territory of writing. This is 

performed gradually, through an intervention that aims to raise teachers’ 

awareness of the political nature of teaching EFL writing, the traditional 

approaches to teaching and assessing EFL writing and teachers’ traditional 

practices inside classrooms that restrict criticality. After introducing CP to 

teachers, they are asked to take part in the study by applying the concept in their 

writing classes for an entire month. Afterwards, observational sessions are 

conducted followed by discussions on classroom procedures, challenges and 

possible changes. Subsequently, at the end of the term, the participating teachers 

are interviewed and provided their reflective journals to report their perceptions 

about CP.  

The ultimate reason for this educational transformation is to empower students, 

which is another key principle of CT, to challenge the status quo, to make decision 

regarding their own learning/teaching process and to motivate students to act 

accordingly. In the language of CT, it is easy to notice the emphasis on 

encouraging dialogue, cooperative decision-making and power-sharing within the 

school community to lead the educational process confidently. In other words, 

considering the critical approach in teaching would empower EFL students and 
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teachers (Canagarajah, 1999)—not only within the language classroom but also 

outside of it (Norton & Toohey, 2004). This empowerment can be done through 

encouraging a self-reflective process, which is another key principle of CT 

(Giroux, 1983), that guides this study to empower both teachers and students to 

critically discuss, reflect, evaluate and decide independently. This is why the 

empowerment principle has been presented in the initial stage of developing the 

conceptual framework. However, it is also important to keep in mind some CT 

limitations regarding the concepts of empowerment and change, as the criticism 

of the notion of empowerment is outlined earlier in the critique section for being 

unachievable, while the notion of a complete change also lacks the support of 

enough longitude studies that depict this change in practice due to the time limit 

imposed by most of the research studies, including this one. Having discussed 

the integration of CT principles and considering its limitations, it is time to shed 

some light on the selected principles of postmodernism. 

 Why Postmodernism? 

Although the literature introduces postmodernism as a vague concept with no 

clear definition (Kumaravadivelu, 2011; Premfors, 2019), like several 

terminologies, this does not mean that postmodernism does not stand for specific 

notions or principles. Among the agreed ideas of postmodernism is the belief in 

different realities and ways of knowing (Esterberg, 2002). In other words, 

postmodernism rejects a fixed/solid truth or reality (Hart, 2004; Javanmardi, Liu 

& Xie, 2019). Saying that there is no one fixed truth or reality regarding a specific 

phenomenon means that there is no one, absolute, or proper way to conduct a 

research study (Esterberg, 2002). This has been mentioned in the designed 

conceptual framework, which is a mere visualisation to introduce CP among EFL 

teachers. Thus, it is left up to teachers’ criticality and creativity to reflect and 
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decide on the most appropriate elements to include and focus on, based on their 

own contexts. Hence, rather than “looking for one unifying truth, 

it[postmodernism] recognizes a multiplicity of narratives” (Kumaravadivelu, 2011, 

p.5).  

The belief in seeking multiple realities rather than one fixed reality, which 

postmodernism advocates, suits the nature of this study, where I intend to work 

with insiders whose perspectives and personal experiences are highly 

appreciated and play a major role in the proceedings of this study. Considering 

this principle of dealing with and listening to multiple perspectives enables 

scholars to be more flexible, liberal and reflexive so that they can deal with 

expected contradictions, rifts and ruptures (Usher & Edwards, 1994)—all of which 

suit the nature of my position in this research study. This principle even reaches 

the language that the participants use and draws the researcher’s attention to the 

fact that it might be restricted by the force of higher authorities and powers who 

control every organisation and system, which makes it hard to tell the frank truth 

about reality (Hart, 2004). This is because postmodernists are doubtful about the 

possibility of true dialogue (Sidorkin, 2002). In other words, postmodernism 

awakes the sense of suspicion in a researcher, which is the second principle that 

guides this research study. 

Thus, postmodernism is an “attitude of suspicion” (Hart, 2004, p.3). Within this 

premise, postmodernism calls for frequent questioning and problematising of the 

taken-for-granted assumptions, knowledge, approaches, practices, theories, 

genres and discourses in which nothing is completely right (Slattery, 1997). This 

notion of constant questioning is encouraged among the participants in this study 

in order to realise that nothing is taken for granted. Likewise, the questioning 

principle has been introduced in the study’s conceptual framework as an 
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essential element to employ CP in classrooms in order to raise both teachers’ 

and students’ awareness of their own situations and the surrounding conditions 

where they initially think and reflect and then decide and change. This is because 

everything is changing and what has been proven to work long time ago does not 

mean that it is also suitable for use today. This rule applies to all life aspects, 

where nothing is complete or perfect—including this research study—that does 

not aim to introduce a rigid approach to teach writing but only to negotiate a 

possible way of teaching (Kincheloe, 2012).  

The previous assumption leads to the third principle of postmodernism, which is 

that all projects are incomplete. Habermas (1980), cited in Shekarey and Rahimi 

(2013), refers to postmodernism as an unfinished project. Therefore, 

postmodernism rejects the idea that complete development or total completion 

can be achieved through a judicious use of reasoning in which a higher level is 

reached through linear progress, work and effort (Hart, 2004). In fact, due to the 

complex nature of any research, where many influential factors may affect the 

procedure, and the fact that I am conducting a critical study in a pure traditional 

community, it is necessary to take into consideration that a straightforward 

process would not be fully accomplished. The nature of this critical study makes 

it hard to predict what happens in the next step or in the future. The intervention 

will be provided several times, if needed, but there is no assurance that all 

teachers would fully apply the pedagogy in their classes nor continue to apply it 

in the future.  

However, dragging teachers to the zone of critical thinking is an essential aim of 

the study so that they would become engaged in constant evaluation and 

reflection of their own practices and methods of teaching at the same time. The 

same is true for raising teachers’ awareness of the fact that the teaching process 
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is not fixed but dynamic and that they should not stick to a rigid way of thinking, 

which is essential for a better teaching process. Therefore, it could be understood 

that postmodernism is concerned about changing ways of thinking more than 

committing direct actions or changes (Creswell, 2013). Within this premise, 

postmodernism promotes initial skills rather than providing ideals (Usher & 

Edwards, 1994). Hence, in critical postmodern education, students’ critical skills 

are enhanced/encouraged in order for them to develop a voice that fights and 

changes the status quo (Shekarey & Rahimi, 2013). Although Usher and 

Edwards (1994) suggest that postmodernism does not fit with the traditional 

system of education, this study attempts to question this assumption because 

postmodernism rejects the notions of generalisation and homogeneous 

perceptions. In fact, the literature reveals several current research studies that 

incorporate postmodernism to question the status quo (Curtis, 2003; Pishghadam 

& Meidani, 2012; Al Riyami, 2016). Therefore, I think that integrating 

postmodernism into the Saudi context is possible and worthy of being attempted. 

Having discussed the integration of postmodernism principles and considering its 

limitations, it is time to discuss the selected principles of post-process theory. 

 Why Post-Process Theory? 

The post-process theory guides this study because it rejects the current 

traditional method or the banking model of teaching writing as a systematic 

process, activity or routine provided by instructors to passive students who should 

follow the provided instructions blindly (Shafer, 2012). Moreover, most post-

process theorists believe that writing teachers should integrate more dialogue, 

arguments and personal experiences into their classes rather than focusing only 

on rigid academic discourses that follow specific steps of brainstorming, outlining 

and clustering to write introductions, thesis statements and conclusions without 
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the use of the first-person pronoun or personal experiences. In other words, the 

post-process theory “transcends the notion of neat and systemized ways of 

writing and creating texts” (p. 295), where students should be encouraged to write 

to meet the demands of their audience. Within this premise, this theory rejects 

the notion of having a specific writing theory that has rules, instructions, 

procedures, models and sets of generalisations about how to write essays 

(Pullman, 1999; Olson, 2002). Hence, the post-process theory rejects the 

rhetorical narrative of the process theory that ignores the social aspects of writing 

and bases composition on an identified process to narrate prescribed truths 

(Fraiberg, 2002; Whicker, 2011).  

In fact, there is a link between CP and post process as they both share anti 

hegemonic stance towards the supremacy of a particular method and add the 

social aspect to the writing act (Barnawi, 2011). Such a social vision of writing is 

the main reason behind integrating the post-process theory into this study, which 

aims to raise teachers’ awareness of their own criticality and creativity to teach 

writing based on their own contexts and classroom situations. Consequently, the 

teachers in this study are encouraged to create their own approaches to teach 

writing that suit their classrooms’ conditions rather than to blindly follow the 

provided ones. However, it is important to clarify that liberal pedagogies, including 

the post-process pedagogy, would defiantly teach writing following some process 

activities (Ewald, 1999). The main concern here is not to rely “on any real 

rejection of process but rather on the idea of ‘not’ process” (Whicker, 2011, 

p.514).  

Although the literature about the post-process theory reveals ambiguity regarding 

its unclear meaning (McComiskey, 2000), this study incorporates the post-

process theory’s three main principles about writing, which are: (1) writing is 
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public; (2) writing is interpretive; and (3) writing is situated (Kent, 1999). The first 

integrated principle sees writing as a communicative interaction with others, at a 

specific time, as we are not living alone in this universe. Within this premise, 

writing should not be regarded as an individualistic act. Instead, it should be done 

through engaging students in dialogue through which they can discuss and listen 

to different opinions. Regarding the second principle, to interpret means to 

understand different meanings, perspectives and realities while writing rather 

than merely describing or paraphrasing. Thus, when we read or write, “we must 

possess the ability to enter into the relation of understanding with other language 

users” (p.2). In fact, encouraging discussions would allow students to reflect and 

understand the hidden agendas behind the written or spoken texts, which is 

another aim of this study. Since writing is a public act that requires a wider 

understanding of others/situations, writers are always situated in some positions 

or places—which leads us to the third integrated principle. Thus, the post-process 

theory views the act of writing as a social practice (Barnawi, 2011; Whicker, 2011) 

in which writers compose for others and with others from specific position/place. 

It is a theory that brings life into papers, where free voices have the chance to 

breathe (Shafer, 2012). This, in fact, suits the aim of this study by asking EFL 

writing teachers to encourage their students to express their ideas and opinions 

freely based on their own experiences. This also aligns with the integrated 

element in the conceptual framework that focuses on the notion of restructuring 

EFL writing’s aims, practices, approaches, materials and assessment tools to be 

socially constructed based on readings, discussions, reflections, group works and 

collaborations between teachers and their students. Hence, the writing process 

would be considered as an essential social practice rather than an individualistic 

activity.    
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 Conclusion 

This chapter is divided into two main sections. The first reflects on the current 

field of EFL writing and presents some illustrations regarding its stated aims, 

utilised approaches, teachers’ and students’ practices, designed materials and 

applied assessment tools. This detailed illustration, which includes a review of 

many existing studies in the field, shows that there is an urgent call to incorporate 

different educational approaches to substitute the current banking methodologies 

used to teach EFL writing—which represents the research gap. To fill this gap, 

CP has been selected as an alternative educational approach to teach EFL 

writing differently, away from restrictions. Before implementing this new method, 

an illustration is provided in more detail here to clarify its historical origins, 

meanings and critiques. Then, to introduce CP to the EFL writing territory, a 

conceptual framework is established based on the reviewed literature. The 

second section introduces some principles, with a critical orientation, from three 

theories—the critical theory, postmodernism and the post-process theory—which 

have been selected carefully to guide this study.  
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 Chapter Four: Methodology 

 Introduction 

In this chapter, the methodology I follow to introduce the concept of CP among 

EFL writing teachers in order to bridge the gap between theory and practice, in 

the Saudi context, is explicitly discussed. First, an explanation of the paradigmatic 

stance and the methodology that inform the study are provided. Then, 

descriptions of the site and of the research participants are given. Subsequently, 

the data collection methods and the analysis procedure are illustrated. 

Furthermore, a clear consideration of the study’s validity and ethics is also 

undertaken, followed by a concluding section that lists the limitations of the scope 

and design of the research study. 

 The paradigmatic stance and methodology of this study  

Being a postgraduate student allows me to explore the world of research 

paradigms, which some researchers consider it to be a guide for their research. 

Form my humble understanding, every educational research deals with a specific 

phenomenon from different angles, perspectives or assumptions. Based on 

research assumptions, researchers embrace a paradigm that might be 

interpreted as a framework, pattern or philosophy. Thus, a paradigm “acts as a 

template or example to be followed” (Baillie & Miller, 2003, p.220). For those who 

want to involve a specific paradigmatic stance while conducting their research 

study, a careful choice should be made in order to clearly follow the guidelines 

and procedures of the chosen paradigm. It could be said here that the choice of 

a specific paradigm clarifies and guides research purposes and expectations 

(Mackenzie & Kinpe, 2006). Hence, selecting a research paradigm is the first step 
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that assists researchers in deciding on their methodologies, approaches, 

participants or research procedures (Denzin & Lincoln 2008; Mackenzie & Kinpe, 

2006; Schwandt, 2015). Within this premise, the word paradigm has been defined 

as “a set of assumptions and perceptual orientations shared by members of a 

research community…[to] determine how members of research communities 

view both the phenomena their particular community studies and the research 

methods that should be employed to study those phenomena” (Donmoyer, 2008, 

p.591). In other words, a paradigm “includes a set of beliefs or assumptions that 

(1) establishes boundaries and principles within a particular field, (2) guides 

perception, and (3) describes a particular view of reality” to increase 

understanding or to guide new learning (Johnson, 2005, p.11).  

In educational research, three well-known paradigms are mainly used: positivism, 

interpretivism and critical theory (Cohen, Manion & Morrison, 2013; Creswell, 

2012; Crotty, 2015). Each paradigm has three main components: ontology, 

epistemology and methodology (Mustafa, 2011). Ontology is concerned with 

reality and how people receive it by emphasising the question: “What is the nature 

of existence?” (Crotty, 1998, p.10); epistemology is concerned with what we know 

about reality and how we know it (Willis, 2007); and methodology is concerned 

with the plan or design behind using specific methods in research (Troudi, 2015; 

Wellington, 2015). Although one might think that a researcher should embrace 

the roles of one specific paradigm (Guba, 2015), flexibility—according to some 

scholars—allows researchers to follow multiple paradigms while conducting their 

studies (Creswell, 2013). Consequently, the paradigm world does not restrict 

researchers once it is well understood but only guides their research. Based on 

the critical theoretical framework integrated in the previous chapter, I have 
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chosen the critical paradigm to guide the methodology, procedures and methods 

of the study. 

The critical paradigm is concerned with emancipation and transformation 

(Kincheloe & McLaren, 2000), thus aligning with the aim of this study to change 

“the lives of the participants, the institutions in which individuals work or live, and 

the researcher’s life” (Creswell, 2009, pp.9–10). Reaching change is the ultimate 

goal of this paradigm, which is, historically, connected to the emergence of the 

Frankfurt School, as mentioned earlier in the literature review chapter section 

3.2.6.1, as a reaction to oppressive surrounding conditions. Within this premise, 

the element of ontology, in this paradigm, sees reality as a social and historical 

lived experience that is controlled by power relations and social structures 

(Kemmis & McTaggart, 2000). The second element, epistemology, is interactively 

linked between the researcher and the researched object to explore and 

understand (Guba and Lincoln, 1994). For example, knowledge in schools is 

considered to reflect the powerful segments of society. Accordingly, what counts 

as “worthwhile knowledge is determined by the social and positional power of the 

advocates of that knowledge” (Cohen et al., 2013, p.32). This means that 

knowledge is “an expression of power rather than truth” (Mack, 2010, p.10). 

Moving to the third element, there are several methodologies related to this 

critical paradigm such as action research (AR), critical discourse analysis, critical 

ethnography and ideology critique (Troudi, 2015).  

AR has successfully been used in many sectors, including schools, hospitals, 

agencies, organisations, governmental departments and several other areas 

(Stringer, 2014). This study conducts AR because it is considered to be 

appropriate for the educational sphere (Zuber-Skerritt, 1996). More specifically, 

AR is a version of critical inquiry that is most familiar to ELT teachers and 
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researchers (Troudi, 2015). This is also because AR has been defined as “the 

process of studying a real school or classroom situation to understand and 

improve the quality of actions or instruction (Hensen, 1996; McTaggart, 1997; 

Schmuck, 1997, cited in Johnson, 2008, p.28) where teachers can observe their 

practices and think of possible actions” (Dinkelman, 1997, cited in Johnson, 2008, 

p.28). Furthermore, this type of research can be shared with others, which means 

that it represents a collective, collaborative and self-reflective inquiry that aims to 

first understand the practice and then to improve it (McCutcheon & Jung, 1990; 

Herr & Anderson, 2015). Hence, AR should be performed by/with people and not 

on them (ibid), which corresponds with the procedures of this study, which are 

further explained in subsequent sections. To sum up, a full description of AR has 

been provided by Stringer (2014): 

Action research is a systematic approach to investigation that enables 
people to find effective solutions to problems they confront in their everyday 
lives. unlike experimental or qualitative research that looks for generalizable 
explanations related to a small number of variables, action research seeks 
to engage the complex dynamics involved in any social context. It uses 
continuing cycles of investigation designed to reveal the effective solutions 
to issues and problems experienced in situations and localized settings, 
providing the means by which people in schools, businesses, community 
agencies and organizations, and health and human services may increase 
the effectiveness and efficiency of their work. In doing so it also seeks to 
build a body of knowledge that enhances professional and community 
practices and works to increase the well-being of the people involved. (p.1) 

 
From the above description, it could be understood that AR is meant to lead to 

teacher empowerment (Johnson, 2008), which is a major purpose of this study. 

Engaging teachers in the research process would empower them to both 

incorporate their own experiences, thoughts, methods and creativities and share 

in making decisions about the suitable practice to utilise in classrooms. Such 

empowerment enhances the professional growth and development of teachers 

(ibid). In this manner, the AR approach helps all teacher-researchers to discover 
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more about a specific teaching issue that is related to their own classrooms and 

students. Consequently, I embrace AR for this study because it represents a 

more subjective and flexible approach, which aims to explore different teaching 

methods that are needed to improve classroom conditions and practices (Burns, 

2010). 

This study employs several methods (questionnaire, group interviews, 

workshops, observations, post-observation interviews, semi-structured 

interviews and reflective journals, as presented in Figure 4.1 below) to collect rich 

data that helps me, the researcher, and the participants understand the situation 

regarding the approaches and practices utilised at the investigated institution to 

make improvements and changes. The main reason for conducting this study is 

to raise teachers’ awareness of the fact that there is no everlasting best or fixed 

practice because every practice/approach should be tried, modified and changed 

in accordance with classroom and student conditions. Thus, the focus here is on 

improving classroom practices as AR has “a clear emphasis on action” (Troudi, 

2015, p.92). Other reasons for deciding on using AR as a methodology for this 

study are: (1) improving everyday work practices at my workplace, through 

reviewing goals and procedures as well as evaluating effectiveness and planning 

strategies; (2) solving specific issues by defining the problem, exploring its 

context, analysing its elements and then developing plans for a solution; and (3) 

developing specific programs through planning, implementing and evaluating 

(Stringer, 2014).  
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Figure 4.1: Summary of the research instruments, participants and data 
analysis 

It is important to shed light on the different types of AR that are widely utilised in 

the educational field. Zuber-Skerritt (1996) explains that the first type—technical 

action research—aims to achieve improvement in the educational practices 

whereby practitioners depend on the researcher as an outsider expert. For the 

second type—practical action research—the aim is the same as that of the 

technical type but the emphasis is placed on practitioners’ understanding and 

their professional development, whilst the researcher encourages them to 

participate and self-reflect. For the last type—emancipatory action research—the 

aim is to transform and change not only a specific practice but the entire system 

or condition that hinders improvement. This is for the sake of empowering the 

participant, as shown in Table 4.1 below. 
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Table 4.1:Types of action research and their main characteristics (Zuber-Skerritt 
1992: 12 cited in Zuber-Skerritt 1996: 4) 

 
 
This study espouses the emancipatory vision of AR for several reasons. To begin 

with, this type of AR is based on the notion of collaboration and reflexivity in 

relation to various personal experiences and prior knowledge not on 

“representative samples or agreed categories” (Zuber-Skerritt, 1996, p.19). 

These experiences are analysed yet with a considerable principle in mind—there 

are no final or complete analyses because, in this type of AR, inquiries “take the 

form of questioning claims, rather than making claims” (p.19). In other words, AR 

is considered to be a tool for raising teacher consciousness of their role as 

intellectual transformative agents of change who can think, question and resist 

the traditional/technical role when teaching EFL writing—and, thus, possibly 

promote positive changes in schools, universities, education institutions and the 

entire society (Al Riyami, 2016). Besides, adopting a critical/emancipatory vision 

means that the process of integrating AR is a shared responsibility attained 

through critical reflection and dialogue between the researcher and the 

participants, where both are encouraged to work collaboratively to examine the 

status quo or common educational practices (Sandretto, 2008) to reach the 
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critical awareness that is essential for improving the current EFL writing 

situation—which is the focus of this study. I hope that, by taking an emancipatory 

stance in my AR, I can encourage EFL teachers to think and question their 

teaching methods, materials, practices and the entire EFL system in their own 

context so that they can improve it. Thus, the main distinguishing characteristic 

of this emancipatory action research is its reflexivity (Zuber-Skerritt, 1996). 

To be reflexive, we should be self-aware by “reflecting upon the ways in which 

our own values, experiences, interests, beliefs, political commitments, wider aims 

in life and social identities have shaped the research” (Pine, 2009, p. 68). In 

addition, this self-awareness involves thinking about how the research may have 

affected or changed us as both people and researchers. This type of reflexivity is 

known as personal reflexivity, which is highly recommended in ARs (ibid). Even 

though deciding what to reveal and what to hide are, certainly, political and 

personal decisions (Royal, 2010), I prefer to be engaged in this type of reflexivity 

by reflecting on who I am. Hence, I believe that revealing some background 

information would assist readers to better understand the idea behind this 

research.  

I am a Saudi lady who was born and brought up in a small town in the eastern 

province of Saudi Arabia. My experience as a student was similar to the 

experiences that have been mentioned in the literature—to such extent that 

reading the literature feels as if I was literally narrating my personal educational 

journey. This means that I, too, learned some information—which I subsequently 

forgot—in order to pass my exams and find a prestigious job. I obtained a job at 

a college—teaching undergraduate students—directly after receiving my 

bachelor’s degree, only to find myself standing in front of students who were close 

to my age. Being a 22-year-old teacher teaching 20-year-old students made us, 
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unconsciously, best friends. I was naïve but our friendship taught me how to 

teach. Those friends and I sat on the floor, shared experiences, listened to one 

another, discussed our lessons, played games, sang songs, rehearsed scenes 

and ate our breakfast or lunch together. Even though the materials were 

provided, I was rebellious and always did what my students wanted. I wanted to 

be different from the teachers who had taught me and I wanted my students to 

be different. Without following a specifically named approach, that challenging 

year held both success and failure. I knew I lacked the training to use a variety of 

teaching approaches yet I was a big fan of the communicative one. 

Consequently, I decided to study abroad to improve myself as a teacher, where 

I encountered the concept of critical education and critical research in which 

improvements and changes are ultimate goals. More specifically, I decided on 

using AR as the methodology for this study to explore the below listed research 

questions following specific procedures, as explained in the following section:  

1. How do EFL teachers perceive Critical Pedagogy in EFL writing 

classrooms?  

2. What are the challenges of implementing Critical Pedagogy into EFL 

writing classrooms from the perspective of teachers? 

3. How can Critical Pedagogy make a change in EFL writing classrooms? 

 AR procedures 

The actual model embraced in this study is based on keeping AR as simple as 

possible (Johnson, 2008). Consequently, I planned to adopt a very direct and 

clear model established earlier by Kemmis and Mc Taggart (1988) and Zuber-

Skerrit (1996), which consists of four essential stages: (1) strategic planning, (2) 

action, (3) observation and (4) reflection, as shown in Figure 4.1 below.  
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Figure 4.2:Cyclical AR based on 4 steps-model cited in Burns (2010, p.9) 

Prior to illustrating each stage, it is important to clarify the two main reasons for 

integrating the model outlined above. First, it is compatible with the transformative 

aim of this AR. Second, it has a strong emphasis on the reflection process during 

and after each stage. Such constant reflection encourages continuous feedback 

and interaction between the four steps allowing for new ideas to be developed in 

order to enhance the next cycle. Thus, reflecting on each stage encourages the 

researcher to modify each stage and cycle. 

It is important to clarify here that only one cycle was used in this AR for one main 

reason which is the time factor. Due to the regulations within the study context, 

researchers are allowed to conduct their studies for no more than 90 days. In 

fact, after liaising with the university deputies and obtaining their permission, the 

first stage of this AR’s cycle started a month earlier in order to have enough time 

to analyse the data of this stage and design the intervention. After the second 

stage (the intervention), a month was given to the participants to implement CP 

in their writing classes. Although introducing CP in one month may not be very 

promising to yield wider changes, as clarified in the study limitation (4.10), raising 

teachers’ awareness of CP was the main focus of this study to encourage an 
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initial step for practice. Therefore, the provided pedagogical workshops sought to 

engage teachers in exploring the meaning of CP in a participatory environment 

in order to activate their critical skills based on their own engagement, experience 

and prior knowledge. Dividing the workshops into three sessions over three days 

meant to enhance teachers’ awareness progression whereby they continued 

thinking of and reflecting on CP meanings, implementations, challenges and 

possible changes in EFL classrooms. Besides, during the third stage, for two 

months, the observation, post-observation interviews, semi-structured interviews 

and reflective journals were employed to keep the participating teachers involved 

in thinking and reflection processes regarding CP implementation. The research 

stages are presented below in Figure 4.3 and each stage is illustrated in detail.  

 

Figure 4.3:Research four stages 

In the first stage—strategic planning— it is required for the researcher to identify 

the problem in order to develop the plan and action that are needed for achieving 

improvement in the chosen context. Hence, I began by identifying the problem—
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the over-reliance on the traditional banking model in EFL writing classes in the 

Saudi context, where teachers direct their classes to cover the prescribed 

materials provided to them without taking CP into consideration. The ultimate aim 

became to change this traditional atmosphere by forming a critical one so that 

the teachers could change their attitudes and methods while teaching writing. At 

this stage, it was essential to formulate the problem in a manner that justifies the 

subsequent stage—introducing the intervention. Consequently, I decided to 

obtain an overall view of the existing teaching writing situation in the Saudi 

community by distributing a questionnaire among EFL instructors who taught at 

the university level, including those at the researched institution, to investigate 

their awareness of CP and to inform the development of the interview in later 

stages. Then, to develop a more focused view of the situation, I decided to 

conduct group interviews with the participating teachers at the researched 

institution, thus exploring, in depth, their awareness of CP as an educational 

approach for teaching EFL writing.  

The second stage—action—is about introducing an action, plan or prepared 

intervention at a specific institution/organisation over an agreed period of time. 

Thus, after identifying the problem, in the first stage, and based on the literature 

that suggests how CP can be implemented in EFL writing classrooms, I decided 

to establish two main interventions that took the form of an article and three 

workshops. This was meant to address the research problem about the current 

situation and was subsequently followed by the planning of new and different 

alternatives for teaching writing through the introduction of CP among EFL 

teachers. The interventions were designed to allow teachers’ participation and 

engagement. Initially, the participating teachers were prepared for the exploration 

of the new concept by an assigned reading article about CP in the EFL writing 
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territory. Then, they attended the workshops in which they integrated their 

personal experiences and ideas, contributed their own perspectives on various 

aspects, designed their own tasks and evaluated several examples and practices 

provided. Hence, the workshops were designed to be participatory in nature, 

working with teachers rather than being imposed on them. 

The length of the intervention was initially discussed in detail with my supervisor, 

other colleagues and the English department at the institution. The workshops 

were conducted over three days, each lasting one hour for both practical and 

pedagogical reasons. Practically, I felt that compressing the three hours into one 

day would leave the teachers bored and exhausted. Pedagogically, after each 

workshop, the teachers had time to reflect on their own practices by thinking of 

ways to incorporate CP into their classes, considering the expected challenges 

and questioning its possibility in their context. Thus, in May 2018, I contacted the 

English department and the administration at my institution to inquire about the 

best time to conduct my CP workshops. All agreed on the first week of the 

subsequent academic year, September 2018, as the most appropriate time when 

teachers are preparing themselves and their courses. We also agreed on the 

dates, times and the place of presenting the workshops.  

After introducing CP, the third stage—observation—can begin through the 

observation of the effects of the action (the interventions), which might be 

regarded as the data collection phase for gathering information about what is 

happening. Consequently, after conducting the CP workshops, I collected 

evaluation forms from the participating teachers, observed several writing classes 

to see how the teachers were dealing with and implementing CP, conducted 

several post-observation interviews with the observed teachers, interviewed 

teachers and asked them to voluntarily provide reflective journals that reflect on 
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the CP implementation process. This step, however, required that the methods’ 

questions and layouts be prepared under the supervision of my supervisor and 

piloted with my colleagues before starting. After observing the situation and 

collecting data, the recommended fourth stage—reflection—involves reflecting 

on the results of the previous stages through an analysis of the findings that 

evaluates the effects of the action and aims to understand the explored issue 

clearly (Chapters 5 and 6). In this manner, the reached outcomes are shared and 

suggestions are made about undergoing another cycle, taking future actions or 

conducting future research to reach further improvements (Chapter 7).  

However, despite its clearly organised stages, this model has been criticised for 

being fixed and rigid, moving in one direction, whereas AR cycles should be more 

flexible and spontaneous, involving several interwoven aspects—exploring, 

identifying, planning, acting, observing, analysing, reflecting, evaluating, 

describing and reporting—that do not occur in order (Burns, 2010). In fact, in 

practice, this was precisely the case because these stages and their outcomes 

overlapped. It is important to keep in mind that AR is based on the fact that there 

is no single—fixed or absolute—solution to any problem. Therefore, suggesting 

fixed models or solutions “must [always] be modified and adapted in order to fit 

the context in which they are used” (Stringer, 2014, p.6). Nevertheless, this 

design is a useful one “as it summarises very succinctly the essential phases of 

the AR” (Burns, 2010, p.8). Furthermore, each cycle in this model increases the 

researcher’s knowledge about the problem and leads to a solution (Herr & 

Anderson, 2015). This means that it is still important to do these procedures 

despite the fact that “things often proceed in a less well-structured way” (Kemmis, 

Mc Taggart, & Nixon, 2013, p.113). This is because change will not happen until 

we attempt it ourselves and become its agents.  
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These procedures were conducted at a specific-chosen educational institution 

and with specific participants, as illustrated next.  

 Research site and participants 

To locate a research site, researchers should identify the participants who could 

be representative of their targeted group (Creswell, 2013). In other words, the 

sample size and sampling strategy are important points that need to be carefully 

considered by researchers just as important as the research methodology 

(Cohen, Manion, & Morrison, 2013). In research utilising quantitative methods, 

for example, a large number of participants is needed to attain statistical data, 

whereas a smaller number of participants can be employed in research utilising 

qualitative methods (Ritchie & Lewis, 2003 cited in Alebaikan, 2010). Therefore, 

since this study is based on several qualitative methods, I decided to conduct it 

with EFL writing teachers working at only one institution in the Saudi context for 

several reasons. First, trying to incorporate many EFL teachers from several 

institutions demands more time, effort and resources—a demand that, due to the 

time limit of this specific research study and the geographic nature of Saudi 

Arabia, was impossible to meet. Second, most EFL teachers working in the Saudi 

context are Saudis, with few EFL teachers from India, Pakistan and Arab 

countries. Because this composition is available in my chosen study context, it 

was not necessary to include more than one institution to find samples of the 

entire target population. Third, the fact that I work at this institution pushed me to 

think of ways in which it could be improved. In fact, the literature shows that many 

“educational action researchers studying schools may have been teachers” (Herr 

& Anderson, 2015, p. 39). Thus, my position facilitated the procedure of 

conducting this type of research, where I was able to directly contact the 

participants and check their availability to partake in it. This ensured that I took 
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into consideration accessibility, time and available support, all of which are 

important elements while deciding on the sampling size (Cohen, et al., 2013).  

Moving on to the sampling strategy chosen, it should first be noted that there are 

two apparent strategies (probability and non-probability) from which researchers 

need to choose the one that is most appropriate and justifiable. In this study, the 

participants were chosen using the non-probability sampling strategy because 

the sample consisted of only one small group of teachers at one institution. The 

non-probability sampling strategy is highly emphasised in: 

small scale research, for example, as with one or two schools, two or three 
groups of students, or a particular group of teachers, where no attempt to 
generalize is desired; this is frequently the case for some ethnographic 
research, action research or case study research. (Cohen, et al., 2002, 
p.102) 

 
The idea that CP might change and improve the teaching of EFL writing at my 

workplace assisted me in deciding on the site and the participants for my study. 

In other words, being an insider who knows the situation and has worked at the 

chosen institution encouraged me to start a research for the sake of improvement. 

In fact, AR in education shows its applicability, effectiveness and significant 

impact on organisations and individuals when it is employed from the inside by 

insiders who already know what is needed (Smyth, 2008)—to solve specific 

problems, to enable professional development or “to generate knowledge of 

practice from the inside out” (Herr & Anderson, 2015, p.38). Having decided on 

the research site and participants, the next section illustrated the utilised methods 

in this AR. 

 

 Methods of data collection  
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Tracing back the literature reveals a great number of scholars who believe that 

AR should mostly apply qualitative methods (Norton, 2000; Tamly, 2010) despite 

the call of some other scholars for embracing a mixed method approach 

(Creswell, 2013; Mackenzie & Knip, 2006). In fact, to some scholars, AR is “not 

a quantitative inquiry that aims to prove or measure independent or dependent 

variables” (Johnson, 2008, p.31). This is because, in AR, we are not trying to 

prove or compare anything. Instead, the goal is to understand the situation and 

then to try to improve it (ibid). Consequently, the current study implements an AR, 

which involves a focus on qualitative data for in depth exploration and 

understanding of the phenomenon under study. Nonetheless, quantitative data 

were applied in the first stage (strategic planning) as a piloting step for measuring 

EFL teacher awareness of CP before conducting the study. In this manner, I first 

obtained an overall view of the situation. Then, the three research questions were 

answered later on, in stage 2 and 3 using more than one qualitative method as 

shown in Figure 4.3 that summarises the data collection stages for this study and 

the methods used to answer the research questions. Subsequently, I explain how 

each data collection method was designed, applied and analysed. 

 Stage 1: Strategic planning (questionnaire + group interviews) 

In this stage, which I considered to be a piloting stage, there were two main steps 

to be taken, as shown in Figure 4.4. The first one intended to initially obtain a 

wider understanding of the EFL writing situation in the Saudi context, in general, 

by investigating EFL teachers’ awareness of the use of CP as an educational 

approach in their classrooms. To this end, I distributed a questionnaire among 

EFL teachers. The selection of the queried teachers was to reach the broader 

aim stated above. This, I argued, would provide useful background and insight 

into the topic explored in more depth in subsequent stages. After investigating 
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the breadth of teachers’ awareness of CP at four Saudi institutions (the main 

university and its three branches), I decided to explore the depth of this 

awareness at one specific branch—constituting the second step of the first stage 

prior to the intervention. In this second step, I conducted group interviews with 

EFL teachers working at one Saudi educational institution, which I also work at, 

for the aim illustrated above. Each method utilised at this stage is explained 

below. 

 

Figure 4.4: Stage 1: Strategic planning (Questionnaire – Group Interview) 

 Step 1: Questionnaire  

4.5.1.1.1 Why a questionnaire? Method justification 

The literature provides detailed illustrations of what questionnaires are and what 

they measure (Dőrnyei, 2003). Questionnaires can be defined as “any written 

instruments that present respondents with a series of questions or statements to 

which they are to react either by writing out their answers or selecting from among 

existing answers” (Brown, 2001, p.6). As indicated in the above section, the 

purpose of this questionnaire was to reach a large number of EFL undergraduate-

level teachers in order to obtain a broad understanding of the teaching writing 

Step 1: 
Questionnaire

Investigate the 
breadth of 
teachers 

awareness. 

In 4 institution (135 
participants)

Step 2: Group 
interview

Explore the depth 
of teachers 
awareness.

In one institution 
(10 participants 
divided into 2 

groups)
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situation in the Saudi context and teacher awareness of CP as an educational 

approach for teaching writing. The participating teachers worked at different 

educational institutions in Saudi Arabia and this tool helped reach a large sample 

at once (Bryman, 2102). Furthermore, questionnaires are known for being low 

cost in comparison to other methods, such as interviews—which are also time 

consuming—especially when a large number of participants in different places is 

involved (ibid). Hence, distributing a questionnaire among EFL teachers at 

different institutions saved money, time and effort, especially given the 

geographic nature of Saudi Arabia. 

A variety of questions can be used by researchers in a questionnaire: (1) multi-

item scales; (2) closed-ended items, such as rating scales, multiple-choice items, 

rank order items, numeric items and checklists; and (3) open-ended questions 

(Dőrnyei, 2003; Cohen et al., 2011). In the questionnaire used in this study, both 

closed-ended items and open-ended questions were utilised. The use of closed-

opened questions is beneficial for several reasons. First, this type of 

questionnaire provides participants with “ready-made response options to 

choose from” by encircling or ticking one of the appropriate answers without any 

free writing (Dőrnyei, 2003, p.35). Hence, this question type requires less effort 

from the participants who are asked to check a statement that represents their 

opinion. In fact, the advantage of closed-ended items could be their 

straightforwardness that “leaves no room for subjectivity”, where the responses 

are coded numerically by a computer database (p. 35). In this study, the 

participants made an evaluating judgement by choosing the statement that was 

closest to their views on a 5-point Likert scale (strongly agree, agree, uncertain, 

disagree, strongly disagree). This rating scale was utilised in this study because 

the responses are easy to collect and analyse (Dőrnyei, 2003; Cohen et al., 2011; 
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Kemmis, McTaggart, & Nixon, 2013). However, it is important to keep in mind 

that the participants might provide inaccurate answers on these questionnaires 

due to the boredom factor while completing them when there is a large number 

of questions (Denscombe, 2010). Consequently, the layout of the questionnaire 

was divided into clear and short sections that all use the same Likert scale by 

asking the participants to read the responses, select the appropriate one and 

move on to the next section. 

However, despite the simplicity and straightforwardness of this type of 

questionnaire, the participants lack the opportunity to add further explanation or 

clarification to some items (Cohen et al., 2011), which might result in superficial 

data that prevent a thorough investigation of participant perspectives (Dörnyei, 

2003; Dörnyei & Taguchi, 2010). To overcome this drawback, the last section of 

the distributed questionnaire included some open-ended questions, where the 

participants were asked about their awareness of CP as an educational approach 

to teach EFL writing, as well as about its challenges and possibilities in the EFL 

Saudi context. The responses to these open-ended questions provided additional 

useful exploration and explanation of participant perspectives (Kemmis, 

McTaggart, & Nixon, 2013). Thus, despite the fact that open-ended questions are 

more difficult to code and time consuming, they can provide a far greater 

“richness” than fully quantitative data (Dörnyei, 2003, p.47). According to Dörnyei 

(2003), placing open-ended questions at the end of the questionnaire rather than 

at the beginning is highly recommended to guarantee that the respondents are 

not answering at the expense of the closed-ended items and in order not to 

discourage participants from completing the questionnaire. Besides, these 

questions should not be completely open but contain certain response guidelines 

for the participants, such as having specific open questions, clarification 
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questions, sentence completion items or short answer questions (ibid). The open-

ended questions used in this questionnaire were specific and short answer 

questions. 

The final version of the utilised questionnaire (Appendix 3) included a brief letter 

as an introduction that explains the aim of distributing the questionnaire among 

EFL teachers and emphasises the guarantee of participant data confidentiality 

and anonymity (Wellington, 2000). This was followed by three sections that 

consisted of 44 items in total. The first section addressed the participants’ 

demographic information and included some background questions about their 

educational level, gender, nationality and years of EFL teaching experience in 

Saudi Arabia. Part two was divided into six sections: EFL aim, EFL materials, 

EFL methods, EFL assessments, EFL teachers’ role and EFL students’ role in 

writing classrooms, as shown in Table 4.2, based on the literature discussed in 

Chapter 3. This was followed by a third part that included four open-ended 

questions, as explained in the paragraph above. The questionnaire concluded 

with a question that asked the participants to provide their contact information if 

they would like to attend CP workshops. This aimed to investigate the teachers’ 

willingness or resistance to the idea of implementing CP as an educational 

approach in the EFL territory.  

Table 4.2 sections of part 2 of the questionnaire 

Sections Titles Number of items 

1 Teaching EFL writing in the Saudi 
context 

5 

2 EFL Writing materials 6 

3 EFL Writing methods  9 
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4 EFL Writing assessments  6 

5 Teachers' role in EFL classrooms  7 

6 Students' role in EFL classrooms 10 

 

Having justified the question types selected for the questionnaire, the next section 

includes details of questionnaire preparation.  

4.5.1.1.2 Preparing the questionnaire 

The questionnaire utilised in the current study was adopted from Al Riyami’s 

(2016) study. Slight changes were made to it in terms of the items’ numbers and 

wording—making them suitable to the literature relating to the study benefiting 

from studies that target EFL teacher perceptions of CP in writing classrooms—in 

order to assure content validity. In fact, the idea of adopting or adapting another 

questionnaire enhanced the construct validity in this study (Bhattacherjee, 2012). 

Subsequently, the questionnaire was sent to my supervisor, two experts in the 

field and five PhD students who were studying at University of Exeter for 

purposes of evaluation and assessment of whether the questionnaire items 

measured the construct under study, thus ensuring its content validity and 

appropriateness for the current study. Based on the provided feedback, the final 

version of the questionnaire was revised, modified and ready for the next step—

piloting the questionnaire. This step was conducted among 30 EFL teachers who 

were studying abroad and did not participate in the actual stages of the current 

study. This provided more suggestions from a larger sample of people similar to 

the questionnaire’s target sample (Dörnyei & Taguchi, 2010). In addition, the 

rationale behind the piloting stage was to provide suggestions regarding the 

overall layout, the clarity of the items and instructions (Bryman, 2012), any 

irrelevant items and the time needed to complete answering the questions 
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(Wallace, 1998). The participants of the piloting stage provided their effective 

feedback and, accordingly, several items were either revised/modified or omitted. 

The time allotted for questionnaire completion was maximum 25 minutes, which 

some of the participants found to be too long. After piloting the questionnaire and 

omitting some items, the time was reduced to 15 minutes. Furthermore, this step 

revealed the participants’ willingness to attend a CP workshop—in which they 

also participated in another piloting step for the intervention stage, explained later 

on. In brief, the reason for conducting the piloting stage was to see whether the 

prepared methods work as planned (Wallace, 1998).  

4.5.1.1.3 Sampling: Questionnaire participants  

In this study, a convenience sampling approach was followed because such a 

sampling strategy allows researchers to simply choose the participants from 

those to whom the research has access (Wagner, 2010; Cohen et al., 2013). In 

other words, convenience sampling “involves choosing the nearest individuals to 

serve as respondents and continuing that process until the required sample size 

has been obtained” (Cohen et al., 2000, p.102). This is useful for obtaining more 

information from the participants about their awareness of CP before moving on 

to the intervention and qualitative phases. Hence, the questionnaire was sent to 

EFL teachers (females and males) who taught at the university level at four Saudi 

institutions (the main university and its three branches). This was distributed 

through the English department of the institution that constitutes the study’s 

context, where the department head forwarded the questionnaire to other heads 

of English departments—at the main campus and its branches—who then, in 

turn, sent it to their EFL faculty members. This was followed by several reminders 

to encourage EFL teachers to take part in this study.  

4.5.1.1.4 Administrating the questionnaire  
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There are many ways to administer questionnaires—pencil and paper, face-to-

face, postal, online and e-mail (Muijs, 2004). In this study, the questionnaire was 

distributed to EFL teachers with the help of the university’s team of tutors (which 

includes myself) via Survey Monkey—a well-known site for online 

questionnaires—for two major reasons. First, it saves time because a 

questionnaire can quickly be sent through email or via smartphones to hundreds 

of participants and the data can quickly be described “via the software tool” as 

well (Sue & Ritter, 2012, p.3). Therefore, in this study, utilising Survey Monkey 

allowed participant responses to be linked with analysis software which name 

originally stands for Statistical Package for the Social Sciences (SPSS program) 

immediately to analyse the data, which is described in more detail later on. 

Second, using online questionnaire format is convenient because it allows 

researchers “to create the questionnaire, write the e-mail invitation, upload a 

distribution list, and send reminders directly from the software” (Sue & Ritter, 

2012, p.16). In addition, this online facility also allowed me to send reminders to 

teachers to complete the questionnaire, which enabled me to collect the data 

within a convenient time frame.  

 Step 2: Group interviews  

As mentioned earlier, after investigating the breadth of teachers’ awareness of 

CP at some Saudi educational institutions using the quantitative tool 

(questionnaire) in the first step, the group interview technique—a qualitative 

method—was employed at my workplace to explore the depth of this awareness. 

This was chosen because the primary strength of a qualitative method lies in its 

potential to explore a discussed topic in more depth (Carlsen & Glenton, 2011). 

4.5.1.2.1 Why group interviews? Method justification 
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Just like questionnaires, interviews come in different forms (Wallace, 1998). Most 

interviews are one-on-one, although it is also possible to be with groups (ibid). 

Group interview, as a qualitative method, has great potential in educational 

research (Frey, 1991). It is one of the data collection methods that provides 

background information for designing projects or programs and for generating 

ideas for new interventions (Kumar, 1987), both of which are the reasons that this 

interview technique was conducted in the current study. Furthermore, 

investigation can be enhanced by employing the group interview strategy, where 

several participants in a specific social context are interviewed so that data 

emerges based on “group interaction, on realities as defined in a group context, 

and on interpretations of events that reflect group input” (Frey, 1991, p.175). 

There are several additional purposes for conducting group interviews. According 

to Frey (1991), group interviews can be used during the exploratory phase of a 

research study in which the researcher is looking at the social context to attain a 

better understanding of it, to develop new methodological techniques, to identify 

nuances or challenges that could impact the investigation or to add precision to 

the research problem. Group discussions solidify the researcher’s vision of the 

reality of the investigated setting. In addition, another important purpose for 

conducting this group interview technique is triangulation, which aims at providing 

further data, interpretation and methodological rigor because such a technique 

allows the researcher to hear different opinions of many participants in an easy 

and accessible way. Hence, group interviews “complement any other method 

being used” (p.178). In other words, group interviews triangulate the data of a 

formal methodology “by adding to them the human element of the voices of 

multiple subjects” (p.178). In this study, the implementation of group interviews 

added the voices and interactions of some of the participants to the quantitative 
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method (questionnaire) previously utilised. The group interview method was used 

here to enhance the validity of the study by collecting rich and deep data.  

Thus, there are several advantages of using group interviews in research (Kumar, 

1987). First, they enable the researcher to collect data rapidly by interviewing 6 

to 10 people within an hour of time, which requires much less time than meeting 

participants individually. However, it is important to understand that, although the 

information from group interviews is not of the same depth as the data gained 

from individual interviews, a skilled interviewer can nevertheless obtain valuable 

information and understanding from group interviews by asking more clarification 

questions. In addition, to obtain more in-depth data, it was determined to also 

interview the participants individually during later research stages. Second, the 

cost of studies based on group interviews is lower in comparison to other methods 

(Frey, 1991). Third, although some people prefer to express themselves privately, 

others might be more willing to share ideas, experiences or emotions because 

they find a sense of security within a group setting rather, especially when 

everyone belongs to the same community and work environment (Kumar, 1987). 

When facilitated effectively, group interviews can provide a safe place for 

participants to express and exchange their unique thoughts (Kwan, Chun, & 

Chesla, 2011). Fourth, participants in group interviews are able to generate new 

ideas and approaches because they are encouraged to share with, respond to 

and comment on one another’s ideas (Denscome, 1995). Consequently, this 

technique assists the participants in evaluating their colleagues’ statements to 

support, add or even contradict them (Lewis, 1992; Watts & Ebbutt, 1987). Thus, 

as mentioned earlier, the data for this study was based in part on the element of 

interaction between the participants. Finally, group interviews allow for direct 

interaction between the researcher and the participants, where the former can 



 

154 

listen to the latter while watching their expressions—which is impossible to do in 

certain quantitative methods, such as the questionnaire. Hence, the group 

interview “can provide a greater depth of understanding about the field context 

and about relations of the members of a particular setting” (Frey, 1991, p.184).  

Nevertheless, despite the effectiveness described above, there is an important 

point to consider when deciding on whether a study should use group interviews. 

According to Kumar (1987), group interviews are highly subjected to the biases 

of the interviewer, which can affect the validity and reliability of the findings. The 

most persistent bias in group interviews arises from focusing on the views 

expressed by those who speak more than other participants. To overcome this 

bias, interviewers should encourage all participants to engage in discussions and 

express themselves. Although the problem of biases in group interviews is 

difficult to resolve, interviewers should try to avoid being biased by being 

suspicious and by avoiding drawing rapid conclusions (ibid). 

I selected the formal group interview type, where I arranged to meet the 

participant at a specific location within the institution that could accommodate 

several persons, while being secluded from distractions at the same time. The 

reason for choosing this interview type, according to Frey (1991), would be the 

flexibility it provides the researcher to ask probing questions, allowing for 

interpersonal dynamics and a more directive role. Consequently, I played an 

active role while asking and interacting with the participants; at the same time, I 

also controlled the direction of the interview by administering structured questions 

and by keeping the group on track. 

 

4.5.1.2.2 Preparing the group interview 
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Before preparing the interview questions, according to Kumar (1987), the 

interviewer/researcher should have proper knowledge about the issue being 

investigated in order to understand and interpret the responses of the participants 

accurately. In other words, the researcher should be well prepared before 

conducting the interview. Another very important requirement the interviewer 

should meet is to be sensitive to the cultural norms of the community. In fact, 

coming from the same background as the participants assisted me in considering 

their cultural norms and their own context. Accordingly, I carefully considered 

certain essential steps, outlined by Kumar (1987), while planning to use the group 

interview technique in the current study: (1) preparing the questions, (2) reviewing 

the available information and (3) defining the key concepts used. 

Following these steps, the questions were designed based on the available 

knowledge—provided in the literature review chapter and the distributed 

questionnaire—to explore the EFL teaching writing situation at the participants’ 

institution and to understand their awareness of CP as an alternative approach 

to teach writing. It important to add that this was done with great caution in order 

to define the key concepts during the planning stage, thus avoiding confusion and 

sharpening the focus of inquiry. This ensured that everyone was clear about what 

they were discussing and talking about. Furthermore, I examined whether the 

questions could be explored through group interviews by sending them to my 

supervisor, two experts in the field and five PhD students studying at the 

University of Exeter to ensure their validity and appropriateness for the current 

study. Based on the provided feedback, the final version of the questions was 

revised/modified and ready for the next step (piloting).  

The piloting step was conducted among six EFL teachers who were studying 

abroad and did not participate in the current study. This was chosen in order to 



 

156 

provide the researcher with more suggestions from a sample of people who are 

similar to the target sample, regarding the overall layout, clarity of the questions, 

any irrelevant questions and the time needed to complete answering the 

questions. At this stage, the participants provided their effective feedback and, 

accordingly, several questions were either revised, modified or deleted to obtain 

the final version of the questions used in this study (see Appendix 4). The 

interviews took 45 to 60 minutes to complete, which is a reasonable time frame 

for group interviews (Kumar, 1987; Vaughn, Schumm, & Sinagub, 1996; Darlow 

et al., 2016). Having provided the method justification and preparation, the next 

section introduces the sample that participated in this step.  

4.5.1.2.3 Sampling: Group interview participants 

Selecting the appropriate sample size and strategy for this interview technique 

has been thoroughly discussed in the literature. For example, having 6 to 10 

participants (Morgan, 1997) or 4 to 8 participants (Wilkinson, & Silverman, 2004) 

per group is recommended as the proper number because a group of this size is 

neither too small nor too large, allowing the discussion to flow smoothly (Kumar, 

1987). This group size is easily manageable. Consequently, in this study, I 

divided the 10 participating teachers into two groups and each group consisted 

of 5 teachers. This was decided based on the availability and accessibility of the 

participants. Since the aim of this method is to simply understand an issue or 

topic and not to generalise, a probability sample is not used to select the 

participants in this technique (Kumar, 1987; Kvale, 2008), whereas non-

probability selected samples are highly recommended (Vaughn, Schumm, & 

Sinagub, 1996). Therefore, in this study, convenience sampling—where the 

participants are selected based on their availability—was chosen. In fact, to rely 

on convenience sampling is a common and accepted practice in 
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educational/social research, however, efforts should still be made to ensure that 

the participants are as representative of the target population as possible (Kumar, 

1987; Vaughn, Schumm, & Sinagub, 1996). Having explained the decisions 

made regarding the sample size and strategy, the administration of the group 

interviews is explained next.  

4.5.1.2.4 Administrating the group interviews: Procedures 

The location of the group interview was decided based on the suggestions of the 

participants: the first group decided to gather in a meeting room at the English 

department, whereas the second group decided to meet in a private meeting 

room at the institution’s library. The arrangements of the two meeting rooms aided 

participant interaction with one another during discussion, as they sat at a table 

facing each other. It was ensured that all participants felt comfortable, both 

physically and psychologically (Gill et al., 2008; Kumar, 1987). Before 

participating in the interview, the participants were made aware of the time of the 

meeting, that it might last for up to an hour—depending on the discussions—in 

order to ensure that the meeting was convenient for all participants. As other 

methods, this one also required that certain ethical procedures were considered 

before starting the interview. Hence, a consent form was provided to the 

participants who were asked to read it carefully and then to sign it before 

conducting the interview. The consent form began with an explanation about the 

purpose and nature of the interview, where everyone, including myself, could 

comment and interact with others. In addition, the use of participant contributions 

was clarified in which the participants know that their contributions would be 

shared with the other members in the group (Gibbs, 1997).  Precisely, the 

participants were encouraged to be confidential regarding what they share. 
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I played an active role during the interviews through commenting, asking for 

clarification and ensuring that every participant was provided with the chance to 

partake in discussion by carefully steering the course of the discussion as well as 

establishing its pace and procedures. The interview was recorded using two 

devices (iPhones), after which the data provided was transcribed into a Microsoft 

Word document and analysed.  

 Stage 2: Intervention tasks  

Based on the collected and analysed data from the first stage, I started to plan to 

the second stage which is the intervention phase. This is because the 

participants, in the first stage, revealed their lack of awareness towards CP 

principles and, at the same time, their enthusiasm to explore such a new yet a bit 

familiar concept. Therefore, I prepared two interventions, as explained below. 

 Preparing the interventions 

In this study, two main interventions were introduced to the EFL teachers at the 

chosen institution. The first one was an article entitled ‘Transforming lives: 

Introducing critical pedagogy into ELT classrooms’ by Akbari (2008). I sent it to 

the participating teachers via email so they could read it and think about the 

concept in their own context before conducting the workshops—which constituted 

the second intervention. Although this article discusses CP as an educational 

approach in Iran, it contains important information about CP and its applicability 

by presenting some practical examples. Then, based on the analysis of the data 

from the two group interviews conducted in the first stage, I planned a three-hour 

workshop (split into three one-hour sessions) for the 15 attending teachers, as 

shown below. 
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Figure 4.5: Component of the second Intervention (3 workshops)  

As displayed the above graph, for the first hour of the workshop, I introduced CP 

through: (1) a short video and (2) a PowerPoint presentation. During the first half 

hour, a five-minute video clip was presented, entitled Paulo Freire and the 

development of critical pedagogy (https://youtu.be/tyZEJHcY6q8). After the 

video, I applied the five steps of the problem-posing model among the 

participants by: 

1. Asking the teachers to describe the content of the video. 

2. Asking the teachers to define CP. 

3. Asking the teachers to relate CP to their lives (as both previous students 

and current teachers). 

4. Asking the teachers to discuss the social, political and economic 

influences behind CP or that affect it. 

5. Asking the teachers to think of CP as an alternative to the current teaching 

model. 

The aim of this step was to encourage the teachers to critically think of the content 

of the workshop on their own rather than to directly provide the PowerPoint about 

CP to them and thus immediately provide the entirety of what they should know 

about CP without allowing them to think about it on their own. Only after 

completing the five steps outlined above, did I present the PowerPoint 

Workshop 1: Awareness 
raising

Video about CP
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Workshop 2:
Awareness to practice

Examples about CP in 
practice

Workshop 3: Classroom 
implementation
Task1: Examining 
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presentation about the origin of CP, its principles, challenges and possibilities as 

an educational approach (see Appendix 5). 

For the second hour of the workshop and based on the teachers’ request to have 

real experiences taken from classroom practices, we explored, together, different 

practical examples based on Chapter 4 of Shor’s (1945) book Critical teaching 

and everyday life, as well as on Chapters 2 and 7 of his Empowering education: 

Critical teaching for social change (2012). In the first book, the selected sections 

include preparing for CP implementation in a writing classroom, using biography 

and pre-writing activities, employing the self-correcting voice of the students, 

developing a written theme with students, going deeper and deeper for 

conceptual composition, re-designing the texts through pre-reading and re-

building activates and starting the writing process based on the 10 

commandments (see literature chapter section 3.2.6.5.4) about restructuring 

approaches in EFL writing). A written example by one of the students about the 

topic ‘work’ was provided and analysed. In the second book, the selected 

sections from the two specified chapters provided possible applications of the 

problem-posing model in a writing class by applying its five steps. After 

introducing CP and some of its classroom practices, the third hour of the 

workshop included three tasks meant to engage the teachers in certain relevant 

activities.  

In the first task, the teachers were asked to work in groups to examine different 

textbooks from various college levels. This task took 20 minutes to accomplish. 

Reading the work of Janks (2010, 2013, 2014) on critical literacy assisted me in 

designing and planning this specific task. Its aim was to raise teacher awareness 

about the ideologies used in their textbooks, to trace any influence of criticality in 

the provided examples, to compare them with other textbooks issued to L2 
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learners in the centres and to understand the hidden agendas of both. Three 

chapters were selected from an intensive English language program taught to L2 

students at the University of Exeter. The first chapter was taken from a writing 

textbook about food security. The second chapter was taken from a reading 

textbook, discussing the same topic. The third chapter was taken from a textbook 

dealing with two skills (reading and writing), also discussing the same topic. The 

purpose of choosing these textbooks was to raise teacher awareness about the 

importance of integrating the reading skill into the writing classrooms. At the same 

time, three chapters were selected from different textbooks—reading and writing 

courses—that were assigned at the teachers’ institution for them to teach from 

(see Appendix 6). At the end of the evaluation process, the teachers were 

supposed to write a compare/contrast paragraph about the nature of ELT 

textbooks produced for the English industry (EFL/ESL) contexts and the ones 

produced for learners at the centres by referring to the design of the activities and 

whether they were relevant to student contexts, participatory in nature and 

emancipatory with positive effects on student lives.  

In the second task, the teachers were asked to write lesson plans from a critical 

perspective within 30 minutes. This task is an important step for bridging 

theory/conceptual knowledge or critical language awareness to 

practice/teaching. In this task, they were asked to work in groups to design a 

lesson plan using aspects of CP by following the steps of the problem-posing 

model. At the end of the task, the teachers introduced their lessons to the other 

groups and commented critically on each other’s lesson plans. The idea behind 

this task was influenced by the five steps of the problem-posing model. The aim 

of this task was to encourage the teachers to put what they understood from the 
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workshops into practice and to consider CP seriously as an educational approach 

in their EFL writing classrooms.  

For the last task, the teachers were asked to provide their reflection and feedback 

within 10 minutes. In this task, an evaluation form was adopted from Al Riyami 

(2016) with some changes made in the wording to suite the current study context. 

The teachers were asked to answer eight questions about CP and the workshops 

provided (see Appendix 7). The purpose of this task was to enhance teacher 

awareness about the importance of their voices and reflections about CP 

implementation and its practical strategies or challenges. In this form, there were 

four closed-ended questions that asked about the teachers’ general views on the 

workshops and another four open-ended questions related to their willingness to 

apply some CP principles in their own classrooms. Although the teachers were 

asked to reflect on CP, space was allotted for them to freely provide their own 

comments and suggestions regarding CP as an educational approach, in 

particular, and the provided workshops, in general. It is important to clarify here 

that this evaluation form assisted me in planning the methods for the next stage. 

At the end of the evaluation form, the participants were asked, orally, to put their 

contact information on the form if they wanted to participate in the further stages 

of this study.  

 Administrating the workshops  

Since workshops are among the most effective ways to raise teacher awareness 

of CP (Crookes, 2010) in order to bridge conceptional understanding with 

classroom reality, three CP workshops were conducted at the chosen institution 

among 15 EFL teachers over three days (Monday, Tuesday and Wednesday) for 

one hour for each session. From the beginning, attending the workshops was 

voluntarily, where the teachers were asked in the open-ended questionnaire 
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section to provide their contact information should they wish to attend them. 

Precisely, the purposive sampling technique was used at this stage, in which the 

participants were EFL teachers as well as those who teach writing or have 

interest in writing. This sampling technique is highly used in qualitative research 

to obtain information from available resources (Patton, 2002). This is to say, non-

random individuals or groups are selected, based on being proficient, being 

available, having an interest in the phenomenon being explored (Cresswell & 

Plano Clark, 2011) and simply being willing to participate (Etikan, Musa, & 

Alkassim, 2016) and provide data based on their own knowledge and personal 

experiences (Bernard, 2002).  

The rationale behind starting the workshops by applying the problem-posing 

model was to raise teacher awareness about the importance of their own 

knowledge and personal experiences for understanding new concepts. In 

addition, the rationale behind the three tasks provided at the end was the 

provision of a safe space in which the participants could respond openly and 

freely regarding their understanding of CP, as well as express their feelings 

towards CP and the provided workshops. An important point to comment on is 

that the participating teachers preferred to respond to the first task orally without 

providing written answers. However, with respect to the lesson plan task, they 

worked in three groups and provided three sets of lesson plans (see Appendix 

8). For the last task, they all provided their feedback, resulting in 15 evaluation 

forms in total. 

My role in the workshops was more that of an insider-colleague who played the 

role of a facilitator and a problem poser rather than that of an outsider-expert who 

presented the content of the workshops and imposed information on the 

teachers. Thus, the workshop participants were given the chance to think 
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individually and work collaboratively with their colleagues to attain a broader 

understanding of the nature of CP even before I delivered the detailed 

PowerPoint presentation. This helped raise participant awareness of their role as 

intellectual transformative agents who can reach new interpretations 

themselves—based on their own prior knowledge, experience and 

collaboration—rather than being technicians who receive knowledge. I believe 

that my position as both a student researcher, who gained understanding of CP 

and how to implement it in an EFL setting, and a previous teacher, who taught in 

an EFL context, assisted me in designing the workshops. 

After the workshops, the 15 participated teachers were asked to apply CP 

principles for a whole month. After that month,  some of the teachers were 

observed, interviewed and submitted reflective journals in order to reflect on their 

own perceptions of CP and the process of its implementation in their classrooms 

with EFL students.  

 Stage 3: Classroom observation, semi-structured interviews and 

reflective journals  

After a month of CP implementation, the 15 teachers, in the study context, were 

contacted to take part in the first step of the third stage. In this step, only two 

teachers agreed to be observed. Each observation session was followed by a 

post-observation interview to reflect on the observation session regarding. After 

the observation step, the 15 teachers were asked to take part in the individual 

interviews as a second step, in this third stage, to reflect in depth on their own 

experiences with CP. Only 6 teachers, including the two observed teachers, 

agreed to be interviewed individually. Alongside, the 15 teachers were also asked 

to submit their reflective journals as a final-third step in this stage. Only four 
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teachers, including the two observed teachers, provided their reflective journals, 

as shown in Figure 4.6. Each step of the third stage has been illustrated below.   

 

Figure 4.6: Stage 3: Classroom observation, semi-structured interviews and 
reflective journals 

 Step 1: Observation: Method justification 

Observation is one of the most widely used methods for collecting live data from 

a specific situation (Flick, 2014; Cohen et al., 2013). In other words, in AR, 

observation enables the observer to “build a picture of the lifeworld of those being 

observed and to develop an understanding of the way they ordinarily go about 

the tasks that have been assigned them” (Stringer, 2014, p.113). Precisely, this 

instrument is highly recommended in AR methodology, which stresses the 

importance of investigating a specific practice (Wallace, 1998; Kemmis, 

McTaggart, & Nixon, 2013; Stringer, 2014). This is because the data obtained 

from observations is more detailed than data obtained from other methods 

(Simpson & Tuson, 2003). Observations allow researchers to “see things that 

might otherwise be unconsciously missed, to discover things that participants 

might not freely talk about in interview situation, to move beyond perception-

based data (e.g. opinions in interviews), and to access personal knowledge” 

(Cohen et al., 2002, p.305).  

I utilised the semi-structured observation type that has an agenda of issues to 

observe but gathers data in a less systematic way than structured observation 

does, which consists of predetermined categories and focal issues chosen in 

•Only 2 teachers Step 1: Observation

•Only 6 teachers (including the 2 observed teachers)Step 2: Semi-stuctured 
interviews

•Only 4 teahers(including the 2 observed teachers)Step 3: Reflective journals
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advance. It also differs from unstructured observation, which has no specific 

focus or determination regarding what to observe (Cohen et al., 2000; Simpson 

& Tuson, 2003). Consequently, I had pre-designed some observation categories 

and sub-categories while adding a column for open comments that corresponded 

to each category. Hence, the reason for using this type of observation lies in its 

flexibility to explore teacher practices in their classes by recording what happened 

and how it happened. Furthermore, observing some classes before interviewing 

the participants could provide useful information about what to focus on during 

the subsequent step—the interviews.  

4.5.3.1.1 Sampling: Who is to be observed? 

Although the 15 teachers who participated in the workshops agreed to implement 

CP or some of its principles into their EFL classrooms, I could only observe the 

writing classes of two teachers who welcomed my presence in their classes. 

Consequently, I decided to observe these two willing teachers and did so for six 

lessons each (Table 4.3: classroom observation schedule). In other words, 

convenience sampling was used to select the available and willing teachers. The 

reason why not many teachers were willing to be observed might be related to 

the time factor, as many teachers reported having very busy schedules with 

multiple courses and administrative duties during the group interviews in the first 

stage. Another reason to avoid being observed might be linked to the anxiety 

factor because many teachers even professional and well experienced ones tend 

to equate being observed with being assessed (Wallace, 1998). This is because 

a vast number of the observation experiences have a top-down approach as they 

are usually established by experts as university teaching staff (Lasagabaster & 

Sierra, 2011). Nevertheless, teachers were informed that the aim of this AR was 

not to assess them but only to explore, through observation, aspects of CP 
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implementation for the sake of teachers’ own professional development and 

improvement of the teaching/learning process in their classrooms.  

Table 4.3 Classroom observation schedule 

 

4.5.3.1.2 Preparing the observations: What is to be observed?  

After allowing an entire month for teachers to apply CP principles in their writing 

classrooms, I started to observe some classes based on previous arrangements 

with the two teachers mentioned above. I assumed one month to be a reasonable 

time frame for implementation, especially given the time limit of the current 

research study for which the data collection journey should be accomplished 

within 90 days. Thus, an observation form was designed according to the purpose 

of this study and its supporting literature. Johnson (2008) indicates that “a review 

of the literature may give you clues as to what kinds of things you might attend 

to” in the observation session (p.83). Accordingly, the observation form consisted 

of 10 sections based on the literature review chapter (see Appendix 9). The first 

section provided some information about the teacher: name, student level(s), 
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date, time and number of observations. The second section provided information 

about classroom arrangement and overall atmosphere. The third section 

indicated the objective of the writing lesson. The fourth section noted the nature 

of the EFL materials and the topics utilised in the writing classrooms. The fifth 

section concerned the methods used in the observed classrooms. The sixth 

section dealt with the assessment procedures in the EFL writing classroom. The 

seventh section described the role of the teachers in the classrooms, while the 

eighth section focused on the role of the students in the same context. The ninth 

section described the teacher–student relations in class, while the tenth section 

provided a final open column in which the observer could write additional 

comments about the previous nine sections. The rationale behind designing the 

observation form in this manner was to limit the scope of what needs to be 

observed rather than to attend observation classes without a specific agenda and 

purpose.  

To ensure the validity of the observation form, it was sent to my supervisor, two 

experts and fifteen colleagues studying at the Exeter University, which resulted 

in deletion of some items and adjustment of others. In addition, this form was also 

given to the participants prior to each observation in order for them to have an 

overview of the main categories and sub-categories of the observation sessions. 

Besides, the participants could provide information about the lesson before the 

observation, such as describing the lesson, the methods to be utilised and how 

the students would use them. Due to the cultural nature of the Saudi society, 

especially in female-student classrooms, video recording was not possible. 

Although I could audio record the observation sessions, I preferred to simply take 

notes and fill the observation forms directly during the observed class. This was 

done because there is a problem with audio-recorded and video-recorded data 
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in relation to the fact that “although they provide rich data on a permanent-recall 

basis, specific items of data, [such as gestures] may not be very accessible” 

(Wallace, 1998, 107). Having transcribed data was also a time-saving feature for 

me because the current study includes several data collection methods and 

stages, which would make having recorded then transcribed data “a very time-

consuming business” (p.107). A very important point to mention here is that the 

observed lessons were part of the syllabus provided to the teachers. Thus, they 

taught from the same provided materials but made certain modifications in order 

to incorporate certain CP principles into their lessons. Sometimes, while 

discussing homework assignment, the teachers allowed their students to choose 

topics based on their own interests rather than following those 

assigned/suggested in the provided textbooks.  

4.5.3.1.3 Administrating the observations: Procedures 

As mentioned earlier, the two participating teachers were informed, prior to the 

observation, about the items on the observation form. Thus, in the pre-

observation phase, the teachers themselves decided on the lessons to be taught 

for, as well as the date and time of, the observations. Then, during the 

observation phase, I collected the data through writing my field notes directly onto 

the observation forms. Field notes are “the written observations of what you see 

taking place” in the classroom (Johnson, 2008, p.83). I followed the five steps, 

outlined by Johnson (2008), for observing a classroom and taking field notes. 

First, I entered the classroom as quickly as possible to prevent distractions. 

Second, I entered the class smiling because “a person smiling is much less 

threatening” (p.84). Third, I made sure to respond to student questions about my 

role at the beginning of the observation process. Fourth, I kept busy taking notes 

rather than staring at students in order not to distract them. Fifth, I wrote quickly, 
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without thinking, in order to perceive more things. After each observed class, I 

had 10 minutes to write my own reflection.  

Subsequently, I moved on to the third phase—the post-observation interview that 

was conducted directly after each classroom observation. The reason for having 

this short interview, which lasted 10-15 minutes, immediately after each 

observation was to encourage the observed teachers to reflect on their own 

experiences with CP implementation and then improve future practices which are 

essential objectives of CP. Therefore, the designed questions of the post-

observation interviews, were reflective in nature to enhance the teachers’ 

thinking, reflecting and evaluating processes (see Appendix 9).  

 Step 2: Interviews  

After observing 12 sessions with the two observed teachers, the 15 EFL teachers 

who participated in the intervention phase, were contacted again via e-mails and 

phones in order to take part in individual interviews. Only 6 teachers, including 

the two observed teachers, accepted to participate in the semi-structured 

interviews, which is the second step in the third stage. 

4.5.3.2.1 Method justification  

Interviews are one of the most common and recommended data collection 

methods in AR (Stringer, 2014). This is because they “provide opportunities for 

participants to describe the situation in their own terms” (p.105). Besides, the 

interview process does not only provide a record of participants’ views and 

perspectives but also “symbolically recognizes the legitimacy of their experience” 

(p. 105), which is highly emphasised in the current study. In this study, interviews 

were utilised to explore teacher perspectives of CP after the intervention and 

implementation in classes to further investigate its potentialities and challenges 
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in the EFL writing terrain. In this regard, the interviews provided both the 

interviewer and interviewees with the opportunity to discuss, in depth and through 

live interaction, the investigated phenomenon.  

As a result, I decided to choose the semi-structured interview type as a data 

collection method because of its flexibility to provide the interviewees with a 

degree of power and freedom to speak and express their thoughts and, at the 

same time, to provide the interviewer with control over the interview procedures 

(Bernard & Ryan, 2010). Furthermore, its flexibility extends to allowing the 

interviewer to ask for clarification and to encourage the participants to explain 

their ideas (Kajornboon, 2005). Using this interview type allowed me to add follow 

up questions, when needed, to make changes and amendments to unclear 

mentioned points (Grack Nelson & Cohn, 2005). Nonetheless, I prepared a guide 

that enabled me to maintain focus on the primary questions that needed to be 

answered and that, at the same time, allowed me to direct the discussion towards 

the main issues that needed to be explored. 

Additionally, the semi-structured interview method is appropriate when extensive 

details about an investigated phenomenon are needed (Gill, Stewart, & 

Chadwick, 2008). Using semi-structured interviews enabled me to gather more 

information about teacher perceptions of CP as an educational approach in their 

EFL classes as well as its potentialities and constraints. Horton, Macve and 

Struyven (2004) believe that semi-structured interviews provide better 

understanding and access to the points of views and experiences of interviewees, 

where they can express their ideas and opinions using their own words. In other 

word, semi-structured interviews give participants a voice (Wellington, 2015), 

allowing them to speak freely and engage actively in discussions and reflections 

to uncover different hidden agendas. As a result, in this study, the interview was 



 

172 

considered to be a place for “different competing perspectives to emerge: 

allowing for a multiplicity of competing stories, opening up for conflict and 

provoking the interviewees to come forth with contrasting perspectives on the 

topic of study” (Kvale, 2006, p. 488).  

4.5.3.2.2 Preparing the interview  

Semi-structured interview questions were designed to answer this study’s 

research questions based on the review of related literature and the outcomes of 

the observed classes. An essential part of the preparation stage was piloting the 

interview because “the quality of the preparation will influence the quality of the 

data” (Punch, 2014, p.150). Consequently, the interview questions were validated 

by experts in the field, including my supervisor and several academics and 

colleagues (PhD students) at the University of Exeter. These chosen individuals 

were all knowledgeable about CP and the chosen research methodology, which 

resulted in effective feedback on how to improve the questioning procedures. In 

fact, the interviewer should be aware that questioning procedures “are very 

delicate because participants are likely to react negatively if there is an implied 

judgement or criticism embedded in the question” (Stringer, 2014, p.107). 

Hence, based on the feedback received, I made sure to choose a comfortable 

and quite place in which to conduct the interview in a friendly and relaxing 

manner. I also made sure to incorporate some questions recommended by 

Stringer (2014), who emphasises the importance of starting with general 

questions to enable the participants to describe the issue, situation or setting 

using their own words. Several specific questions about the explored 

phenomenon were provided to allow the participants to extend the exploration of 

their own experiences and perspectives. In addition, some sensitive questions 

were asked in which the participants were encouraged to tell stories of their own 
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experiences. Having a variety of questions (see Appendix 10) is essential 

because questions are “triggers that enable participants to explore and describe 

what is happening on their lives or to reflect on events associated with issues of 

concerns” (p.107) Another important benefit of having a piloting stage was the 

fact that it provided me with a rough idea about how long the interviews would 

take. The interviewees should be made aware of the duration of the interview 

when they are invited to participate (Wallace, 1998). Interviewers should realise 

that agreeing on a specific time means to “stick to it, and not over-run” it (p. 147). 

Finally, based on a recommendation during the piloting stage, I discovered the 

importance of having two recording devices to ensure both the quality of the 

interview and the protection of the data.  

4.5.3.2.3 Sampling: Interview participants 

In the workshop evaluation form, the participants were asked to write whether 

they would be willing to take part in the individual interview stage, two months 

after beginning CP implementation. Although, initially, all fifteen participants 

agreed to be interviewed, when I contacted them closer to the interview stage, 

only six teachers were available, including the two observed teachers. This is 

because the academic term was about to finish and the teachers were busy 

finishing their courses and preparing their final exams. Thus, convenience 

sampling was the strategy that was chosen to be followed for deciding on the 

interview participants who were accessible. 

4.5.3.2.4 Administrating the interviews  

I conducted the interviews with the six available participants, after finishing the 

observation step, in one of the meeting rooms at the institution. Prior to the 

interviews, I followed the steps suggested by Stringer (2014). First, I checked the 
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recorders to ensure that their batteries were charged. Second, I asked the 

interviewees’ permission to record the interviews. The participants were asked to 

read a consent form and then to sign it. Interviews were conducted individually, 

face-to-face, for the duration of one hour, which was the previously agreed upon 

time frame. Third, I transcribed the interviews as soon as possible. I began 

transcribing the day after the interview took place. Fourth, I provided each 

interviewee with a copy of their transcript a week later in order to check accuracy. 

Some of the sentences where amended accordingly. After each interview, I wrote 

my own reflection on it. These reflections described how the interviews had gone 

and depicted the participants’ feelings and the way they expressed their thoughts 

and opinions. These reflections enabled me to understand and evaluate my own 

performance and actions for the sake of my own professional development as a 

researcher. 

 Step 3: Reflective journals  

In the second stage (the workshops), the 15 participated teachers were asked, in 

the evaluation form, to write their reflective journals while the process of CP 

implementation is taking place. This is in order to reflect on CP application based 

on their own experiences freely away the presence of the research. 

4.5.3.3.1 Why reflective journals? Method justification 

Reflective journals are documents that were written to be read in public 

(Wallance, 1998). In fact, a reflective journal is an effective method for collecting 

qualitative data in AR, where reflection is a distinctive element (Phelps, 2005). In 

this study, this method was used as a supportive method for the previously 

employed qualitative methods to obtain more information about the perspectives, 

opinions and experiences of teachers. I believe that the reflective journals 
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provided more data, which was not discussed in the methods used during the 

previous stages. Thus, I decided to use reflective journals to gather additional 

data from the participants. In fact, reflective journals serve as permanent records 

of the teachers’ thoughts and experiences, where they can safely express their 

own personal concerns and frustrations (Spalding, Wilson, & Mewborn, 2002). 

Understandably, some participants may prefer to write down their thoughts and 

perceptions rather than to be questioned orally. Thus, the current study used 

reflective journals to obtain deeper answers to the research questions by offering 

this method to those participants who preferred to write their ideas and opinions 

about implementing CP as an educational approach as well as about its 

potentialities and challenges. Additionally, the teachers also benefitted from 

reflecting on their own lessons through an evaluation of their own teaching 

practices (Freese, 1999). Therefore, reflective journals were considered, in this 

study, as a means of developing the reflective practices of teachers (Chitpin, 

2006). Simply put, reflective journals were used to boost teacher professional 

development because they enhanced awareness about various educational 

approaches for teachers and learning strategies for students (Brock, Yu, & Wong, 

1992, cited in Wallance, 1998). In other words, reflective journals enabled active 

learning and reflection upon that learning (Thorp, 2010).  

4.5.3.3.2 Preparing the reflective journals 

Since there are no specific rules on how to write a reflective journal (Wallace, 

1998), the form of the reflective journal used in this study was designed based 

on its aims. More specifically, the participants were asked to first comment on 

how the implementation of some CP principles had occurred in their writing 

classes. Then, they were asked to compare their classes before implementing 

CP and after, followed by a discussion of the challenges they encountered. 
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Finally, they wrote about the possibility of implementing CP in their own context 

and the effectiveness of such implementation (see Appendix 11). A noticeable 

point in the designed form was its simplicity—without any leading statements or 

ambiguity. Furthermore, the reflective journal form was validated by several 

experts in the field, including my supervisor and some PhD colleagues, all of 

whom provided their feedback on the clarity of the form and its appropriateness 

to the current study. 

4.5.3.3.3 Sampling 

The sampling strategy used for this method was that of the convenience sample, 

based on teacher availability and accessibility. In the workshop evaluation form, 

the teachers were asked whether they would like to participate in further stages 

(observations, interviews and reflective journals). Although all initially indicated 

their willingness to take part, only four teachers, including the two observed 

teachers, provided their reflective journals in the end. 

4.5.3.3.4 Administering the reflective journals 

The reflective journal form was sent to teachers directly after the workshop so 

that they could begin reflecting on their own practices and experiences while 

implementing CP into their EFL classes. At the end of the data collection journey, 

the teachers were asked to send their reflective journals. Four participants, 

including the two observed teachers, sent their journals online via email. I 

received a total of 14 journals. Each participant wrote four journals, except for 

one teacher who only provided two written journals. Receiving this small number 

of journals was unexpected because two months were allotted for this activity and 

each teacher met twice per week with her students. This indicated that being 

dedicated to writing reflective journals was not an easy option for many teachers. 
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A possible reason for that was the time factor (Wallace, 1998) because teachers 

were overloaded with many responsibilities. Another reason might be related to 

the psychological factor, which related to the fact that the last thing that teachers 

want to do at the end of an exhausting day is to reflect on “the traumas of the 

teaching battlefield” (p.64). Hence, the use of reflective journals, in this study, 

acted only as a supportive method for the other main methods utilised 

(observations and interviews). 

 Data collection constraints  

Based on the integrated principle—from critical theory and postmodernism—that 

sees all projects as incomplete, this study has its own limitations regarding the 

methods utilised. The first constraint to comment on was the sampling strategy. 

As illustrated above, in all stages and for all data collection methods, the sample 

consisted of accessible volunteers. An obvious disadvantage of the convenience 

sampling technique is that it is likely to be biased (Mackey & Gass, 2005), where 

the findings would not be representative of the population (Etikan, Musa, & 

Alkassim, 2016). However, at the same time, relying on the convenience 

sampling strategy using a voluntary sample of easily accessible and willing 

participants was more appropriate to the agenda of this study, which believes in 

freedom. Thus, I relied on teachers’ willingness to participate to explore their 

perceptions of CP, as well as of its challenges and potentialities in the EFL writing 

territory in their own context. In addition, using purposive sampling, where 

participants are chosen based on a specific study aim to answer a certain 

research question to reach representativeness of comparability (Teddlie & Tu, 

2007), was not suitable for the purposes of this study, which aimed to attain 

improvement and professional development among willing EFL teachers.  
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The second constraint was related to the observed teachers. As mentioned 

earlier, the teachers were given a month to implement CP into their classes and 

with their students prior to the observation. Now, I believe that it would be more 

beneficial to start observations directly after the workshops, from the first class, 

in order to be able to see how teachers implement the concept from the 

beginning. This would ensure that the implementation process was seriously 

taken into account, as I noticed there to be a gap between the initial three 

traditional classes observed and the last three classes observed, which reflected 

some criticality. Furthermore, at the beginning of the observations, teachers 

showed a bit of resistance towards my presence in the class because they only 

allowed me to attend one class per week rather than two. They were also very 

clear about preferring to design their own lesson plans without any interference 

from me. This is because they saw me as an assessor who was observing their 

performance. However, this attitude changed after the reflection sessions we had 

during the post-observation interview phase, where I tried to encourage the 

teachers to reflect on their own practices. This resulted in teachers looking at the 

situation form different angles and providing amendments or solutions based on 

their own thoughts, opinions and experiences. 

The third constraint in the study was my role as both an outsider and an insider 

at the same time. I came to the institution at which I work, after four years of 

absence, as an outsider-researcher who started introducing workshops among 

EFL teachers and collecting data for the sake of educational research. However, 

due to the interactive nature of the workshops, the teachers soon began to see 

me as an insider-colleague. More specifically, during the interviews, the teachers 

treated me as an old-insider-colleague who was fully aware of the situation and 

EFL teaching writing conditions at the institution. To some extent, I worried that 
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the teachers would strive to please and help their old colleague by providing 

answers that would completely suit the nature of the current study. Therefore, I 

always made sure to remind them of the confidentiality procedures in this study, 

encouraging them to express and discuss whatever they like. Consequently, I 

collected more information from the participants through different stages and 

methods, which allowed me to trace each participant’s data through the study’s 

different stages and methods. Unrecorded discussions, after the interviews, were 

so bountiful that they could have constituted the data for another study had they 

been recorded. Hence, despite assuring and reassuring teachers about the 

confidentiality factor, some of them nevertheless provided valuable information 

only after the recording device was turned off.  

 Data analysis: Procedures for analysing quantitative and 

qualitative data  

To recap, the data in this study was collected through several stages and steps. 

In the first stage, a questionnaire, as a first step, was distributed followed by a 

group interview as a second step. The emerged data from the first stage assisted 

in planning the second stage (the intervention). In this stage, an article was sent 

to the participants followed by three workshops. The emerged data from the 

intervention stage assisted in planning the third stage which started with 

observations (first step) followed by interviews (second step). As a final step in 

the third stage, some reflective journals were collected. The below section 

illustrates the followed procedures for analysing the emerged data.  

 Analysis of the quantitative data: Questionnaire 

After collecting 135 responses, the closed-ended items and open-ended 

questions one and four were statistically processed, coded and analysed using 
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the SPSS software. Descriptive statistics (frequencies and distributions) were 

used to describe the collected data neatly and easily (Dornyei, 2007) because, in 

AR, it is “much more likely to be using descriptive statistics than complex 

inferential measures, statistical packages or collection procedures” (Burns, 2010, 

p.121). The open-ended questions were analysed qualitatively, as shown next in 

the section below. The findings from both the quantitative and qualitative data 

collected from the questionnaire are reported in more details in Chapter 5. It is 

important to clarify that the reliability of the Likert scale has been tested to assess 

the internal consistency of the items. Therefore, Cronbach’s coefficient alpha—

considered to be the most useful test for assisting researchers in examining the 

reliability of the Likert scale (Pallant, 2013)—was run and the results showed that 

all the items were correlated, achieving a .792 score.  

 Analysis of the qualitative data: Open-ended questions, group 

interviews, gathered documents, observations, post-observation 

interviews, semi-structured interviews and reflective journals  

The data obtained from the questionnaire’s open-ended questions (two and 

three), documents gathered from the interventions, observations, post-

observation interviews, semi-structured interviews and reflective journals were 

analysed qualitatively to attain the richest possible data (Holliday, 2010). The 

literature on qualitative data analysis shows that “there is no one single or correct 

way to analyse and present qualitative data: how one does it should abide by the 

issue of fitness for purpose” (Cohen et al., 2011, p.573). Consequently, I decided 

to utilise thematic analysis to analyse the qualitative data collected for this study. 

Thematic analysis is “a method for identifying, analysing and reporting patterns 

(themes) within data” (Braun & Clarke, 2006, p.79). The reason for choosing this 

type of analysis is its flexibility in summarising key features of large amounts of 
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data and providing deep descriptions (Braun & Clarke, 2006). More specifically, 

I adopted Braun and Clarke’s (2006) outline guide on how to analyse qualitative 

data because it provides clear steps and easy instructions (see Table 4.4). 

It is important to clarify that the open-ended questions (two and three), lesson 

plans, evaluation forms, observations, post-observation interviews and reflective 

journals were analysed using the same thematic analysis. However, the 69 

responses obtained from the open-ended questions were analysed manually 

because the answers were very short. On the other hand, the data that emerged 

from the group interviews, documents gathered from the interventions, 

observations, post-observation interviews, semi-structured interviews and 

reflective journals were ready to be entered, directly, into MAXQDA and then to 

be analysed by following the same analysis procedures.  

Table 4.4 Description of thematic analysis guide based on Braun and Clarke 
(2006, p. 87) 

 

 Step 1: Familiarising oneself with the data 

Based on the above table, I transcribed the group interviews, post-observation 

interviews and semi-structured interviews from the audio recordings into 

Microsoft Word documents. Creswell (2012) defines transcription as “the process 

of converting audiotape recordings or field notes into text data” (p.239). Each 

transcript was carefully read several times to familiarise myself with the data, 



 

182 

which is an essential first step to follow in Braun and Clarke’s (2006) guide. 

During this step, while reading each transcript, I re-played the audio recording to 

ensure that there no data was lost (words or sentences) and to help me read the 

transcripts through the participants’ lenses by recording their tones, laughs and 

arguments, all of which helped me during the analysis stage. Braun and Clarke 

(2006) argue that “the time spent in transcription is not wasted, as it informs the 

early stages of analysis, and you will develop a far more thorough understanding 

of your data through having transcribed it” (p.88). Then, after transcriptions, the 

Word-documented data were entered into the MAXQDA computer software 

program. This program was used to visualise and organise numerous codes, so 

that the initial themes ended up developing into more coherent themes, which 

was the next step.  

 Step 2: Generating initial codes 

After familiarising myself with the data by reading it several times, I began coding. 

Coding is defined by Creswell (2012) as “the process of segmenting and labelling 

text to form descriptions and broad themes in the data” (p.243). Thus, I started 

with the first group interview by reading it several times, labelling all text segments 

that were interesting and related to the research topic—always keeping the 

research questions in mind. Subsequently, I did the same with the second group 

interview, the observations, the post-observation interviews, the individual 

interviews and the reflective journals. It is important to mention here that some 

data extracts were coded more than once because the researcher “can code 

individual extracts of data in as many different “themes” as they fit into, so an 

extract may be uncoded, coded once, or coded many times, as relevant” (Braun 

& Clarke, 2006, p.89). All codes were summarised in a table using the MAXQDA 

program and then printed out in order to decrease the number of codes by 
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merging some to delete any redundant ones. This is to say that revised-initial 

codes were ready to the next step. 

 Step 3: Finding themes  

At this stage, I began to search for themes by broadening the focus from the 

narrow codes to the wider themes that contain similar codes to build major 

themes and sub-themes. This means that this stage involved categorising 

different codes into certain potential themes and then reordering the relevant 

coded extracts within the recognised themes (Braun & Clarke, 2006). 

Consequently, I analysed the initial codes from the previous step by considering 

how many codes might be combined to form a wider theme. Through MAXQDA, 

it was easy to combine numerous codes and to group the relevant ones under a 

specific theme or sub-theme. Figure 4.6 below shows an example of the data 

imported to the MAXQDA software by presenting row data, codes, themes and 

coded extracts. At the end of this stage, I established a theme map that forms a 

collection of initial themes, sub-themes, codes and extracts related to each code. 

 

Figure 4.7: example of the data imported to the MAXQDA software 
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 Step 4: Reviewing themes 

In the fourth step, I began reviewing the themes obtained through the previous 

step. In addition, all coded extracts for each theme were revised to ensure the 

quality of the categorisation process for the codes, themes and sub-themes. In 

other words, all codes and sub-themes were reviewed to see whether they were 

suitable for a specific theme or whether they fit better into other themes. At this 

stage, I ascertained that all extracts within a specific theme aligned with one 

another. Furthermore, some themes were deleted because the extracts were too 

broad and irrelevant. Then, all data were read and revised once again to ensure 

that nothing was missing by mistake.  

 Step 5: Defining and naming themes  

After reviewing all themes and the codes within each theme, I began naming 

themes for the final version. In this fifth step, I ensured that each theme consisted 

of suitable coherent extracts that tell specific anecdotes related to the research 

questions. In other words, I reached an understanding about the story that these 

themes were telling. This was done not only by re-reading the surface of all 

extracts and themes but also by thinking and reflecting deeply about what they 

were saying. At the end of this stage, the content of each theme was clearly 

finalised to provide a fluent story that answers the research questions. 

 Step 6: Producing the report 

After deciding on the final themes, I began conducting the final analysis process 

by writing up the final report. In other words, this was the stage of “telling the 

story” (Ryan, 2006, p.103), which included reporting the findings supported by 

the most relevant and important extracts, as evidence, in a coherent way that 

enables readers to follow. As noted earlier, I decided to present the data based 
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on the research questions and theoretical frameworks utilised in this study. This 

means that all themes were integrated in order to “provide a collective answer to 

a research question” (Cohen et al., 2011, p.552). The report of the findings is 

illustrated in greater detail in the next chapter. 

 Accuracy and credibility of AR 

The ultimate goal of AR is to use the findings obtained to make effective changes 

and improvements (Johnson, 2008). This means that the data collection methods 

and the analysis procedures must be accurate and credible. The term accuracy, 

in AR, means that the collected data are reflecting a “true picture of the bit of 

reality” that researchers observe, which, in turn, assists them in making 

appropriate decisions for the explored situation (p.100). Credibility, in AR, means 

being trustworthy or capable of being lived, experienced or tried again, which 

enables researchers and others to use the data that emerge with confidence 

(ibid). In this AR, seven general tips were followed to help establish more 

accuracy and credibility while collecting and analysing the data: 

1. Recording the data carefully and precisely. 

2. Describing all stages of data collection and analysis to make every 
step clear so that others can understand and follow them. 

3. Making sure to record and report important data. 

4. Being objective, as much as possible, as bias is easy to spot.  

5. Using enough data collection methods in the research. 

6. Using appropriate data collection methods in the research (Johnson, 
2008, pp.100–101). 

In order to establish accuracy and credibility—in all types of research, including 

AR—the element of validity and reliability should be considered seriously 

(Johnson, 2008). In AR, the notion of validity circulates around the question of 

how we can ensure that our utilised/followed procedures are specific and rigorous 
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rather than ensuring that our findings are valid (Winter, 1989, cited in Pine, 2009). 

This is because “without rigor, research is worthless, becomes fiction, and loses 

its utility” (Morse et al., 2008, p.14). So, the question to ask here is how can AR 

procedures be rigorous? In this AR, the first common procedure used to ensure 

rigorousness is triangulation (Pine, 2009), which is defined as “a process in which 

multiple forms of diverse and redundant types of evidence and perspectives are 

used to check the validity and reliability of action research outcomes” (p.82).  

There are several types of triangulation that can be used to establish AR. In this 

study, I made sure to initially establish triangulation methods recommended by 

Brown (2014). Method triangulation means that several data resources are used 

in which the researcher is looking for the data to remain the same in different 

contexts (Denzin, 1984, cited Pine, 2009). The utilisation of different methods 

helped me reach a better understanding of teacher awareness of CP as well as 

their perceptions towards its challenges and potentialities in the EFL writing 

terrain in the Saudi context. Another established triangulation is theory 

triangulation, where more than one theoretical scheme is used (Brown, 2014; 

Denzin, 1984, cited Pine, 2009). In this study, three theories were utilised and 

informed its design: critical theory, postmodernism and post-process theory. 

Additionally, I ensured that perspective triangulation, recommended by Brown 

(2014), was applied, so that both positive and negative aspects of CP 

implementation are reported in the findings. It is essential to clarify that 

triangulation, in research, intends to bring together points of differences, 

agreements and disagreements that can be identified, subsequently revealing 

that “there are crosschecks on the validity and reliability of the findings” (Pine, 

2009, p. 83).  
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This means that the reason for establishing triangulation was not to reach an 

absolute truth about the investigated phenomenon but to reveal its complexity, 

which aligns with the critical agenda of this study. In addition, triangulation 

ensured that I could completely see “all sides of the situation” (Johnson, 2008, 

p.102). Furthermore, triangulation provides an in-depth description and a greater 

insight into the issue being investigated (Holliday, 2004), thereby enhancing the 

level of accuracy and credibility (Johnson, 2008). Such an in-depth description 

ensures the validity element of the study, as well as the transparency of the 

researcher about how the research was conducted, starting “from decisions 

regarding data collection and analysis, to how the beliefs and influence of the 

researcher were excavated and addressed” (Holliday, 2010, p.100). In this 

chapter, such detailed descriptions about the data collection methods and 

analysis procedures were presented to ensure the validity of the current research 

study. In addition, my own beliefs, assumptions and positions—which assisted 

me as a researcher while conducting this study—were also revealed (see section 

4.2 about the role of reflexivity in AR). 

Relating to the importance of reflexivity for ensuring the validity of this AR, I kept 

in mind that reaching substantive validation concerns my understanding of my 

own research by reading other written studies and documentation (Creswell, 

2013). In fact, before beginning this research journey, I spent six months reading 

the literature in the field and familiarising myself with the most recent studies. 

This study’s literature review chapter reports on many previous studies about CP 

in the EFL writing context, which resulted in identifying the research gap. 

Furthermore, my supervisor also reviewed the stages of this study, from the 

beginning to the end, and always inquired about the research procedures, data 

collection methods, analyses and interpretations, encouraging me to share my 
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ideas with others by presenting at the university and at international conferences. 

Consequently, I have presented parts of this research in Barcelona and have 

received comments and suggestion from peers about ways in which I could 

improve the quality of the current study, which is another way to ensure its validity 

(Appendix 12). 

In addition, to ensure the rigor of this AR, different aspects from certain validity 

criteria were established based on Pine’s (2009) guide. The first one is catalytic 

validity, which refers to the extent to which the research impacts the participants 

to “know and understand reality so they can transform it… [and whether there is] 

a willingness on the part of the participants to take risks, to try something 

different” (p.85). Thus, during the research stages, the participants encountered 

CP as a challenge, trying to understand it, to deal with it and to implement it in 

their classes in which other, different difficulties appeared on the surface. This 

indicates that the aim here was not only to gain data but to encourage the 

participants to reflect on their own practices, ideologies and taken-for-granted 

assumptions in order to transform and improve them into better ones. 

Furthermore, dialogical validity was also emphasised, which refers to the degree 

to which the research utilised critical dialogue among the participants, whether 

the participants engaged in investigating their own knowledge and in seeking to 

understand the perspectives of others and whether the participants could develop 

their own voices. In this study, the participants were engaged in both interactive 

and dialogical group interviews and semi-structured interviews, where they 

showed tolerance towards their differences. Likewise, in the workshops, the 

participants were engaged in dialogues and tasks and did not simply act as 

information recipients. At the end of the study, the participants were also informed 

about its findings and were engaged into critical discussions about the outcomes 
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reached via informal meetings. One of the participants, for instance, contacted 

me to discuss the idea of establishing a course about CP in the EFL terrain 

among undergraduate students.  

Another criterion that ensures the rigor of this research is ethical validity, which 

refers to “the element of human protection such as permissions, confidentiality, 

privacy, and truth telling been present throughout the research process” (Pine, 

2009, p.86). Further explanation about the ethical considerations of this study are 

discussed in the next sub-section. The last criterion that ensures the rigor of this 

research is social justice validity, which refers to whether or not the research 

addressed the issues of social justice, diversity, equity and caring. Furthermore, 

this criterion also discusses other essential issues related to social justice, such 

as whether the research achieved changes in the teaching practice or curriculum 

and whether the research showed respect and understanding for cultural, racial, 

ethnic, class and gender differences. An important consideration about whether 

the research led to a greater awareness of democratic and just form of education 

is also highlighted in this criterion. Additional considerations were also highlighted 

here, such as whether the participants became more aware of the power relations 

that control the production of knowledge, whether the research created spaces 

for the silenced voices and whether it empowered the participants to take more 

control over their own conditions and situations. In this study, the aim of reaching 

social justice was highlighted from the very beginning to empower both teachers 

and students to speak up freely because it represents the first step that would 

lead to future actions. The teachers, in the observed classes, developed their 

own materials and showed a decent level of criticality when modifying the 

provided top-down curriculum and adding critical touches to it. Overall, the above 

discussed strategies and criteria all aimed to ensure the validity and reliability of 



 

190 

this study—not to broadly generalised but to help “understand particular 

situations as well as inform similar situations” (Johnson, 2008, p.102).  

 Ethical considerations in AR 

Ethical concerns, in all different types of research, should be considered carefully 

throughout all research stages (Wellington, 2000). A general main principle of 

research ethics is to conduct research “in a moral and responsible way” (Burns, 

2010, p. 34). To ensure that this study was conducted ethically, several proposed 

principles for AR fieldwork were followed. The first principle is to seek acceptance 

from authorities, committees and relevant persons by presenting the research 

plan and the principles guiding the work (Zuber-Skerritt, 1996). This means that 

gaining permission from the institution at which the study would take place is the 

first step to take (Punch, 2014). Consequently, I began by seeking permission 

from the Saudi Arabian Cultural Bureau (SACB), which is a specialised agency 

established by the Saudi government for administering programs and policies to 

meet the educational and cultural needs of Saudis studying in the UK. I wrote a 

request to SACB in which I explained the entire research plan and its procedures, 

including the purpose of the current study, the methods utilised, the length of the 

study and the chosen institution. SACB, in turn, sent my request to the chosen 

institution, where a committee (the dean, college deputies and faculty members 

of the English department) gathered and approved the request (Appendix 13). At 

the same time, the ethical requirement of the University of Exeter was also 

considered carefully when planning the study. Consequently, the Certificate of 

Ethical Approval was sought and obtained from the University of Exeter’s Ethics 

Committee (see Appendix 14).  

The second ethical principle is that all participants must have the freedom to 

choose whether or not they wish to take part in the study (Punch, 2014; Zuber-



 

191 

Skerritt, 1996). Hence, I produced informed consent forms for each utilised 

method, which were written in “clear and plain language” (Kemmis, McTaggart, 

& Nixon, 2013, p. 161). The forms included a description of the nature and 

purpose of the study. Prior to each stage, these consent forms were sent to the 

participants, who were asked to read and sign them. The reason for seeking 

written rather than verbal approval is to ensure that the participants have a clear 

vision of the research study and to ensure their willingness to participate in the 

study (Appendix 15).  

The third principle is respecting the participants. This was done by ensuring that 

no physical, psychological or social harm (Bryman, 2012) would affect the 

participants, either inside or outside the institution, because they expressed their 

own opinions and/or thoughts. Respecting the participants leads to the fourth and 

final principle—maintaining confidentiality (Zuber-Skerritt, 1996). Confidentiality 

means that “private data identifying the subjects will not be reported” (Kvale, 

1996, p.27). As a result, the obtained data were processed anonymously without 

referring to the participants’ real names and identities. In other words, 

pseudonyms were provided for the participants. All gathered data were kept on a 

secure computer and iPhone, with a username and password, belonging to the 

researcher. 

 Study limitations 

Despite the strengths of AR, the design of this study has its limitations. First, the 

AR was designed and implemented at one institution only. Before starting, the 

plan was to conduct the study at the main branch of the university and all three 

of its colleges. However, the geographic nature of the Saudi context, especially 

during winter, makes it difficult to reach all branches. Although I took the risk and 

travelled, twice, to the nearest college, which is a two-hour drive away, to provide 
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CP workshops, the weather factor cancelled three observation sessions. 

Ultimately, I could only observe a single class for a teacher who apologised for 

not implementing CP into her crowded class (of 70 students). Although I offered 

my help, the teacher was really frustrated and wished to withdraw. In addition, 

the CP workshop was also supposed to be introduced at the main campus, which 

is a four-hour drive away. Unfortunately, a flood in that area cancelled the 

workshop twice. The reason behind my ambition to conduct this study at different 

places was my hope to attain location triangulation to explore the possibility of 

implementing the same study at the same time in several different places. 

However, the plan was changed to focus on one institution only, which is also 

supported by the literature for AR that aims to focus on a specific organisation or 

institution for the sake of enhancement and improvement (Stringer, 2014; Herr & 

Anderson, 2015). This indicates that the “educational action research is context 

specific and is not concerned with generalizations and the establishment of 

scientific predictions” (Troudi, 2006, p.283). Despite the fact that the study 

applied by the researcher might impose changes on the participants, I believe 

that the nature of the provided workshops—which was interactive, dialogical and 

critical—assisted to overcome this limitation. 

Another noticeable limitation relates to the time factor. In fact, allowing one month 

for CP implementation was not sufficient to yield so promising and wider changes. 

In addition, in my opinion, the three provided workshops (one hour in duration 

each) were not enough as well. Unfortunately, due to the time limit, I could not 

allow more than one month for implementation, which could be resolved by 

starting the observation immediately as mentioned in section 4.6, and I could not 

introduce more workshops as the teachers were busy fulfilling either their 

teaching or administrative obligations. However, to overcome this limitation, I 
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tried my best to enhance the participatory nature of the workshops to raise 

teachers’ awareness of CP. Besides, the post-observation interviews—held after 

each classroom observation with the two participating teachers—enabled a 

decent space for reflection from both sides. The teachers, for instance, began to 

think of alternatives for certain unsuccessful practices. I, on the other hand, 

began to provide suggestions and recommendations about what to do and how 

to do it—when I was allowed to do so, of course, and only when needed. Still, it 

would be more beneficial to establish a friendly critical group within an institution 

so that available teachers can meet, discuss and exchange their own practices 

and experiences whenever possible. 

 Conclusion  

This chapter began with a discussion of the paradigmatic stance and the 

philosophical assumption that guides the design of this study: the critical 

paradigm. Due to the critical orientation of this study, the decision to choose the 

most appropriate methodology came next. Consequently, AR was selected as an 

approach adopting a critical/emancipatory version of it. Through the use of both 

quantitative (questionnaire) and qualitative methods (group interviews, gathered 

documents, observation, post-observation interviews, semi-structured interviews 

and reflective journals), this study aimed to gather rich data from the participants 

about their perceptions towards implementing CP into their EFL writing 

classrooms, in their own context, as well as about CP’s changes and challenges. 

Qualitative data analysis procedures were described in detail, following a clear 

outline provided by Braun and Clarke (2006). The accuracy and credibility of this 

study were highlighted by addressing ethical considerations to ensure the validity 

of this AR. Finally, the limitations of this study were listed and explained. The next 

chapter presents the study’s findings. 
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 Chapter Five: Research Findings 

 Introduction 

The aim of this study, as mentioned earlier in Chapter One, is to examine the 

awareness of the EFL writing teachers, working at a small college in the Saudi 

context, towards CP and to explore their perceptions towards such a critical 

concept. Furthermore, challenges and changes of implementing CP in such a 

traditional context are also explored from teachers’ perspectives. In this chapter, 

the data that emerged from the methods utilised in this study—questionnaire, 

group interview, workshop evaluation forms, classrooms observations, post-

observation interviews, semi-structured interviews and teachers’ reflective 

journals—are presented and connected to the research aims. This chapter is 

divided into two main phases: the first phase provides data that was obtained 

from the questionnaires and group interviews to report on EFL writing teacher 

awareness of CP before the intervention; while the second phase presents data 

that was obtained from workshop evaluation forms, classroom observations, 

post-observation interviews, semi-structured interviews and reflective journals to 

report on how EFL writing teachers perceive CP after the intervention, the 

challenges they face and the possible changes.  

 Phase 1: Before the intervention: EFL teacher awareness of CP 

In this section, the results of two methods (questionnaire and group interviews) 

are illustrated. To start, the findings from the questionnaire help to develop a 

wider view about EFL teacher awareness of CP before the intervention. Then, to 

develop a deeper understanding of teacher awareness towards CP at my 
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workplace, a group interview was conducted as a second step to help preparing 

the intervention. 

 Reporting on data obtained from the questionnaire 

Both quantitative and qualitative data that were obtained from the questionnaire 

given to EFL teachers at several Saudi institutions assisted me to develop a 

general wide view about teacher awareness of CP before starting the intervention 

phase of this study at my workplace. Reading throughout the quantitative data 

given for the closed-ended items on the questionnaire reveals an optimistic result 

regarding EFL teacher awareness of the CP concept. The analysis of the 

provided items reveals that most of the teachers were aware of CP as an 

approach for teaching and learning, contrary to what previous studies have found. 

The results of Al Riyami (2016) and Baladi (2007), for instance, indicate that most 

EFL teachers, in their studies, were unaware of CP because of several issues 

related to lack of interest in reading about new educational approaches, either 

because of workload or the restrictions imposed by their own institutions which 

also did not provide professional development programmes to raise their 

awareness of current teaching approaches. In contrast, the results of the closed-

ended items in the current study show that most of the participants realised the 

importance of academic writing being taught by critical teachers who utilise 

controversial topics, materials, methodologies and assessment tools in a sharing 

environment with active, independent and critical students who are aware of their 

surroundings. In this closed-ended section, the participants were asked to take 

part by selecting an answer that represents the level of their agreement or 

disagreement on a 5-point Likert scale (5 = Strongly Agree, 4 = Agree, 3 = 

Uncertain, 2 = Disagree, 1 = Strongly Disagree). The results were then divided 

based on the questionnaire’s layout, as illustrated below. 
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 Aims of teaching EFL writing 

In this section, the closed-ended items investigated the aim of teaching EFL 

writing, as shown in Table 5.1 below.  

Table 5.1: Aims of teaching EFL writing 

Items (7): Aims of 
teaching writing Scale Frequency Percent 

The aim of writing in 
English is to help 
students reach 
accuracy in the final 
product. 

strongly agree 37 27.4 
agree 79 58.5 

uncertain 7 5.2 
disagree 11 8.1 

strongly disagree 1 0.7 
Total 135 100 

The aim of writing in 
English is to help 
students reach fluency 
in the final product. 

strongly agree 34 25.2 
agree 68 50.4 

uncertain 17 12.6 
disagree 14 10.4 

strongly disagree 2 1.5 
Total 135 100 

The aim of writing in 
English is to help 
students think critically. 

strongly agree 63 46.7 
agree 56 41.5 

uncertain 10 7.4 
disagree 6 4.4 

strongly disagree 0 0 
Total 135 100 

The aim of writing in 
English is to make 
changes in student 
lives. 

strongly agree 21 15.6 
agree 59 43.7 

uncertain 37 27.4 
disagree 15 11.1 

strongly disagree 3 2.2 
Total 135 100 

The aim of the writing 
programme in my 
college is to develop 
student critical 
awareness of the world 
around them. 

strongly agree 24 17.8 
agree 51 37.8 

uncertain 27 20.0 
disagree 28 20.7 

strongly disagree 5 3.7 
Total 135 100 

 

The result of the first item reveals that the majority of the participants agreed 

about the core aim of teaching English as a foreign language, which is to help 

students reach accuracy in the final written product. For clarification, 58% of the 

participants agreed with this item and more than 27% of them strongly agreed 
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with it. Likewise, the participants emphasised their agreement on the second 

item, regarding the aim of writing in English as a tool to enable students to reach 

fluency in foreign language texts, where 50% agreed and more than 25% strongly 

agreed. Hence, both accuracy and fluency were emphasised and highlighted as 

a priority in many EFL classrooms, which confirms what has been highlighted 

earlier in the literature review with respect to the aims of teaching English in the 

Saudi context (Raja & Zahid, 2013; Javid & Umer, 2014; Mohammad & Hazarika, 

2016). In addition to accuracy and fluency of the final product, the third item that 

addressed the importance of enhancing students’ critical thinking skills was also 

highlighted in several EFL writing classrooms. For instance, 46% of the 

participants strongly agreed with the third item and 41% of them emphasised their 

agreement. Thus, the final written product, according to the majority of the 

participants, should be accurate and fluent and should reflect the critical thinking 

abilities of EFL students in order to improve and change their current situations 

and future lives—which was the fourth item as around 43% of the participants 

agreed with the fourth item and 15% of them strongly agreed with this aim. This 

finding aligns with the result of the study conducted by Benites (2012) who 

indicated that ELT should aim to improve student language competence as well 

as their lives. Since the participants agreed that teaching writing in the Saudi 

contexts aims to improve student academic writing skills and their critical 

awareness of the world at the same time, it is time to investigate the nature of 

EEL materials and topics utilised in writing classrooms.  

 Nature of materials and topics in EFL writing classrooms  

With respect to the nature of materials that should be used in EFL writing 

classrooms, the participants showed their agreement on the necessity of utilising 

critical materials and topics to encourage discussions and arguments while 
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teaching writing, as shown in Table 5.2 below. 

Table 5.2 Nature of EFL materials and topics 

Items (8): Nature of 
EFL materials/topics 

Scale Frequency Percent 

Good ELT textbooks 
are the ones that are 
free of controversial 
issues, such as 
addiction, corruption, 
etc. 

strongly agree 14   10.4 
agree  26  19.3 

uncertain  28  20.7 
disagree 58 43.0 

strongly disagree 9 6.7 
Total  135 100 

Most of the topics 
discussed in the writing 
textbooks are relevant 
to our students’ culture. 

strongly agree  12 8.9  
agree  57  42.2 

uncertain  23  17.0 
disagree 37 27.4 

strongly disagree 6 4.4 
Total 135 100 

The topics discussed in 
writing classrooms 
should be based on 
student contexts. 

strongly agree 31   23.0 
agree  72  53.3 

uncertain  6  4.4 
disagree  26  19.3 

strongly disagree 0 0 
Total 135 100 

The writing syllabus 
should encourage 
students to discuss 
social issues 
surrounding them. 

strongly agree 70 51.9  
agree  56  41.5 

uncertain  7  5.2 
disagree 2  1.5 

strongly disagree 0 0 
Total 135 100 

The writing syllabus 
should encourage 
students to discuss 
economic issues 
surrounding them. 

strongly agree 41 30.4 
agree 65 48.1 

uncertain 23 17.0 
disagree 5 3.7 

strongly disagree 1 0.7 
Total 135 100 

The writing syllabus 
should encourage 
students to discuss 
political issues 
surrounding them. 

strongly agree 22 16.3 
agree 46 34.1 

uncertain 41 30.4 
disagree 21 15.6 

strongly disagree 5 3.7 
Total 135 100 

 

As a base, more than 53% of the participants agreed that the topics discussed in 

their writing classrooms should be based on student contexts and 23% of them 

also strongly agreed that student backgrounds should be regarded as the starting 
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point of their teaching. This finding is related to the results of Al Riyami (2016) 

and Davari et al. (2012) who indicate that most of the participant teachers, in their 

studies, believe that ELT materials should be based on student contexts. In 

addition, social, economic and political concerns should be included and 

considered to be essential components of any critical work, just as mentioned 

earlier in chapter 3. Thus, including these issues in the writing syllabus should be 

a priority. In the distributed questionnaire, the participant answers clearly showed 

awareness of this inclusion, as shown in Table 5.2. Such agreements on the 

significance of establishing a writing syllabus based on student contexts, 

including social, economic and political issues, necessitates an agreement 

between teachers and students on the critical nature of EFL materials and topics 

that should be discussed in writing classrooms. 

Regarding EFL writing materials, most of the participants revealed their support 

for using textbooks that deal with controversial issues. In fact, 43% of the 

respondents disagreed with using textbooks that avoid critical issues and more 

than 6% strongly disagreed about excluding debateable topics. This finding 

sheds light on the nature of knowledge utilised in EFL writing classrooms in the 

Saudi context as emancipated information, which is one of the fundamental 

premises of CP. However, the participants’ answers seem to be made from a 

theoretical perspective because this finding contradicts what is stated in the 

literature review about the utilised knowledge in EFL writing classrooms in the 

Arab world, which is described as technical knowledge concerned with absolute 

facts and truths that suppress students’ imagination (Abu Zide, 2003). From my 

personal experience of teaching undergraduate levels in Saudi Arabia, there was 

always a preference for clear-cut answers for final exams based on taken-for-

granted knowledge, without allowing students to explore, analyse or think of their 
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own knowledge based on imaginary ideas or personal experiences. Furthermore, 

the participants indicated that the utilised topics in writing classrooms should not 

only be controversial in nature but should also cater to cultural preferences of 

students, as more than 42% agreed about discussing cultural issues and more 

than 8% strongly agreed on this point. This result reveals that the majority of the 

participants are aware of the critical nature of the EFL materials and topics that 

should be used and discussed in writing classrooms, as shown in Table 5.2 

However, this awareness does not represent the current EFL materials situation 

in the Saudi context. Based on my experience, the current textbooks used in 

writing classrooms at my workplace are old-dated and discuss artificial topics, 

such as wedding ceremonies, celebrations around the world, entertainments, 

shopping, hobbies, holidays, etc. In addition, the content of the textbooks utilised 

in Saudi and similar EFL contexts typically comes from the US or UK and is highly 

imbued with the political agenda to either transfer the Western values or to 

socialise EFL students into ideologies coming from the “centre” for the sake of 

teaching English, according to Karmani (2010).  

 Approaches used in EFL writing classrooms 

The findings in this section reveal the hegemony of mainstream approaches to 

teach writing in the Saudi EFL context, as presented in Table 5.3 below. 

Table 5.3 Approaches used in EFL writing classrooms 

Items (9): Approaches 
used in EFL writing 
classrooms 

Scale Frequency Percent 

Teaching English in my 
college is based on the 
communicative 
approach. 

strongly agree 23  17.0 
agree  70  51.9 

uncertain  23 17.0 
disagree 14 10.4 

strongly disagree 5 3.7 
Total  135 100 

strongly agree 24  17.8 
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Teaching writing in my 
college is based on the 
product approach that 
focuses on grammar. 

agree  71  52.6 
uncertain  9  6.7 
disagree 27 20.0 

strongly disagree 4 3.0 
Total 135 100 

Teaching writing in my 
college is based on the 
process approach that 
focuses on the writing 
stages (pre-writing, 
writing, re-writing). 

strongly agree 34  25.2 
agree  79 58.5 

uncertain  12  8.9 
disagree  7  5.2 

strongly disagree 3 2.2 
Total 135 100 

I follow one approach 
while teaching writing. 

strongly agree 6 4.4 
agree  26  18.5 

uncertain  12 8.9 
disagree 77  57.0 

strongly disagree 13 9.6 
Total 135 100 

Lecturing is the best 
way of teaching writing. 

strongly agree 2 1.5 
agree 8 5.9 

uncertain 8 5.9 
disagree 74 54.8 

strongly disagree 43 31.9 
Total 135 100 

I modify the content of 
the writing textbooks to 
suit my students’ 
needs. 

strongly agree 43 31.9 
agree 66 48.9 

uncertain 14 10.4 
disagree 12 8.9 

strongly disagree 0 0 
Total 135 100 

I encourage students to 
read critical materials 
before writing. 

strongly agree 49 36.3 
agree 58 43.0 

uncertain 14 10.4 
disagree 13 9.6 

strongly disagree 1 0.7 
Total 135 100 

Students can choose 
the topics they would 
like to write about 
based on their 
interests. 

strongly agree 35 25.9 
agree 64 47.4 

uncertain 12 8.9 
disagree 22 16.3 

strongly disagree 2 1.5 
Total 135 100 

Negotiating what to 
teach and how to teach 
writing with students 
leads to confusion. 

strongly agree 5 3.7 
Agree 32 23.7 

Uncertain 34 25.2 
disagree 54 40.0 

strongly disagree 10 7.4 
Total 135 100 
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Regarding the most popular approaches used to teach EFL writing, the findings 

of the questionnaire show a great control of the GTM approach. More than 52% 

of the participants agreed on the use of the product approach that focuses on 

grammar in teaching writing and more than 17% strongly agreed with this item. 

This in line with several existing studies in the Saudi context, which found the 

GTM, to be the common practice of many EFL teachers who teach writing 

(Alnufaie & Grenfell, 2012; Assalahi, 2013; Javid & Umer 2014). Although the 

product approach is identified as a common approach to teaching writing in EFL 

classrooms in Saudi Arabia, the dominance goes to the process approach to 

teach writing, with more than 58% of the participants agreeing with applying its 

stages (pre-writing, writing, and re-writing) and more than 25% strongly agreeing 

on the utilisation of this approach. This finding is consistent with Oraif (2016) who 

reported a shift towards the process approach to teach writing in the Saudi 

context. 

However, the participants rejected the traditional style of teaching writing through 

lecturing, where teachers provide knowledge to students, with more than 54% of 

them disagreeing with the use of the lecturing style while teaching and more than 

31% strongly disagreeing with this impractical way of teaching such a practical 

skill. From my personal experience in teaching writing, the lecturing style rejected 

by the surveyed participants is highly utilised in my workplace and in many Saudi 

universities, where teachers simply provide the needed information about a 

discussed topics as mentioned in the literature chapter. Nevertheless, the 

participants showed their willingness and readiness to modify the content of the 

writing textbooks to suit their students’ needs and interests as more than 48% 

agreed on adjusting the provided materials item and more than 31% strongly 

agree with it.  
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Additionally, Table 5.3 provides further details about participant practices in their 

writing classrooms. For instance, they highlighted the importance of encouraging 

students to read critical materials before writing, as 43% of them agreed about 

such positive encouragement and more than 36% strongly agreed about 

encouraging students to read before start the writing process. This finding 

confirms what is discussed in the literature about the key role of implementing 

extensive reading materials to improve the writing levels of EFL students. Yet, 

the current situation in the Arab world reveals a major gap in EFL writing 

classrooms, where students do not have exposure to reading materials before 

starting the writing process. Unfortunately, English language instructors tend to 

teach reading and writing separately (Tsai, 2006).  

Furthermore, the participants insisted on the importance of involving their 

students in choosing the needed materials, with the majority of participants 

revealing that they would highly welcome students to take part in their learning 

process. For instance, more than 47% agrees with allowing students to choose 

the topics they would like to write about based on their own interests and more 

than 25% strongly agreed on this point. The results also showed the participants’ 

willingness to negotiate the writing methods with their students, as 40% of them 

disagreed with the idea that negotiation with students might lead to confusion and 

more than 7% strongly disagreed with the notion of excluding students from the 

negotiation process in writing classes. Hence, it is concluded that the majority of 

EFL students are involved in choosing the topics and negotiating the approaches 

in the writing classrooms, where they play an active role—contrary to what is 

reported about student passivity to be a major challenge in EFL classes (Al 

Riyami, 2016). 
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 Assessment procedures in EFL writing classrooms  

The hegemony of mainstream EFL assessment method was confirmed in this 

section, as shown below in Table 5.4. 

Table 5.4 Assessment procedures in EFL writing classrooms 

Items (10): 
Assessment 
procedures in EFL 
writing classrooms 

Scale Frequency Percent 

I prefer to use testing to 
assess my students’ 
writing. 

strongly agree 28 20.7 
agree 55 40.7 

uncertain 11 8.1 
disagree 34 25.2 

strongly disagree 7 5.2 
Total 135 100 

Portfolio is appropriate 
for assessing my 
students’ writing. 

strongly agree 34 25.2 
agree 67 49.6 

uncertain 23 17.0 
disagree 10 7.4 

strongly disagree 1 0.7 
Total 135 100 

Students should be 
consulted about the 
content of the tests. 

strongly agree 17 12.6 
agree 45 33.3 

uncertain 31 23.0 
disagree 38 28.1 

strongly disagree 4 3.0 
Total 135 100 

Students should be 
trusted to self-evaluate 
their written work. 

strongly agree 29 21.5 
agree 53 39.3 

uncertain 28 20.7 
disagree 24 17.8 

strongly disagree 1 0.7 
Total 135 100 

Peer reviews should be 
trusted as a source of 
feedback. 

strongly agree 33 24.4 
agree 64 47.4 

uncertain 27 20.0 
disagree 11 8.1 

strongly disagree 0 0 
Total 135 100 

The final product of 
work that is error-free is 
what matter the most. 

strongly agree 9 6.7 
agree 40 29.6 

uncertain 19 14.1 
disagree 57 42.2 

strongly disagree 10 7.4 
Total 135 100 
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The majority of the participants agreed on using tests to assess their students’ 

writing where more than 40% agreed and more than 20% strongly agreed in 

terms of this assessment method. This finding corresponds to Alsamaani (2014) 

who declared that most of ELT teachers tend to rely on tests to assess their 

students. However, reliance on tests does not undermine the importance of other 

alternative assessment tools, as illustrated in Table 5.4, which shows that more 

than 49% of the participants agreed about using portfolios to assess student 

writing and more than 25% strongly agreed on this item. It appears that this 

finding reveals participant awareness of alternative assessment tools rather than 

final tests only. Still, regarding including EFL students in the assessment process, 

a good number of participants was uncertain about consulting students about the 

content of a test. Nevertheless, a fair number of the participants showed their 

agreement about consulting students (33% agreed and more than 12% strongly 

agreed). Furthermore, the teachers highlighted the role of students in the 

assessment process, where more than 39% agreed about trusting students to 

self-evaluate their own written work and more than 21% strongly agreed about 

trusting the student self-evaluation process. Likewise, peer reviews as a trusted 

source for providing feedback was highly appreciated, where more than 47% of 

participants agreed about the importance of encouraging peer reviews and more 

than 24% strongly agreed with the use of this evaluation tool.  

Accordingly, the participants rejected the assumption of the last statement that 

the final product of the written work that is error-free is what matters the most in 

the writing process, as more than 42% of them disagreed with this assumption 

and more than 7% strongly disagreed with the idea of writing for the final product. 

A contradiction appears here because, as shown in Table 5.1, the participants 

agreed on the importance of accuracy and fluency of the final product of the 
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written texts, whereas here they showed disagreement with the notion of paying 

too much attention to the final product, as shown in Table 5.4. This could be 

attributed to the conflict EFL teachers perceive between the hegemony of ELT 

mainstream aims, materials, approaches and assessments that obligate them to 

follow what has been already designed and provided from a higher authority and 

their own critical awareness. To sum up this section, the participants tend to use 

tests as a major-final assessment tool to assess their students’ writing. Yet, their 

agreement on using tests does not undermine their preference for using other 

assessment tools besides tests, as shown in Table 5.4, which indicates their 

awareness of the importance of alternative assessment tools, such as portfolios, 

student self-assessments and peer reviews.  

 Role of teachers in EFL writing classrooms 

The analysis in this section reveals a higher level of EFL teachers’ criticality in 

guiding writing classrooms, as presented in Table 5.5 

Table 5.5 Role of teachers in EFL writing classrooms 

Items (11): Teachers’ 
role in EFL writing 
classrooms 

Scale Frequency Percent 

The role of the writing 
teacher is to provide 
information to his/her 
students about a 
specific topic. 

strongly agree 8 5.9 
agree 48 35.6 

uncertain 13 9.6 
disagree 56 41.5 

strongly disagree 10 7.4 
Total 135 100 

Writing teachers’ 
responsibility is to teach 
students from the 
textbooks. 

strongly agree 2 1.5 
agree 21 15.6 

uncertain 20 14.8 
disagree 73 54.1 

strongly disagree 19 14.1 
Total 135 100 

The main role of the 
writing teachers is to 
train students for the 
tests. 

strongly agree 4 3.0 
agree 25 18.5 

uncertain 15 11.1 
disagree 67 49.6 

strongly disagree 24 17.8 



 

207 

Total 135 100 

Writing teachers should 
encourage students to 
choose topics for 
classroom discussion.  

strongly agree 52 38.5 
agree 72 53.3 

uncertain 7 5.2 
disagree 3 2.2 

strongly disagree 1 0.7 
Total 135 100 

Writing teachers should 
use the current issues 
relevant to students’ 
interests. 

strongly agree 58 43.0 
agree 68 50.4 

uncertain 6 4.4 
disagree 3 2.2 

strongly disagree 0 0 
Total 135 100 

Writing teachers should 
help students to 
question issues in their 
society. 

strongly agree 53 39.3 
agree 56 41.5 

uncertain 19 14.1 
disagree 7 5.2 

strongly disagree 0 0 
Total 135 100 

Writing teachers should 
bring about social 
changes in the contexts 
where they teach. 

strongly agree 40 29.6 
agree 50 37.0 

uncertain 28 20.7 
disagree 16 11.9 

strongly disagree 1 0.7 
Total 135 100 

 

More than 41% of the participants disagreed about merely providing information 

to students on the subject matter and more than 7% strongly disagreed with this 

item. However, the literature about the role of teachers in writing classrooms still 

shows the control exercised by the banking model on the educational system in 

Saudi Arabia, in particular, and in the Arab world, in general, which obligates 

teachers to transfer descriptive knowledge to their students who then only receive 

information and memorise it for final exams (Baporikar & Shah, 2012; Alghamdi, 

2017; Ammar, 2018; AlTamimi, 2019). From my personal experience and 

knowledge of the EFL system at my workplace, the banking model still governs 

the educational process throughout the traditional curriculum that restricts 

teacher criticality.  
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Still, the participants’ responses in Table 5.5 reveal a degree of criticality because 

more than 54% of them disagreed with the idea of taking responsibility of teaching 

students from textbooks as the main resource and 14% strongly disagreed with 

the notion of teaching solely from textbooks. Therefore, the participants do not 

teach for the test only (49.6% disagreed with teaching for the test and 17.8% 

strongly disagreed) but they encourage students to choose topics for classroom 

discussions (53.3% agreed and 38.5% strongly agreed), use current issues 

relevant to their students’ interests (50.4% agreed and 43.0% strongly agreed) 

and encourage students to question issues in their societies (41.5% agreed and 

39.3% strongly agreed). The participants concluded this section by revealing their 

critical aim of teaching writing, which is to bring about social changes in their own 

contexts (37% agreed and 29.6% strongly agreed). Contrary to what the literature 

reports about the domination of the banking model in education, the findings of 

this questionnaire suggest that EFL teachers in Saudi Arabia have an awareness 

of a critical approach to teaching writing. Such a critical awareness might be 

attributed to their own professional development through private readings, 

personal explorations, friendly discussions with colleagues or attendance at 

conferences or seminars about critical pedagogies for teaching writing. Reading 

throughout the qualitative responses of the participants supports this attribution, 

which reflects a responsible role of EFL teachers in developing their own 

practices inside their classrooms, regardless of the limited opportunities provided 

by their institutions.  

 Role of students in EFL writing classrooms  

In this section, the analysis of the participants’ responses reveals their 

appreciation of the active role of students in their writing classrooms, as shown 

in Table 5.6 below. 



 

209 

Table 5.6 Role of Students in EFL writing classrooms 

Items (12): Students’ 
role in EFL writing 
classrooms 

Scale Frequency Percent 

Students’ previous 
information about a 
topic should be 
discussed at the 
beginning of the class. 

strongly agree 68 50.4 
agree 64 47.4 

uncertain 1 0.7 
disagree 2 1.5 

strongly disagree 0 0 
Total 135 100 

Students should have 
the right to challenge 
what their teachers say. 

strongly agree 51 37.8 
agree 68 50.4 

uncertain 13 9.6 
disagree 3 2.2 

strongly disagree 0 0 
Total 135 100 

Students are receptive 
to what the teacher is 
telling them to do.  

strongly agree 13 9.6 
agree 50 37.0 

uncertain 36 26.7 
disagree 28 20.7 

strongly disagree 8 5.9 
Total 135 100 

Students can be 
engaged in discussions 
regardless of their level 
of proficiency. 

strongly agree 67 49.6 
agree 60 44.4 

uncertain 2 1.5 
disagree 6 4.4 

strongly disagree 0 0 
Total 135 100 

A good student is the 
one who always asks 
questions. 

strongly agree 20 14.8 
agree 57 42.2 

uncertain 29 21.5 
disagree 26 19.3 

strongly disagree 3 2.2 
Total 135 100 

Students can share the 
decisions made in the 
writing classroom. 

strongly agree 37 27.4 
agree 84 62.2 

uncertain 12 8.9 
disagree 2 1.5 

strongly disagree 0 0 
Total 135 100 

Students can decide for 
themselves what to 
learn in a writing 
course. 

strongly agree 6 4.4 
agree 34 25.2 

uncertain 37 27.4 
disagree 50 37.0 

strongly disagree 8 5.9 
Total 135 100 

strongly agree 7 5.2 
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A good student is the 
one who obeys rules. 

agree 54 40.0 
uncertain 31 23.0 
disagree 38 28.1 

strongly disagree 5 3.7 
Total 135 100 

The students can play 
the role of the teachers 
sometimes and teach 
their teachers. 

strongly agree 27 20.0 
agree 76 56.3 

uncertain 16 11.9 
disagree 16 11.9 

strongly disagree 0 0 
Total 135 100 

Students are 
encouraged to 
challenge the taken-for-
granted issues in 
her/his society. 

strongly agree 32 23.7 
agree 59 43.7 

uncertain 28 20.7 
disagree 13 9.6 

strongly disagree 3 2.2 
Total 135 100 

 

Half of the participants strongly agreed about the importance of discussing 

students’ prior knowledge about the discussed topic, instead of simply providing 

information to them, and more than 47% agreed on the importance of this item. 

Hence, EFL students in the Saudi context seem to play an active role in their 

writing classes. Furthermore, more than half of the participants agreed on the 

idea that students should challenge their teachers in the class and have a voice 

and more than 37% strongly agreed with this critical role, as shown in Table 5.6. 

However, the fact that nearly half of the participants agreed (37.0% agreed and 

9.6% strongly agreed) with the idea that the role of the students is to be receptive 

to what their teachers tell them to do contradicts the previous notion of allowing 

students to challenge their teachers; however, this aligns with their agreement 

with the next statement that “a good student is the one who obeys rules” (40% 

agreed and more than 5% strongly agreed).  

Despite the above contradiction, the participants still appreciate their students’ 

role, especially those students who ask questions, where more than 42% agreed 

and more than 14% strongly agreed about encouraging questions that open 
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discussions. Therefore, the participants supported the idea of engaging students 

in discussions regardless of their proficiency level, as almost half of them strongly 

agreed and more than 44% agreed on this item. Allowing a space for students to 

ask questions and engage in discussions would create a comfortable atmosphere 

for students to share the decisions made in their writing classrooms as almost all 

participants agree on this involving role (62% agreed and 27% strongly agreed). 

Nevertheless, according to the participants, engaging students in decisions does 

not mean that they can decide for themselves what to learn in their writing 

classrooms, as 37% of the participants disagreed that students can decide for 

themselves and 6% of them strongly disagreed with this as well. This result is in 

line with Al-Mekhlafi and Ramani (2011) who found that ELT teachers like to 

preserve a prominent role in their classes when they teach English. Again, the 

participants’ responses contradict their previous ones—where they did not 

believe in the ability of students to make their own decisions, while here they 

believe in their ability to be leaders and play the teacher role and teach the 

teachers sometimes (56 % agreed and 20% strongly agreed).  

To sum up, some of the above sections reveal certain contradictions in the 

participants’ responses regarding the EFL system in Saudi Arabia. These 

contradictions are indicative of a gap between the reality of education in the Saudi 

context and the participants’ awareness of CP as a new approach to be 

implemented into their classes. Yet, this awareness might be based merely on 

theoretical standpoints. This is because, in practice, students do not replace their 

teachers to teach their peers. Hence, there are boundaries between EFL 

teachers and their students that restrict both. Nevertheless, there is an obvious 

awareness of CP as a new approach that breaks traditional boundaries of the 

banking model and creates a challenging environment in which students and 
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teachers learn and explore together through engagement and by sharing 

responsibilities. Thus, despite the contradictions in their responses, participants 

seemed aware of the critical role that students should play in writing classrooms, 

as shown in Table 5.6.  

In fact, despite some contradictions, the quantitative data presented in the first 

section (closed-ended items) still reveal a high level of criticality among EFL 

teachers. The results might give the impression that the majority of teachers who 

participated in this questionnaire are aware of the CP concept. However, the story 

is not that simple and the data gathered from the questionnaire in the qualitative 

section revealed a different version emerging from the participants’ responses to 

the direct questions regarding the CP definition and its application in their EFL 

classrooms. The qualitative responses to the direct question whether the 

participants had heard of CP tend to suggest that a majority of teachers had not 

heard about this concept before and were not aware of it as an approach to 

teaching and learning. However, it is important to clarify that there was not a great 

difference between those who did not know about CP and those who stated that 

they were aware of it (72 participants out of 135 were unaware and 62 participants 

were aware). These data demonstrate that CP principles have recently spread 

quickly among EFL teachers, which shows changes in the field of education in 

the last few years in Saudi Arabia as part of the rapid developments in the 

country. Figure 5.1 displays the results regarding the participants’ awareness of 

CP. 
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Figure 5.1 EFL Teacher awareness of CP   

The above figure shows that almost 54% of the EFL teachers respondents were 

not aware of CP, while 46% of them had heard of it through reading books or 

online articles, graduate studies, attending conferences or seminars or even as 

a result of personal research on the internet. This result aligns with what has been 

mentioned in the literature about the lack of CP awareness among teachers 

(Baladi, 2007; Al Riyami, 2016). However, it is important to shed light on the 

increasing number of EFL teachers who are now aware of CP. For instance, the 

study by Al Riyami (2016) in Oman—a similar context to the Saudi one—found 

that 67% of the ELT teachers who participated were unaware of the CP concept, 

whereas only 33% of them were aware of it. On the other hand, the results of this 

study reveal a significant rise in teacher awareness of CP principles. Besides, the 

qualitative responses to the questionnaire reveal that some participants were 

aware of CP but do not implement or apply it in a limited way, as illustrated below. 

 Participants who are aware of CP but do not apply it:  

The qualitative data reveal the responses of the participants who are aware of 

the CP concept yet they do not apply it in their contexts for several reasons. One 

of the apparent reasons is that the education system in Saudi Arabia is governed 

by a higher authority that plans everything for teachers, who are expected to 

follow the rules, as one of the participants pointed out: “It isn’t allowed to 

54%
Unaware 
teachers

46%
Aware 

teachers
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challenge authorities here [Referring to the Saudi context]” (Questionnaire, 

response 89). Therefore, both teachers and students cannot question higher 

authorities. This is simply elucidated when one of the participants claimed that 

“working in Saudi Arabia and advocating social change beyond that outlined in 

vision 2030 is dangerous” (Questionnaire, response 37). Thus, the top-down 

educational system that cannot be questioned or changed easily by teachers 

might be among the most apparent challenges in the Saudi context. 

Furthermore, it is important to clarify that, despite the reform of the educational 

policy of teaching English as a foreign language (which is mentioned in the 

context chapter), some of the participants still describe it as traditional, providing 

another essential reason behind not applying CP in Saudi institutions. The 

participants think that such a traditional system as the one applied in their 

institutions restricts both teachers and students from being critical and open to 

new ideas. Moreover, some of the participants have labelled their institutions as 

traditional ones that follow the banking educational model in which teachers are 

the knowledge providers and students are the passive knowledge receivers. One 

of the participants, for instance, clarifies that the main reason for not applying CP 

in EFL writing classrooms is that their university’s regulations force them to follow 

instructions. Accordingly, in such a traditional environment that does not 

encourage criticality, EFL students are ultimately affected by the overall 

atmosphere. 

Besides, having traditional students is also considered to be another reason for 

keeping CP away from writing classrooms, as some of the participants think that 

CP is “not applicable in traditional institutions with traditional students” 

(Questionnaire, response 20) who are not ready yet to apply its principles. Some 

of the participants believe that CP is never used “in the under-graduate level” 
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(Questionnaire, response 9) because some “students prefer traditional methods” 

(Questionnaire, response 28). This traditional preference creates a clear-cut rule 

in EFL writing classrooms for teachers to not “open sensitive topics with 

traditional students in traditional context” (Questionnaire, response 129). From 

the latter extract, the restricted Saudi context can also be seen as another 

obvious reason for not implementing CP into writing classrooms. In the Saudi 

context, cultural considerations play a major role in restricting people. Therefore, 

some of the teachers avoid CP “because of the Saudi culture” (Questionnaire, 

response 63). 

To sum up, constrains from higher authority, institution, society, culture or even 

students themselves might all stand as major challenges facing EFL teachers 

who seek improvement and change. Therefore, these challenges either prevent 

teachers from applying CP in their writing classrooms, as reported above, or limit 

CP implementation, as illustrated below.  

 Participants who are aware of CP and apply it in a limited way  

Some of the participants reveal that they implement CP into their writing 

classrooms but in a limited way due to the above-mentioned challenges. 

Therefore, CP implementation is conducted partially, where they allow a limited 

space for freedom in their classes for their students to share ideas, express 

opinions and discuss accepted, controversial or argumentative issues. One of the 

participants, for instance, allows students to “choose their writing topics [to] foster 

classroom discussion…[among] students to express their opinions and share 

them with the rest of the class [in] acceptance, empathy and tolerance” 

(Questionnaire, response 97). Regarding the discussed topics, there is a clear 

emphasis on relying on current issues related to students’ lives as one of the 

participants clarified: “Any that will include socially and culturally controversial 
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ideas I believe is a good example” (Questionnaire, response 108). It is also 

justified that choosing topics should be based on students’ contexts, as one of 

the participants explained: “I sometimes chose topics…based on students’ 

context [to] raise their awareness or to critique certain aspects of their cultures. 

[Also], students [can] bring up ideas...based on their daily reality” (Questionnaire, 

response 23). Allowing students to choose related topics leads to classroom 

discussions, something that is highly recommended and appreciated in the 

qualitative responses of the participants.  

To promote discussion, the participants tend to provide lots of questions to urge 

students’ critical thinking, as one of the participants elucidated: “While teaching 

argumentative essay, I conduct class discussions that encourage off-the-beaten 

track and fresh ideas from learners” (Questionnaire, response 77). In addition, 

they also provide articles for reading before starting the class and use pictures or 

videos to urge discussions. According to the participants, such a practice is not 

limited to students with high proficiency levels because all students can benefit 

from dialogue in the classrooms. The significance of allowing discussions is to 

encourage students to argue, speak out and have a voice, as one of the 

participants explains: 

“[In] argumentative writing, while discussing one of the topic, the class 
turned to be debatable shedding lights on different aspects of the [topic]. 
This grabbed those who fear to talk to prove that they have identity that 
weighs more than others may expect.” (Questionnaire, response 104) 

To sum up, the overall results of the qualitative section of the questionnaire reveal 

that the majority of participants were unaware of CP as an educational approach. 

Still, this majority did not undermine the fact that there is also a good percentage 

of teachers that are aware of CP, but who may or may not apply it depending on 

the surrounding conditions. In terms of my workplace, only three out of fifteen 

respondents were aware of CP based on previous studies conducted abroad, but 
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without having implemented it in their teaching environment due to the traditional 

nature of the workplace and the students. Furthermore, the teachers have a 

heavy teaching load, administrative work and other activities. Hence, they do not 

have time to search for or read about new teaching strategies or approaches. 

Also, the teachers do not have the opportunity to attend developmental 

workshops that introduce new methodologies or technologies in the educational 

field.  

Nonetheless, I decided to further explore the participants’ awareness of CP, at 

my workplace, through group interviews, where they could talk about their 

approaches to teaching English in a friendly environment. Therefore, after 

investigating the breadth of EFL teacher awareness of CP in four Saudi 

institutions including the study context, it is worth exploring the depth of this 

awareness at my workplace, which constitutes the second step of the first phase 

before the intervention. 

 Reporting on data obtained from group interviews: EFL teachers’ 

awareness of CP 

Qualitative data obtained from two group interviews with only 10 accessible 

teachers aims to reveal participants’ awareness of CP as an educational 

approach in EFL classes at my work place. Although 13 participants out of the 

15, who participated in the questionnaire above, did not previously hear about 

CP as a terminology and could not define it in the questionnaire, I decided to 

explore their philosophies and methods of teaching writing. This is because from 

my personal experiences and readings of the literature in the field, I have a belief 

that every teacher has a critical touch or sense, whether in her/his educational 

aims, approaches or even humanistic relationships with students in classrooms. 

Thus, I think that it is wise to explore the level of criticality those teachers hide 
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behind the veil of the banking model they follow in their institutions. Asking about 

their philosophies and approaches to teach a foreign language reveals their 

awareness of CP as a major theme. This main theme sheds some lights on EFL 

teachers’ awareness of CP before conducting the intervention at my workplace. 

The data obtained from group interviews helps plan the next phase of the study—

which is designing the workshop. To explore teachers’ awareness of CP, some 

questions are directed to the teachers to explore their initial perceptions of CP, 

its importance, approaches and challenges, as illustrated in Figure 5.2.  

 

Figure 5.2 Teacher awareness of CP before the intervention 

  Prceptions of CP 

The 10 teachers who participated in the group interviews were asked about their 

opinions towards CP in the educational field. Their responses reveal some of their 

main ideas, such as considering CP to be a tool to raise students’ awareness of 

the surroundings, encourage exploring new-emancipated knowledge, urge 

critical thinking and criticising, as shown in Table 5.7 below. 

  

Teacher awareness of CP

Perceptions Importance Approaches Challenges
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Table 5.7 Teacher perceptions of CP before the intervention 

Theme (1)  Major category Category  
Teacher 
awareness of CP 

   

 Teacher perceptions 
of CP: 

  

  CP raises student 
awareness of the 
surroundings 

 

  CP encourages 
exploring new- 
emancipated 
knowledge 

 

  CP encourages critical 
thinking skills 

 

  CP encourages 
criticism 

 

5.2.2.1.1 CP raises students’ awareness of the surroundings 

Only four teachers discussed the necessity of raising students’ awareness of their 

surroundings. To reach such an inclusive awareness, students need to think of 

different aspects of the discussed topic. The below excerpt clarifies this point 

clearly, as one of the teachers reflected on her practice by saying: 

“I let them think of other aspects, of other corners of the discussed topic to 
enlarge their visions about different considerations not only related to their 
own context but to closest ones and even to faraway places just to be aware 
of what is going on in our world. So, we do online searching to read articles 
or watch the news sometimes or YouTube. This is because I want my 
students to think critically of[from] different perspectives and 
considerations.” (Ema, interview 1, p.6) 

Such a considerable thinking about the surroundings leads students to 

understand and accept others. Hence, the teachers revealed their consciousness 

of the importance of raising their students’ awareness of their surroundings to 

understand, respect and accept different perspectives, peoples and issues. This 

aligns with what is mentioned in the literature chapter about CP—that it 

encourages raising students’ awareness of the surrounding conditions and 

powers that control and affect their lives. Such a critical awareness is the first 

step in the process of improving the educational field, where students start to 
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open their minds and eyes, to think of their surroundings, to explore new aspects 

and to change their own conditions as well as the provided knowledge.  

5.2.2.1.2 CP encourages exploring new-emancipated Knowledge. 

Only two teachers highlighted the necessity of exploring to reach new 

emancipated knowledge when they suggested that both teachers and students 

should be engaged in a searching process through which they explore and 

discover different realities. One of the teachers emphasised that students “should 

build knowledge in class with the teachers” (Meera, interview 2, p.4) which is 

quite similar to Kincheloe and Steinberg’s (1998) notion in which they refer to the 

nature of the critical classroom as a place for both teachers and students to 

“create and recreate knowledge” (p.2). This is to say that CP is a life-long-concept 

that assists students to think critically.   

5.2.2.1.3 CP encourages critical thinking skills 

Almost all the interviewed participants (eight teachers) considered CP to be a 

critical thinking process in which students can think, analyse and reflect on the 

discussed topics or learning materials. The goal of thinking critically here is to 

understand hidden agendas, as one of the teachers clarified: “CP is another 

meaning of the critical thinking skill where students learn how to think and analyse 

texts or behaviours to understand the hidden reasons” (Ema, interview 1, p.3). It 

is important to clarify that only two teachers could distinguish the difference 

between critical thinking skills from the mainstream perspective, which aims to 

merely analyse, and from the CP standpoint, which aims to take action and 

change. Hence, it is clear that the majority of the teachers did not recognise the 

difference between critical thinking skills, from mainstream perspectives, that 

focus on analysing and providing reasons for arguments based on cognitive skills 

(Canagarajah, 1999) and from critical perspectives that focus on “turning a 
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sceptical eye” to problematise the surrounding issues and ideologies that “have 

become naturalised” for the sake of change based on students’ personal 

experiences (Pennycook, 1999, p.343). What is more, some teachers believed 

that students who could think critically would criticise things critically. 

5.2.2.1.4 CP encourages criticising things 

Some of the interviewed teachers considered CP to be the means through which 

issues are criticised in order to reach an absolute truth about the criticised matter, 

as one of them explained: “I have to criticise the point until I reach the truth or 

until I reach to the reliability of the thing” (Noor, interview 2, p. 3). This concept of 

absolute truth was supported by seven teachers who appreciate the correct forms 

of answers, discussions and behaviours in writing classrooms. This is, in fact, the 

actual practice in writing classes in many Saudi classrooms, where students tend 

to memorise the correct form of some sentences to make sure they are writing 

accurately (Kabouha & Elyas, 2015). Nevertheless, CP does not seek a final-

absolute truth. CP is about being aware to problematise, react and change for 

the sake of improvement because, logically, there is no complete truth in this 

world as nothing is taken for granted. Unfortunately, the teachers here limited 

their students’ thinking to merely follow and memorise the truth of the provided 

knowledge to pass their final tests because this is what counts at the end of the 

term.  

To sum up this section, although the teachers, in the group interviews, revealed 

a level of awareness of criticality by considering CP as an approach to both 

raising awareness and gaining emancipated knowledge, it is clear that their 

awareness of CP is both contradictory and partial. This is because they limited 

their awareness of CP to some mainstream conceptions, such as thinking and 

criticising, in order to reach one-fixed reality about the discussed topic or the 
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explored phenomenon, which contradicted their previous perceptions of CP that 

leads to wider understanding and multiple realities. However, despite this limited 

view, the teachers could reflect on the importance of CP implementation in their 

EFL writing classrooms as illustrated below.  

 Importance of CP in EFL writing classrooms 

 After providing their perception towards CP, the interviewed teachers highlighted 

its importance in the learning process in general, as shown in Table 5.8 below.  

Table 5.8 Importance of CP in EFL writing classrooms 

Theme (1)  Major category Category 
Teacher awareness of 
CP 

  

 Importance of CP in EFL 
writing classrooms 

 

  CP facilitates the learning 
process 

5.2.2.2.1 CP facilitates the learning process 

The significance of implementing CP in the classrooms that was most expected 

is facilitating the learning process. Nine teachers believed that CP creates a 

comfortable, motivated and friendly environment for the students to learn in, as 

one of the teachers clarified: “CP would encourage students to learn in a 

comfortable environment which in turn motivated them to learn and perform 

better” (Jasmin, interview 1, p.8). Thus, such a relaxed atmosphere would 

encourage students to take part in the learning process, as one of the teachers 

elucidated: “CP facilitates the learning process in which it encourages students 

to be active and engaged in several activities and in the learning process” (Faten, 

interview 2, p.12). In such a comfortable and active environment, both teachers 

and students would share the learning process. This is to say that CP encourages 

sharing responsibilities in classrooms. It is important to clarify here that the 
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communicative approach the teachers utilise in their classes also creates a 

comfortable, motivated and friendly atmosphere that facilitates communication. 

However, the concept of sharing is still missing and EFL students are still 

following the teacher’s lead and instructions on when and how to start and/or 

finish tasks as mentioned earlier in the literature review chapter. Thus, CP does 

not only create a comfortable environment in EFL classrooms but it also implants 

the concept of sharing responsibilities with students which is a new concept to 

apply in traditional EFL writing classes. Besides, the teachers highlighted in the 

importance of implementing CP based on students’ personal experiences and 

prior knowledge as an essential approach.  

 CP approaches 

Despite the control of the banking model on the educational system in Saudi 

Arabia, the teachers believe in the importance of focusing on students’ personal 

experiences and prior knowledge as the starting point of teaching writing as 

shown in Table 5.9.  

Table 5.9 CP approaches  

Theme (1)  Major category Category 

Teacher awareness of CP   

 CP Approaches   

  Focusing on student personal 
experience and prior knowledge 

5.2.2.3.1 Focusing on students’ personal experiences and prior knowledge. 

Seven interviewed teachers highlighted relying on students’ personal 

experiences as an important technique to get them involved in discussing related 

issues. This is because students understand much better and get more involved 

when they relate their own experiences to the discussed topic. Thus, relating 
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issues to students’ lives assists them to understand the information discussed 

and recall it when needed. In fact, CP considers students’ experiences as its point 

of departure (Akbari, 2008). Furthermore, the teachers also reported that 

students who can talk about their own personal experiences and prior knowledge 

have the chance to share what they have/know with their classmates, listen to 

different opinions, understand and respect others. The following excerpt 

elucidates this point clearly, as one of the teachers commented:  

“In fact, I encourage my students to use their prior knowledge and 
experiences when they discuss the topic before writing. I want them to learn 
the concept of sharing, listening, appreciating and respecting 
others…despite the overall challenges.” (Meera, interview 2, p. 4-5) 

In the previous quote, the teacher concluded by referring to some expected 

challenges that might be encountered while implementing CP in their classes, as 

explained below.  

 Challenges of CP implementation in EFL writing classrooms 

Another important category that emerged from group interviews is that of the 

challenges that might be encountered in EFL writing classrooms while attempting 

to implement new methodologies with a critical orientation. These challenges are 

varied and sometimes related to students, teachers and institutions, as shown in 

Table 5.10.  

Table 5.10 Challenges of CP Implementation 

Theme (1)  Major category Category  
Teacher 
awareness of CP 

   

 Challenges of 
CP 
implementation 

  

  Challenges related to 
students 

 

  Challenges related to 
teachers 

 

  Challenges related to 
the institution 
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5.2.2.4.1 Challenges Related to Students 

To some extent, EFL students are among the obstacles that might prevent 

teachers from being critical in their classrooms. According to half of the teachers, 

it is the low motivation of students to learn or write in a foreign language that 

prevents the implementation of any critical principle easily. Those low-motivated 

students ignore their teachers’ instructions, do not participate in the class, do not 

write in the class, do not do their homework assignments, do not read at home 

and do not prepare themselves. This is in line with studies by Alrabai (2016), Al-

Khairy (2013) and Fareh (2010) who found that most EFL students in the Saudi 

context lack motivation to learn the language, which, in turn, affects their English 

proficiency levels. In addition, the teachers provided some reasons behind 

students’ low motivation to learn the language. The first reason is students’ lack 

of confidence in using English, where they fear being misjudged or humiliated by 

some students. This is in line with Alrabai (2014) who refers to the lack of self-

confidence as the prime reason for Saudi students’ low motivation to learn 

English. 

Another reason for demotivated EFL students is the boring materials provided in 

writing classes. This finding is in line with the empirical study by Al-Khairy (2013) 

who found that Saudi undergraduate students are demotivated because of the 

unappealing textbooks and inappropriate methods of teaching. Accordingly, 

teachers who follow these traditional textbooks demotivate their students from 

taking part and participating in unrealistic and unrelated situations. This is to say 

that teachers who rely on traditional materials would also be considered to be 

among the reasons that demotivate EFL students (Al-Johani, 2009).  
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5.2.2.4.2 Challenges related to teachers 

The blame directed at students above is also directed by the same teachers at 

themselves. Hence, teachers might be another obstacle that hinders the 

implementation of CP in EFL writing classrooms. The teachers considered their 

traditional practices in their writing classes to be a main challenge. For instance, 

the 10 interviewed teachers reflected on their traditional practices in their writing 

classrooms, where they lead the whole learning process from the beginning until 

the end. In fact, they see the necessity of changing this controlling role to facilitate 

the learning process rather than lead it. Furthermore, they added that teachers 

need to be open to new strategies rather than taking the provided traditional 

methods for granted. Therefore, teachers should be reflective all the time in order 

to add, modify or change according to the situation of their classes. This is in line 

with the work of Sibahi (2016) who discusses the importance of the reflective 

practice among EFL teachers in the Saudi context. The participants in her study 

had a positive attitude towards reflective practices even though some of them 

had never conducted any systematic reflective inquiry into their teaching 

strategies. It is important to clarify here that there has been an increasing interest 

in the past decade in the role of reflection among teachers in Saudi Arabia. Yet, 

there is little guide to EFL teachers in the country on how to develop their 

reflective abilities. Therefore, the author recommends having training sessions 

and workshops for EFL teachers to practice reflection based on empirical studies 

rather than depending on personal and general knowledge.  

Furthermore, according to the interviewed teachers, being reflective necessitates 

some flexibility in teaching, which is another role critical teachers should practice 

in their classrooms. Flexible teachers would listen to students and allow them to 

speak and share their ideas and opinions. This is in line with the work of Sadeghi 
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and Ketabi (2009) who reported the views of the EFL teachers towards CP as a 

means to respect students’ opinions and ideas. Therefore, teachers need to 

abandon the traditional myth that considers them to be the only knowledge 

sources and providers. Moreover, teachers should be humble in sharing what 

they do know with their students and be willing to learn from students at the same 

time. Thus, the interviewed teachers recognised some features of the role critical 

teachers should play in writing classrooms, such as being flexible facilitators who 

assist EFL students while learning the language and respectable reflectors who 

appreciate their students’ thoughts and opinions regardless the limits of their 

institution. 

5.2.2.4.3 Challenges related to the institution 

According to half of the interviewed teachers, the college itself is considered to 

be a big challenge in the face of ambitious teachers who would like to implement 

CP or any other new methodology. The provided rules from the college 

administrators, for example, play a major role in preventing CP. The teachers 

explained that these rules restrict both teacher and student freedom of speech 

and action inside their writing classrooms. One of the teachers clarified that 

teachers “can’t go to some issues with[in] the university” (Shaha, interview 2, p.6). 

Therefore, EFL teachers tend to follow the provided syllabus and textbooks to 

meet their institutions’ expectations, as they have been told to do, which might 

be considered a clear burden that prevents them from being critical teachers. 

This is in tune with Shah et al., (2013) who found that teaching practices in EFL 

classrooms are influenced by restrictions imposed by institutional authorities 

which indicates that teachers are not free to choose their teaching syllabus or 

materials.  
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In addition, three interviewed teachers considered having many students inside 

the class as another challenge. These teachers, for instance, spoke about the 

difficulty of implementing new critical approaches into crowded classes. When 

teachers think of making changes, the fact that they have a large number of 

students in the class stands as a major obstacle that prevents them from 

practicing or paying equal attention to every student. This is in harmony with 

Casanave (2009) who described the situation of some EFL writing classrooms 

that allow a large number of students without considering their proficiency level 

or interest to learn the foreign language. Such crowded classes are considered 

to be a major obstacle that prevents student engagement and teacher utilisation 

of different approaches and strategies to teach writing.  

Furthermore, the time element does not allow EFL teachers to engage their 

students or to try out some new methodologies in their writing classrooms, as one 

of the teachers clarified that there “isn’t enough time…to give space to all 

students to discuss” (Ema, interview 1, p.9). Another teacher complained about 

the writing courses’ contact hours, especially for advanced students who meet 

once a week for two hours, which is not enough time to practice such a 

demanding skill. Hence, the time allotted for the writing courses increases 

teacher pressures and challenges in terms of how to finish the lectures and the 

entire course within very specific time limits. The teachers explained that they do 

not have time to finish the writing course that is provided with clear time limit, plan 

and schedule from higher authority. Logically, they lack the time to modify or add 

new critical materials or methodologies. Therefore, it appears that the time limit 

does not allow for changes in writing classrooms, which makes EFL teachers 

disregard implementing any new or critical approaches. Similarly, this result 

confirms Shakouri’s and Abkenar’s findings (2012), emphasising that teachers 
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need to have enough time to implement CP in their classes. In fact, the 

interviewed teachers regarded time as a main condition for CP implementation in 

education.  

To sum up this stage, the participants’ responses to the questionnaire’s 

quantitative items, which revealed their awareness of CP, contradicted their 

responses to the qualitative questions that revealed their lack of awareness of 

this critical concept. Therefore, because of this contradiction, group interviews 

were conducted to further explore teachers’ awareness of CP. In the group 

interviews, the participants also revealed both a contradictory and partial 

awareness of CP. Hence, the data gathered from the questionnaires and group 

interviews assisted in designing a workshop about CP; this was the first 

professional developmental workshop attended by the participating EFL teachers 

in their own institution to enhance their awareness and understanding of this 

critical concept, its challenges and possible changes. After the workshop, the 

teachers were given a month to practice CP in their writing classrooms. 

Subsequently, some of them were observed, interviewed and asked, willingly, to 

submit reflective journals about their own experiences and practices, as 

illustrated below.  

 Phase 2: After the Intervention 

This section addresses the three research questions: (1) How do EFL teachers 

perceive CP in EFL writing classrooms? (2) What are the challenges of 

implementing CP into EFL writing classrooms from the teachers’ perspective? (3) 

How can Critical Pedagogy make a change in EFL writing classrooms? To 

answer these questions, data were gathered from the workshop evaluation forms 

(15 forms), classroom observations (12 sessions), post-observation interviews 

(12 interviews), semi-structured interviews (6 interviews) and reflective journals 
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(14 journals). The first question brings to light that the major theme, during and 

after the intervention, was teachers’ perceptions of CP. The second question 

revealed some challenges encountered by EFL teachers in their writing classes 

while the third question related to the central topic of the possible changes in 

teachers, students and the teaching of writing. These three main themes are 

discussed separately in more detail in the sections below.  

Before discussing the three main themes, it is important to clarify that the analysis 

of the data after the intervention reveals that the teachers had benefited from the 

organised workshops and had gained a better understanding of the meaning of 

CP. In the evaluation form distributed to teachers after the workshops, there were 

four direct questions about whether they had understood the rationale behind 

implementing CP, whether they understood CP principles, whether they would 

implement some aspects of CP into their teaching and whether they would 

include some activities using CP principles in their classes. The 15 teachers who 

attended the workshops responded positively to the above questions, which 

means that they had all understood the rationale behind implementing CP and 

intended to include some of its tenets in their teaching process. Since the 

teachers responded positively regarding CP, it is time to explore how they 

perceived it.  

 Theme One: Teacher Perceptions of CP  

Although the teachers revealed a level of criticality in defining CP in the group 

interviews before the intervention (phase one), after the workshop, they added 

more detailed and enriched information to define CP as a new concept with 

familiar and humanistic ideas, a concept of empowerment and a questioning 

concept, as shown below; this addresses to the first research question regarding 

their perceptions of CP. 
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Figure 5.3 Teacher perceptions of CP after the intervention 

 CP is a new concept but with familiar and humanistic ideas 

After the workshops, the 15 attendant-teachers were asked directly, on the 

evaluation form, whether they had heard of CP as an educational approach 

before. 13 of them responded that they had not heard of CP before and that it 

was an entirely new concept. Yet, the ideas or principles of CP seemed to be 

familiar to almost all teachers when they started to connect them to their own 

practices inside and outside the classrooms. Hence, while the majority of the 

teachers did not know the exact terminology of CP, they had been practising 

some of its principles, as one of them wrote:  

“When you sent us the article, it was my first time to read about critical 
pedagogy as a terminology. Yet, the ideas were a bit familiar. Honestly, I 
think that I am already using some critical principles in my writing classes. I 
always choose topics related to the students’ own culture and concerns. I 
always encourage students to reflect on what is happening outside in the 
society and the whole world. I allow discussion and group work. I appreciate 
my students’ thoughts and always encourage them to express themselves.” 
(Sara, Evaluation form 13) 

What is more, 10 of the teachers who attended the workshop started to connect 

CP to their own religion, reflecting on some Islamic principles that were similar to 

those of CP by narrating stories from their Islamic inheritance that show critical 

examples, thoughts, and deeds—such as respecting human rights, freedom of 

choice, freedom of speech, acquiring knowledge through questioning and 
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reflecting and the characteristics of critical teachers and students. This 

corresponds with the work of Jeyaraj (2014) who indicated that CP could be 

adopted by different faiths because it appreciates universal values such as love, 

respect and justice. Thus, it could be inferred that some of CP and Islamic 

principles are interrelated with each other without confliction or contradiction. In 

addition, the teachers who attended the workshops believed that CP encourages 

EFL teachers to look at their students as human beings that have values, morals 

and concerns, as well as the ability to think, reflect and change their own 

conditions and those surrounding them. In other words, the teachers considered 

CP to be a humanistic concept. Hence, the teachers who participated in this study 

defined CP as a humanistic concept that cares about all human beings.  

In the two observed classes, the touches of humanity were noticeable via 

establishing a trusting and friendly relationship with students. The observed 

teachers, Faten and Hala, showed their love and care to their students, in a 

manner that they knew, and called every student in the class by their name, 

praised and rewarded students who participated in the class, encouraged and 

engaged students in discussions and group work and, to some extent, allowed 

freedom of speech and choice. Such a humanistic consideration and appreciation 

from the teachers’ side reflected in their students’ writing, as one of the teachers 

commented: “Their writing has sense now, has life, emotions, and taste…Before, 

it was lifeless as concrete. [Now] Their humanity touches change the whole 

writing process” (Faten, post-observation interview 4, p.5). This quote suggests 

that the CP intervention made a difference to the quality of the students’ essays. 

Therefore, the interviewed teachers emphasised the necessity of implementing 

such a humanistic approach.  

Besides, one of the interviewed teachers supported CP implementation at an 
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early stage because “CP should be a practice and part of our life as we need to 

think, reflect and react critically” (Reem, interview 1, p.5). This finding is in line 

with Al Riyami (2016) who emphasised the necessity of starting CP from the 

students’ early years which would help them to develop their language and critical 

skills simultaneously when they reach higher educational levels. It appears here 

that the teachers demonstrated a considerable level of awareness towards CP 

by considering it as an everyday practice through which individuals are engaged 

in thinking, reflecting and acting processes that lead to improvement. Thus, CP 

has been regarded as “a teaching methodology that cares more about learners 

as a whole and . . . improving [them] at the same time” (Meera, interview 6, p.10). 

To achieve improvement, individuals should be incorporated as an essential part 

of the change process. Thus, students should be treated as responsible entities 

who could lead this change. What is more, the teachers who believed in their 

students’ ability to make changes and improvements should engage their 

students because having a voice in the classroom is the first step towards making 

broader changes and improvements. Reflecting on a discussion with a student, 

one of the teachers wrote: 

“CP is about raising my students’ awareness of their own situations in order 
to change them for the better. I told one of my students that when you speak 
out inside the class, you will be able to break your silence and speak up 
outside to decide on your own life.” (Hannah, reflective journal 3) 

This is to say that every human being should have the right to talk equally. In fact, 

a mong the most evident ideas EFL teachers reported was that CP calls for 

equality. Nearly half of the teachers who attended the workshop confirmed that 

equality should be a major focus of any critical education. They defined equality 

as having rights for all humans to speak and act without distinction. Precisely, 

equality in classrooms is defined as providing equal opportunities to every 

student to take part, speak or participate freely without focusing on privileged 
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students. Hence, freedom of speech and choice are seen as essential elements 

to achieve equality. One of the observed teachers (Faten), for instance, described 

her students’ feelings after CP implementation in her writing classroom by saying, 

“my students have told me that they feel the taste of freedom while expressing 

their ideas and the taste of equality where they have equal chances to participate” 

(Interview 2, p.5). In other words, engaging students is considered to be a way to 

achieve equality in EFL writing classes, according to the interviewed teachers. 

To engage students in the educational process, they need to be part of both a 

negotiation process, where they discuss the syllabus, and a choosing process, 

where they have the chance to select the topics they prefer to discuss and write 

about based on their experiences, needs and interests. 

Nearly half the teachers who attended the workshops saw the importance of 

engaging EFL students in a negotiation process in which they would have the 

opportunity, as major participants, to discuss the syllabus they are studying as 

well as design and choose the teaching materials, subject matters, activities and 

assessment tools. They also believed that it should be both teachers and 

students’ responsibility to negotiate the syllabus in a collaborative environment 

and then provide it to higher authorities, in contrast with the current situation in 

the Saudi context where the education system is known to be a top-down 

process. In other words, those teachers reflected on CP as an educational 

approach that foregrounds student-centred education to empower them, as one 

of them commented: 

“For me, I think it [CP] should mean having students as the major 
participants in designing and choosing the teaching materials, activities and 
assessment as well. So, the students are the core of the class and goanna 
be the essential part of the class. It is a method that creates a learner-
centred class.” (Meera, interview 6, p. 4) 

However, the other half of the teachers who attended the workshop reported that 
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Saudi EFL students are not ready to discuss, negotiate or even modify the 

syllabus based on their needs or interests. This is because students are not used 

to such a critical process where they are expected to think critically of what they 

need or to suggest valuable recommendations or modifications because of the 

banking model they were used to. Therefore, according to those teachers, 

students should only be engaged in simple practices such as choosing the topics 

they want to discuss or write about based on their own experiences, needs or 

interests, as one of the teachers reflected:  

“This is the overall lesson I got from the workshop; it is about giving the 
student the right to choose the topics they want to write about and discuss 
whatever you [they] want. It is more student-centred than teacher centred.” 
(Reem, interview 1, p. 4-5)  

That is to say, some teachers’ data reflect an understanding of CP that is not 

emancipatory or politically informed, whereby their conception of CP is focused 

on a student-centred approach to education and learning. In other words, their 

understanding of CP is moderate and not as radical as Freire's CP. 

Besides, some of the teachers highlighted the importance of encouraging their 

students to choose controversial topics related to their lives. For instance, the two 

observed teachers encouraged their students to discuss subjects such as the 

relationship between women and men, society’s judgement of men and women, 

early marriage, child abuse, addiction, people with disabilities, the use of cell 

phones or internet and their effects, etc. Thus, the teachers directed their 

students to choose controversial topics and, sometimes, they prepared lists from 

which students chose their preferred topics—something that was observed in 

writing classes. Furthermore, the teachers reflected on the benefit of allowing 

students to choose topics, as one of the teachers stated that “choosing topics 

based on my students’ experiences, needs and interest will guarantee an 

interesting atmosphere for them to write with passion and love” (Hannah, 
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interview 4, p.7). Accordingly, students’ essays reflect their identity and voice, as 

one of the teachers explained: 

“Usually when I teach writing I focus on my students’ voice and 
experiences…When I allowed my students to choose their written topics, 
this assisted them in expressing their ideas and opinions freely where their 
identities and voice have been identified…clearly.” (Reem, interview 1, p.2) 

Therefore, CP was considered to be an educational approach that appreciates 

students’ voices and gives them the chance to be equally engaged in both 

negotiating and choosing processes through which they feel empowered—which 

is another important perception towards CP that will be illustrated next. This 

finding confirms what Ibrahim (2013) maintains, that giving the students a voice 

in choosing their written topics through engaging them in a negotiation process, 

where they talk and critique freely, would empower EFL students and improve 

their linguistic abilities.  

 CP is a concept of empowerment  

The teachers who attended the workshops indicated that CP aims to empower 

both teachers and students to be independent and develop a strong personality 

and identity to improve their living conditions and, consequently, to build up their 

society. According to the six interviewed teachers, such a critical empowering 

process should be done through raising students’ awareness of what is 

happening inside the class and outside. Thus, EFL students should be 

encouraged to think and discuss issues related to their own culture, as well as to 

different cultures, to reach wider understanding. Discussing related topics with 

cultural preference allows students to think critically of possible ways to improve 

and change the society that they live in. Moreover, students who are engaged in 

thinking and writing about related issues would be encouraged to use their prior 

knowledge to share their ideas and opinions based on their personal 

experiences, interests or needs.  
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Reflecting on the two observed writing teachers revealed how they encouraged 

their students to talk and write about related topics in class. For instance, Faten 

discussed the early marriage topic by relating this issue to the Saudi culture. The 

students, at first, discussed the traditions that control their own society and then 

linked them to different/closer contexts and cultures, where they also recognised 

the similarities and differences and provided their suggestions to improve the 

whole situation (Observation 4). Enabling students to become aware of different 

surrounding issues would bring the entire world into the EFL classroom. The six 

interviewed teachers reflected on their practices inside their writing classrooms, 

where they encouraged their students to discuss controversial topics happening 

around them but to do so with appreciation and tolerance. Hence, the teachers 

believe that empowering students should be associated with tolerance and 

appreciation so that students learn not to be judgemental and to accept others at 

the same time.  

From real classroom practices, the two observed teachers reflected on the nature 

of their students, who were inclined to criticise and judge others harshly. They 

explained that, in the early stages of CP implementation, their EFL students 

tended to criticise others negatively in order to reach an absolute truth. However, 

they changed their judgmental attitude after establishing critical discussions with 

their teachers and peers that led to understanding, appreciating and accepting 

others the way they are. In general, the students in the two observed classes 

showed respect and acceptance while discussing sensitive issues related to 

addicts or runaway girls. The observed teachers concluded that CP allows 

acceptance, which would assist living in harmony with people from different 

backgrounds.  
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In addition, an important mentioned-point is directed to the educational system 

that should be the source of empowerment, where students learn how to think, 

evaluate, reflect and change with tolerance and appreciation. Otherwise 

individuals might be misled by extremists or terrorists when they absorb the 

negative meaning of empowerment elsewhere. This point was raised by some of 

the interviewed teachers, who highlighted the importance of empowering 

students within the academic settings in which they can obtain the correct 

meaning of empowerment. One of the interviewed teachers also blamed the 

banking model of education for students’ negative and extreme conceptions 

regarding other people or communities, which resulted, in some cases, in 

devastating costs to individuals and societies. The below excerpt summaries this 

point on which a teacher commented: 

“What happened long time ago and the controlling way of teaching created 
extremists. Those who did not have the chance to think or speak or share 
were waking up wrongly, they hated and killed others who belong to a 
different religion or group. Our students need to be empowered safely inside 
critical and democratic educational settings where they have the chance to 
think, reflect, engage, negotiate, listen, understand, appreciate, respect and 
accept others. This is how we empowered our students and our educational 
system should be the source of empowerment that leads to live in harmony 
with different humans as at the end we are all human beings.” (Meera, 
interview 6, p.5). 

In the above extract, there is an urgent call to change the traditional approaches 

utilised in the education system in the Saudi context, which force students to be 

passive followers who can easily be deceived, with the application of different 

methodologies that engage students in the processes of questioning and acting. 

Therefore, the teachers confirmed the questioning practice as another major 

principle of CP.  

 CP is a questioning concept 

The interviewed teachers in this study considered CP to be a questioning 

approach that helps both students and teachers to think about the surrounding 
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assumptions and common ideologies to reach a wider understanding and then 

change the status quo. One of the interviewed teachers defined CP as 

“questioning the taken-for-granted knowledge in order to change and come up 

with something new, advanced or…developed that benefits the whole 

community” (Meera, interview 6, p.4). With questioning, the teachers believed 

that students could understand the surrounding issues and assumptions by 

thinking critically and providing suggestions or solutions. What is more, one of 

the teachers believed that it is teachers’ responsibility to raise students’ 

awareness of their situations so that they can understand what is happening 

around them. Hence, when students’ awareness of their surroundings is raised, 

they will understand the influences of those surrounds on their own lives. This 

confirms Giroux’s (2011) notion about CP addressing problematic issues related 

to the society, inside the classroom, in order to raise students’ awareness and 

understanding. 

Reflecting on the two observed writing teachers revealed their attempts to raise 

their students’ awareness of issues related to their community, where they 

introduced some topics as problems that needed solutions. The teacher of level 

5, Faten, implemented the questioning principle to encourage her students to 

discuss and write about themes outside their comfort zone. In one of her classes, 

Faten led a friendly discussion with one of her students who refused to discuss 

and write about a topic dealing with the early marriage phenomenon in the Saudi 

context. The following conversation is taken from classroom observation (4, 

p.3+4) to show how the questioning principle was applied in the writing class. 

The teacher: Why my dear don’t you want to discuss the topic? 

Salma: How come we still talk about this issue now while we are improving 
and developing our country.  

The teacher: But it is still an existing phenomenon in the Saudi context. 
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Salma: No, it is not. 

Another student (Yara): Yes, it is. Haven’t you seen the video. It is 2018. 
Just a new story taken from the Saudi community. 

Salma: But they stole her right of choosing and deciding. What if the guy 
was not qualified enough to be a husband and a future dad? What if he was 
a criminal, abusive or arrogant? What if he stopped me from fulfilling my 
dreams? Why are young girls forced to marry old men? 

Sarah: Why have poor families introduced their young girls to rich old men? 

Many students shared their opinions about the issue of early marriage in their 

society and then their discussions reached outside contexts. Before the writing 

process had even started, the teacher told the student who refused to write about 

the topic, “Listen my dear, if you don’t speak about what bothers you, no one will 

hear your voice, and nothing will be changed. Your words would change the 

whole situation.” Proudly, that student, Salma, was among the ones who shared 

their writing out loud. The whole class was engaged in an inflamed dialogue, 

which translated into writing about the topic with awareness and respect for 

different perspectives. In this specific class that integrated lots of questioning, the 

students addressed several issues such as power, inequality, discrimination, 

struggle and resistance. Moreover, the issues of gender and class were also 

addressed as showed in the above excerpt.  

The same practice was noticed to some extent with level 3 students. In one 

specific class, the teacher, Hala, asked lots of questions about the chosen topic, 

“addiction,” such as “What is addiction in your opinion? Why do people get 

addicted? Can you tell us some stories? Who are the most likely people to be 

addicted and why? How can you help an addicted person?” (Classroom 

observation 5, p.3). The students started digging deep to discuss reasons and 

causes behind this problem and then related these causes to social, economic 

and political conditions. Consequently, it was noticed that the two observed 

teachers implemented the questioning principle in their writing classes to raise 
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their students’ understanding of themselves, their situations, the surrounding 

conditions in their community and the whole world. What is more, CP triggered 

the teachers in this study to question their own roles in their writing classrooms. 

For instance, the teachers started questioning their controlling role in leading the 

teaching process in which they rely on specific routines without sharing with their 

students or introducing challenges. Thus, implementing the questioning principle 

helped teachers consider the necessity of changing their responsibilities and 

roles to be transformative instructors who facilitate the teaching process via 

establishing good relationships with their students and expecting challenges in 

their classes. 

5.3.1.3.1 Questioning assists teachers to become transformative 

instructors  

Eight teachers believed that CP changes their roles to transformative intellectuals 

who are able to think and decide on their learning materials rather than being 

information implementers who only apply what they have been given. This 

corresponds with what is mentioned in the literature about the role of 

transformative intellectuals who should problematise their teaching rather than 

being uncritical technicians (Giroux, 2007). By doing this, the teachers’ role would 

only be to monitor their students, who would lead their own learning process. 

Thus, with CP, students would be empowered to lead classroom discussions 

about related topics and engage in oral and written disciplines, contrary to how 

the classes are introduced in the banking system. The below excerpt explains 

this point clearly: 

“We meet two hours a week, and I was doing the whole job and then left the 
classroom exhausted. With CP, the students were leading the class almost 
80 percent. They were engaged in dialogue and then after that in writing. 
My role turns to be a facilitator more than a lecturer.” (Hannah, interview 4, 
p.5) 
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Reflecting on classroom observations revealed the enthusiasm of the level 5 

teacher (Faten), who allowed her students to lead the writing class while she was 

only helping them when needed, and the hesitancy of the level 3 teacher (Hala), 

who allowed her students to lead the class but under her tight control. 

Nevertheless, the teaching process seemed to be a shared responsibility 

between teachers and students rather than as before. Based on classroom 

observation, it could be noticed that CP drew teachers’ attention to the 

importance of starting from their students’ knowledge rather than having them 

rely on the teachers as the only sources of information in the classroom. Thus, 

the teachers realised that their students could reach the knowledge themselves 

and recall it when needed. The below extract elucidates this point clearly, where 

one of the observed teachers asks her students to think, discuss and respond 

based on their previous knowledge: 

“I can say that today’s goal was achieved at the end of the class because 
the students provided their [own] knowledge and thoughts on the structure 
of the essay. I started the class by asking lots of questions to encourage 
them to think.” (Hala, post-observation interview 1, p.5)  

It appears here that CP raised the two observed teachers’ awareness of their role 

as intellectual and transformative agents who should empower their students 

through questioning the taken-for-granted assumptions and the common 

ideologies, in their own context or surrounding ones, by integrating related topics 

and prior knowledge to understand and think of possible changes so that they 

become the leaders of their own learning. Yet, such a practice should be done in 

a trusting environment with loving and caring teachers. The observed teachers in 

this study emphasised the importance of establishing a good relationship with 

students as a foundation of any critical education. Through showing love and 

care, a trusting relationship is built and strengthened between teachers and their 

students. Observing some classes of the two teachers (Hala and Faten) indicated 
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the establishment of trusting relationships between the teachers and their 

students. The trust paradigm could be seen clearly from both sides, where the 

students trusted their teachers, who were well prepared, organised and kind, and 

the teachers trusted their students, who responded to their instructions, shared 

ideas and discussed controversial topics openly. Faten, for instance, reflected on 

how CP raised her awareness about the necessity of having a good relationship 

by saying that “my relationship with them [students] changed from being a teacher 

and students to a friendship where I care and allow them to share their ideas and 

suggestions freely” (Faten, interview 2, p.7). This corresponds with what has 

been mentioned in the literature about considering the relationship between 

teachers and their students as a basic tenet of CP (Jeyaraj, 2014).  

In addition, the teachers who participated in this study clarified that transformative 

instructors should expect and accept challenges that might happen in their 

classrooms. The six interviewed teachers reflected on how they used to lead their 

writing classes in the traditionally expected way because everything was already 

planned and organised for them. Thus, if the teachers face a challenge, such as 

having a few students with a negative attitude towards learning or writing, the 

teachers tended to ignore them because they did not have time to stop and solve 

student problems. Only a caring teacher would ask for help from the department 

to assign a volunteer to help the students outside the class in supportive clubs or 

through tutoring sessions. Yet, with CP, the teachers realised that critical 

instructors would not ignore their students but would accept and help them. 

Furthermore, the teachers reported that students who were studying in a trusting 

environment would expect and accept different challenges and tasks every time 

the teacher walked in the class, which contradicts the banking model that 

includes routines and expected procedures or activities. Besides, the teachers 
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clarified that challenging students would make the teaching/learning process 

more beneficial and interesting at the same time because some EFL students 

were advanced enough and willing to be challenged or to try new methods or 

activities.  

In fact, considering CP as a challenge in such a traditional-educational setting 

elicited teachers’ opinions and feelings towards CP that ranged from absolute 

support for implementation to caution about its application. The teachers who 

attended the workshops, for instance, showed their support, acceptance and 

willingness to accept the challenge and apply such a new modern approach into 

their writing classrooms, as one of them elucidated: 

“Since CP is aiming to change and improve not only the educational field 
but the whole society, I am with the idea of implementing such a critical 
approach in my teaching process to reach understanding, awareness, 
enhancement and changing for the better.” (Halah, Evaluation form 11) 

Similarly, the observed teachers showed their eagerness to apply CP. Observing 

their writing classes revealed their attempts to implement some critical tenets, 

such as questioning related issues in a comfortable environment, which resulted 

in enhancing students’ engagement and discussions in which they shared their 

ideas and opinions based on their personal experiences and prior knowledge. 

The following excerpt from Faten’s interview explains this point clearly: 

“Some of the principles are realistic and reasonable to be implemented in 
the writing classrooms. In today’s class, I was asking tons of questions to 
encourage my students to think of the discussed topic from different angles 
to enhance their awareness of what is happening around in their society 
and the whole world. Students’ comments and discussions were heated in 
today’s class especially when the girls started to relate the topic to their own 
personal experiences.” (Faten, post-observation interview 4, p.5) 

Likewise, in the interview, the teachers revealed their motivation to apply CP in 

their writing classes because one of its principles supported student 

transformation into independent and responsible learners and that of teachers 

into transformative intellectuals who could decide on the suitable materials and 
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methodologies to apply, without following a specifically provided plan from higher 

authorities. One of the interviewed teachers stated: 

“Inside the classroom, it is only me and the students. We know what we 
want and need exactly. We should share the responsibility of choosing what 
suit us without following a plan or a book that was designed long time ago 
by strangers.” (Hannah, interview 4, p. 10)  

The teachers also reflected, in their journals, about their willingness to implement 

some of CP principles into their classes, as Hala wrote: 

 “I was bored and frustrated with the daily teaching routine. CP comes as a 
change. I enjoyed the workshop, and I wanted my students to enjoy my 
classes. Therefore, I will do my best and implement some CP principles 
effectively in the coming classes.” (Hala, reflective journal 1)  

However, such a willingness did not mean that the teachers were ready for such 

a critical implementation in their writing classrooms, as four of the interviewed 

teachers asked for more exposure to CP via more training sessions or 

workshops. In addition, the teachers would like to have CP approved by higher 

authorities, or at least by the college deputy, to be on the safe side while 

implementing its tenets, as one of them expressed her concern by saying “I do 

not feel secure to teach CP without a formal approval. I am not Saudi my dear 

and even Saudi teachers would be scared to teach something outside the 

curriculum” (Dalal, interview 4, p. 4). Such a limited willingness to implement CP 

is an introduction to some of the challenges reported in the following section.  

 Theme two: CP challenges  

This theme discusses the challenges EFL teachers encountered or thought about 

while implementing some CP principles into their writing classes; this addresses 

the second research question which explores CP challenges in EFL writing 

classrooms. The analysis of the data gathered after the intervention showed that 

the challenges of implementing CP in writing classrooms revolved around the 

same difficulties that they reported in group interviews in the first phase, which 
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are: challenges related to students, challenges related to teachers, challenges 

related to the college system and challenges related to the society, as shown in 

Figure (5.4); however, here they discuss them from different angles.  

 

Figure 5.4 CP Challenges 

 Challenges related to students 

In this section, the teachers spoke openly about the challenges they encountered 

while applying CP in their writing classes. EFL students, for instance, were among 

the major challenges that prevented teachers from implementing some CP 

principles into their classes. Among the reasons related to students are their 

negative attitudes towards learning a foreign language in general and the writing 

skill in particular, their low proficiency level, their negative feelings in the writing 

classrooms and their familiarity with the traditional process of teaching, as shown 

in Table (5.11).  

Table 5.11 Challenges related to students 

Theme (2)  Major 
category 

Category  

CP Challenges     
 Students   
  Students' negative 

attitude in EFL writing 
classroom 

 

  Students' low proficiency 
level 

 

  Students’ negative 
feelings 

 

  Students’ used to 
traditional teaching 

 

 
 

Challenges

Students Teachers College Society
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5.3.2.1.1 Students’ negative attitude in EFL writing classroom 

Based on the data come from the interviewed teachers and the direct 

observations of students’ reaction to writing instructions in classes, one of the 

challenges of implementing CP relates to students’ negative attitudes towards 

learning a foreign language in general and towards the writing skill in particular. 

The two observed teachers, for instance, indicated that having students with 

negative attitudes towards learning English was a major challenge they 

encountered while implementing CP, as one of them explained that her “students’ 

attitude towards learning a second language is low” (Hala, interview 3, p.7). 

Accordingly, these negative attitudes fostered resistance to CP in the writing 

classes, as Hala illustrated that some of her students were “resisting this critical 

pedagogy as they preferred the traditional one, especially students who have 

negative attitudes towards learning” (interview 3, p.7). The teacher declared that 

those students did not pay attention to the classroom procedures in general and 

ignored the writing skill in particular; this might be attributed to their low 

proficiency levels. Hala added that despite the fact that some of those students 

failed the English entrance exam, they somehow enrolled in the department. 

Moreover, she complained about such negative attitudes towards writing, which, 

in turn, negatively affected the dynamics of her class.  

Nevertheless, the teachers believed that students’ negative attitudes toward 

writing were an expected outcome of the banking model of teaching implemented 

in their context. The six interviewed teachers expressed the view that writing 

should be considered seriously by encouraging students to start writing from an 

early age to make this skill a preferred habit among EFL students. They also 

complained about focusing on the teaching of basic grammatical rules to college 

students who should already have mastered these basics in previous stages. The 
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teachers also clarified that they were forced, many times, to teach grammar 

lessons in writing classes because students paid more attention to the structure 

and organisation than to content, especially with beginners’ levels. One of the 

teachers commented: “in lower levels where they are still required to write a short 

essay, they couldn’t finish it because the teacher is busy teaching them structure 

and grammar. So, it is a writing course where students do not get the chance to 

write” (Faten, interview 2, p. 12). This finding is in agreement with Iderees (2017) 

who found that teaching writing in Saudi Arabia was still too focused on grammar. 

Another important issue is to consider writing as a social activity that is done with 

others rather than an individual practice. Unfortunately, this seems to be the 

actual situation in the two observed classes whereby students were asked to write 

at home and to send their essays through e-mail to receive written feedback or 

final grades. With CP, the teachers realised that rather than providing a 

theoretical framework or instructions on how to write a specific type of essay, the 

students need to develop their own ideas in a collective environment and then 

write inside the classroom. However, despite this awareness of the necessity of 

practising writing, the teachers still find this challenging because students are 

overloaded with instructions and information they should follow. Besides, the 

teachers did not have enough time to allow students to practise writing inside the 

classroom and preferred to assign it as homework, which was noticed particularly 

in the first and second observed classes where the teachers were busy lecturing 

and transmitting knowledge on what and how to write for final exams. 

However, when the two observed teachers allocated some time for students to 

write inside the class, level 5 students showed enthusiasm and exerted extra 

efforts to practise, whereas level 3 students hesitated, and some did not really 

engage in writing. The teachers believed that advanced students, such as level 
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5, could write because they already had the instructions and components of 

essay writing from the previous two years of college. However, they could not 

practise writing in the class because of the limited time assigned by the teacher 

to provide information, instructions and procedures. Regarding level 3 students, 

the teachers commented that students were not yet ready to write an essay 

because they were still in the process of learning how to write the introductory 

paragraph, body and conclusion. Moreover, when the teacher attempted to allow 

students to practise writing some paragraphs inside the classroom, half of the 

students did not respond, either because of their negative attitudes towards 

writing or their low proficiency level. Nevertheless, the inclination not to practise 

writing in the classroom did not mean that the EFL teachers in this study were 

unaware of the nature of the writing skill. Teachers’ critical awareness of the 

dynamic of the writing practice is reflected in the following extract from a teacher’s 

interview:  

“In a writing classroom, there shouldn’t be any more giving information. It 
should be a class of application where students practise writing more. I wish 
to have a writing course where my students have the chance to write as 
much as they can. If I am a learner, I would like to have a written text that is 
done inside the classroom and receive feedback on it regarding the content, 
not the structure.” (Meera, interview 6, p.10) 

5.3.2.1.2 Students’ low proficiency level.  

The teachers reported students’ low proficiency level as an obvious challenge 

that prevented them from implementing CP principles into their writing classes. 

This finding is in line with Al Riyami (2016) who found students’ low proficiency 

level to be a major challenge in ELT classes. Based on classroom practices, one 

of the observed teachers reflected on the difficulty of applying CP with students 

of low competency, who could not engage in spontaneous discussions, as she 

commented: “I wanted to make my students more engaged in dialogue. However, 

their low proficiency level preventing them from taking part in discussion” (Hala, 
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interview 3, p.4). Observing level 3 students revealed their weak literacy level, 

which was the main concern of their teacher who believed that her students’ 

weakness in English would be the barrier that hindered them from expressing 

their ideas about the discussed topic and one that would also prevent her from 

implementing CP with those who did not understand the language. This is aligned 

with the work of Ur Rahman and Alhaisoni (2013) who found that student 

proficiency level and achievement in learning English as a foreign language is far 

below the expected despite the intense investment in the field of education in 

Saudi Arabia. Thus, it appears that EFL students in Saudi Arabia have achieved 

little in terms of English language proficiency (Alrabai, 2016). Such low level of 

English would, in turn, affect the implementation of any new critical approach. 

This is because the students might have some valuable information, ideas, 

opinions or even personal experiences about the discussed topics but they might 

be prevented from sharing and expressing them because of their low proficiency 

level. Therefore, the six interviewed teachers saw the benefits of applying CP 

with advanced levels rather than low level students with negative attitudes and 

feelings inside the classrooms.  

5.3.2.1.3 Students’ negative feelings inside the writing classrooms  

The teachers, in this study, believed that low proficiency students developed 

negative feelings inside the classroom, such as fear of being misunderstood by 

others and then misjudged as a major challenge that prevents EFL students from 

expressing or writing about their own ideas, feelings or experiences. The 

interviewed teachers reported that people in the Saudi community can easily be 

misjudged by others regarding their free opinions or different lifestyles. Therefore, 

many EFL students were cautious while talking or discussing sensitive issues 

because they tried to avoid being misunderstood and then misjudged by their 
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classmates or teachers. An important point to mention here is that some of the 

interviewed teachers perceived CP to be an approach primarily for discussing 

sensitive issues or taboos. Therefore, they reported that they avoided topics that 

touched on their religious beliefs as Muslims or topics with gender or sexual 

references. This avoidance was noticed in one of the observed classes, where 

the teacher (Hala) tended to choose general topics, such as describing buildings 

or favourite places, especially in the first two observed classes. She tended to 

avoid religion, politics or culturally unacceptable themes because these are 

generally prohibited in the Arab culture and the students would not accept 

tackling these sensitive issues freely because they are not trained to be critical 

and reflective and at the same time they do not want to be misjudged accordingly 

by others. 

5.3.2.1.4 Students are used to a traditional teaching process 

The teachers in this study indicated that EFL students are used to studying in 

traditional classes for many years, which is another major challenge that 

prevented implementing CP principles. Thus, trying a critically-oriented approach 

would take time and effort because, in such a new environment, students need 

to think and discuss issues from different perspectives and express their own 

ideas and opinions based on their personal experiences, interests and needs—

which is something they had never done before in the banking educational model 

applied in the Saudi system. The teachers, for instance, clarified that some EFL 

students tended to resist new methodologies that require their engagement and 

preferred the traditional methods. Those students were not only used to a 

traditional process of teaching but sometimes forced their teachers to allow them 

to remain in such a traditional zone, where they accomplished certain tasks by 

following their teachers’ rules and instructions. This confirms what Shor (1992) 
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suggests about the possibility of students’ resistance to new procedures in writing 

classes and how teachers should be ready to deal with such a challenge.  

Reflecting on some classes, especially those observed first, revealed students’ 

reliance on their teachers’ instructions and efforts to start and finish the class in 

a traditional/leading manner. Therefore, trying suddenly to implement CP at the 

college level with students who are used to traditional routines was difficult and 

sometimes ended up eliciting resistance from the students’ side. Moreover, the 

teachers believed that the school system in Saudi Arabia should be reviewed and 

revitalised to overcome this challenge practically as they suggested that CP 

should begin early, from primary school, because early implementation would 

guarantee less resistance from the students, who would then grow up as critical 

students.  

 Challenges related to teachers 

The teachers in this study considered themselves to be among the challenges 

that might be encountered because of some key reasons, such as being used to 

traditional methods and procedures while teaching, being marginalised and 

lacking job security, as shown below in Table 5.12.  

Table 5.12 Challenges related to teachers 

Theme (2)  Major 
category 

Category  

CP Challenges     
 Teachers   

  Teachers are used to 
traditional methods and 
procedures 

 

  Teachers’ feelings of 
marginalisation 

 

  Teacher’ lack of job 
security 
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5.3.2.2.1 Teachers are used to traditional methods 

The interviewed teachers reflected on the traditional methods and procedures 

they are used to follow as being the first barrier that hinders CP implementation 

in their writing classrooms. Those methods and procedures were clearly seen 

while observing some writing classes. The two writing teachers, Hala and Faten, 

displayed their traditional and controlling ways while teaching, especially in their 

first and second observed classes. They, for instance, led these classes from the 

beginning to the end and owned the first and last words. They controlled the 

whole procedure, starting from providing information about the subject matter and 

instructions on what to do and ending with activities, homework assignments or 

exam announcements. Thus, those two observed teachers described themselves 

as traditional when it comes to introducing the information to cover the overall 

course objectives and critical when it comes to allowing their students to practise, 

as one of them explained: “I cannot come to class and ask my students to lead 

it. I have a job which is to provide the information to my students. When it comes 

to practice, I can be critical” (Faten, post-observation interview 2, p.5).  

What is more, the two observed teachers realised that changing their traditional 

roles starts from their own determination to do so. However, they believed that 

changing was not an easy task, especially after a long time of practising and living 

in such a traditional environment. Hala summarised this point nicely by saying: 

“It is hard for me to see things critically while normally describing or teaching 
descriptive essays. A chair is a chair, right? It takes time to realise that a 
chair might be a life for someone, disabled. To think deeper is not something 
easy. I mean we did not have this philosophical method of teaching in our 
system. We provide information and instruction to students who listen and 
only memorise. Then, we test them and that’s it. It was always the same 
procedure.” (Hala, post-observation interview 6, p. 3+4)  
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From the above quotation, the teacher’s frustration about the traditional 

educational system in her context is obvious. This frustration is also attributed to 

other challenging influences reported in the below section.    

5.3.2.2.2 Teachers’ feelings of marginalisation 

Analysing the qualitative data revealed teachers’ feelings of marginalisation 

regarding how and what to teach in their writing classes, which portrays them as 

powerless and voiceless at the same time. This negative feeling was considered 

to be a major obstacle that prevents EFL teachers from implementing CP. 

Consequently, the teachers complained about being ignored and excluded from 

designing the curriculum they are teaching and about being forced to follow the 

provided plans and materials. The six interviewed teachers, for instance, reported 

that they are required to follow a top-down curriculum designed and provided to 

EFL teachers and students, without being able to suggest or change anything 

coming from higher positions. Thus, the provided curriculum for teaching English 

can be considered as the official means to “determine which language 

components got taught, which approach was best, what the language learners 

were required to do, which textbooks were appropriate and so forth” (Karmani, 

2010, p.18). So, the teachers considered the top-down provided curriculum to be 

a main difficulty because it is traditional in nature and based on feeding students 

with taken-for-granted knowledge. This curriculum was described as “dull” by one 

of the observed writing teachers (Faten), who was, sometimes, forced to teach 

basics to advanced students. The other observed teacher (Hala) declared that 

having a critical approach while teaching English is not in the provided curriculum, 

which imposes instructions and rules onto teachers about how to teach students 

who then merely memorise and take a test. This is to say that the traditional 

curriculum does not allow teachers and students to be critical.  
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The teachers also added that excluding them from designing the curriculum so 

that they do not have control over materials, strategies or courses they are 

teaching made them feel marginalised and ignored. Therefore, marginalisation 

was considered to be among the major challenges that prevented the teachers 

from applying CP principles. The below excerpt by one of the teachers clarifies 

this point clearly: 

“So, the teachers found themselves first following specific criteria, 
procedures and specifications designed from the top without being able to 
participate in designing this specification. I can see that this is the big 
challenge that we have…With these difficulties, how can we be critical in 
such a fully controlled atmosphere that receives instructions from higher 
authority?” (Meera, interview 6, p. 8+9) 

It appears that EFL teachers received instructions from authority in their own 

departments about what to teach and how to teach. Thus, it could be concluded 

that this institutional authority is among the obstacles that prevents any ambitious 

teacher from moving forward and implementing CP because of the dull syllabus 

already provided that excludes both teachers and students. The teachers 

expressed their wish for space to be allocated to them to suggest and design the 

writing courses rather than receiving everything from higher authorities. They also 

added that both teachers’ and students’ ideas should be appreciated and 

considered while designing the courses as one of the interviewed teachers 

wished for higher authorities to “listen to both teachers and students and allow 

them to have a word in the learning process” (Hannah, interview 4, p. 9). This 

quote reveals how EFL teachers and students are totally ignored by the 

controlling authority that leads the learning process. This finding is in line with the 

study of Mullick (2013) who found that the voices of ELT teachers are totally 

ignored due to the top-down controlling approach in Saudi Arabia and issues 

related to power, oppression, culture and managerial ideologies. It also aligns 
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with Alkubaidi (2019) who encourages integrating both teachers’ and students’ 

voices in designing the writing curriculum.  

Moreover, the interviewed teachers complained about being forced to follow the 

provided plans, from higher authority, to achieve the overall objectives of every 

course, which was another challenge they encountered and that prevented them 

from applying CP principles in their classes. They also added that the provided 

plans were traditional in nature and contradicted CP principles. Furthermore, the 

teachers declared that being restricted to follow a specific plan and course 

objectives forced them, sometimes, to ignore their students’ high proficiency 

level. One of the teachers, for instance, indicated that the provided course 

objectives were below her students’ proficiency level and expectations. Another 

interviewed teacher also complained that the provided course objectives were far 

removed from her students’ needs and interests. This confirms what is mentioned 

in the literature about the nature of the ELT materials presented for EFL teachers, 

who are expected to follow these materials without interfering or even reflecting 

on them (Sadegi & Ketabi, 2009; Al Issa, 2010). 

What is more, according to the interviewed teachers, assigning a specific 

textbook as the main resource was a big hurdle that EFL teachers encountered 

while implementing some of CP principles and one that, at the same time, 

prevented both teachers and students from being critical. What worsen the 

situation is that most of the assigned books were old-fashioned, boring and 

unrelated to the students’ culture. Still, the teachers were required to follow them 

without being able to modify the content. This is because EFL teachers always 

feared to be blamed for any deviation. In other words, EFL teachers lack job 

security.  
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5.3.2.2.3 Teacher’ lack of job security 

The expatriates who participated in this study reported that there was a lack of 

job security at their college. This is because their contract is renewed at the end 

of the year based on the evaluation they receive. Therefore, the expatriates 

tended to follow the provided tasks and obligations without questioning. This 

finding is in line with Al Riyami (2016) who indicates that the teachers’ lack of job 

security due to the employment policy might prevent CP implementation. 

Therefore, EFL teachers, especially expatriates, would be much careful when it 

comes to following instructions so that they do not lose their jobs. In fact, the 

“element of threat remains on top of the teacher’ heads that leads to teacher 

burnout and demotivation” (Shah et al., 2013, p.116). This is to say that EFL 

teachers’ practices and approaches are under the tight control of their own 

college, which is another reported challenge.   

 Challenges related to the college 

The teachers in this study complained about the way their institution controls the 

teaching process, which prevents them from applying methodologies different 

from the ones assigned. The teachers reflected on some challenges, such as the 

heavy duties allotted to them that include administrative work and educational 

activities, evaluation forms to measure their performance, lack of training 

sessions or workshops to allow continues professional development and the 

overall environment of the college that prevents criticality or creativity as shown 

in Table (5.13).  

Table 5.13 Challenges related to the college 

Theme (2)  Major category Category 
CP Challenges    
 College  
  Heavy duties, administrative work and 

educational activities  
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  Evaluation form 
  Lack of training and workshops 
  Overall environment 

5.3.2.3.1 Heavy duties, administrative work and educational activities 

 In this section, the teachers complained about being busy with non-

teaching/administrative issues, which in turn prevented them from applying CP 

principles in their classes. The interviewed teachers, in particular, complained 

about having too many administrative duties. This finding corresponds with 

AlSeghayer (2015) who reported EFL teachers’ complaints about the 

administrative work they need to do in comparison with teaching. Furthermore, 

the teachers were sometimes loaded with six or seven courses to teach in one 

term. This confirms what Aydin (2012) stated about the workload assigned to EFL 

teachers being a main reason for their demotivation to think of different 

methodologies to apply in their classes. Also, the teachers were asked to provide 

activities and projects for community members, which was another onus they 

carried, as one of them wondered: “They want me to do something to the 

community while I’m busy with 6 courses and 14 hours of administrative duties!” 

(Faten, interview 2, p. 10). This finding is in line with Mousavi (2007) who reflected 

on the extra activities that the teachers need to prepare. If the teachers do not 

participate in providing the college or the community with proper activities or do 

not balance between their teaching duties and administrative work, then they 

would receive a low evaluation score that affects their career or promotion, which 

is another challenge EFL teachers considered.  

5.3.2.3.2 Evaluation forms 

Four of the interviewed teachers considered the evaluation form provided to 

students at the end of the term to be an impediment that prevented them from 

applying CP principles in their writing classes. This is because such an evaluation 
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form questions whether or not the teachers followed the provided plans, course 

objectives and textbooks, as one of the teachers illustrates: 

“If there is an ambitious or passionate teacher who is willing to change, yes 
I can do it inside the classroom but if the students complain or the authority 
body knows about this, that teacher is going to be blamed and the 
evaluation will be affected for sure.” (Meera, interview 6, p. 9) 

In fact, the idea of inviting students to evaluate their teachers is not new, as the 

literature, indicates that teachers are evaluated by their students every semester. 

However, bias towards teachers who give high marks or are loved by their 

students might affect the validity of the student evaluations (Al-Hamly, Davidson 

& Troudi, 2007). Reflecting on classroom practices showed how careful the two 

observed teachers were regarding making any changes to the provided materials 

or approaches, especially at the beginning of CP implementation. One of the 

teachers, for instance, revealed her fears in employing CP principles in such a 

restricted environment by commenting: 

“We are confined to the objectives of the course, plan and policy of the 
university which are completely away from CP principles, I was afraid that 
this would go against the university’s rules and regulations which, in turn, 
affects my evaluation.” (Hala, reflective journals 3) 

The above quotation exposes the teacher’s tendency to think that EFL teachers 

cannot practice CP with a traditional top-down curriculum. Yet, this is not an 

adequate understanding of CP because it is up to the teacher’s imagination and 

creativity to use it within the context of her curriculum and materials. Hence, to 

do certain activities that engage students in thinking would not be against policy. 

It could be recognised here that this teacher still had a limited understanding of 

CP.  

Furthermore, the observed teacher, Faten, clarified that another evaluation form 

was provided from the college administration to the head of the department to 

evaluate whether the teachers participated in providing activities for the college 

or the community or gave a workshop inside or outside the college or not. Faten 
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elucidated that she received a low score on this evaluation form because she 

neither introduced a workshop nor an activity. She also justified that she could 

not provide a workshop because MA degree holders are not allowed to present, 

according to higher regulations, and she could not participate in activities 

because of her heavy administrative duties and course loads. Still, her excuses 

did not count. The following excerpt elucidates Faten’s frustration with this 

situation: 

“There are two evaluation forms and both are not fair. The first questions 
your teaching inside the class, and the second questions your effort outside 
the class. And neither considers my needs. I wish to have a form to question 
whether the college provides opportunities or workshops to faculty 
members for the sake of professional development.” (Faten, interview 2, p. 
11) 

Form Faten’s extract, it appears that there are no clear criteria for evaluation and 

each college or educational district has its own guidelines and ways of working 

(Al-Hamly et al., 2007). Moreover, the teachers complained about the difficulty of 

judging their own work that, most of the time, related to students’ high or low 

motivation or proficiency level, which means if the students are good, the 

educational process would be successful and vice versa. Consequently, it is clear 

that such an evaluation form cannot judge a teacher’s performance accurately 

(Adams, 2001; Al-Hamly et al., 2007). What worsen the situation, from teachers’ 

perspectives, is that there are no sufficient training programs/sessions for 

teachers to improve their teaching performance in order to reach the evaluation 

forms’ criteria.     

5.3.2.3.3 Lack of training and workshops 

The six interviewed teachers declared that they did not receive proper training to 

handle the duties they were loaded with. Likewise, the teachers did not attend 

appropriate workshops to help them develop their teaching strategies or 

methodologies. Thus, they believed that the lack of training and workshops, 
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whether inside or outside the college, was a major challenge that prevented them 

from being critical educators who are aware of new ideologies and approaches. 

This finding corresponds with Fareh (2010) who indicated that many EFL 

teachers are BA degree holders who have not attended training courses and 

have no teaching certificates to prepare them to teach English as a foreign 

language. Nevertheless, the teachers expressed their willingness and desire to 

attend developmental workshops that transform them from instructors who follow 

instructions and provide prescribed information into educators who can think, 

reflect and act independently. 

Thus, the teachers believed in the necessity of being provided with proper training 

programmes and workshops despite the actual situation in their own institution 

that did not provide enough opportunities. One of the interviewed teachers 

provided a reason for not having enough developmental sessions which is the 

geographic site of the college as she mentioned that it is hard to compare their 

small college “with Riyadh or Jeddah [as] they get the attention because of their 

location and importance as big cities having big universities” (Hala, interview 3, 

p.7). Hala’s frustration is clear regarding not having sufficient opportunities like 

teachers in other big-name universities in the Saudi context that get ample 

attention and better developmental opportunities.  

5.3.2.3.4 Overall college environment 

The six interviewed teachers complained about the overall atmosphere of the 

college that does not allow for any creativity or criticality. One teacher, for 

instance, commented: “The overall environment isn’t helping. We are in a school. 

You do not feel you are in college” (Dalal, interview 5, p.6). The teachers, in 

specific, criticised the college’s old building that looks like a small school that 

lacks appropriate-spacious classrooms, library, internet access, language labs, 
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restaurants, cafeterias or a gym for students to work out in and release their 

stress. Hence, the overall environment in the college is neither healthy nor 

comfortable for teachers and students to be critical and creative thinkers. This 

finding corresponds with Aydin (2012) who indicated the physical conditions in 

the college climate such as crowding, bad acoustics and noise within or outside 

the classrooms as factors that demotivate EFL teachers and students. 

Observing the two writing classes confirmed what was mentioned above 

regarding the overall situation in the college. Having the same classroom 

arrangement, for instance, is among the traditional practices observed in the 

writing classrooms that limit the establishment of a critical environment. One of 

the observed teachers commented on the situation by saying: “We have small 

classes [filled] with 30 students sitting in rows so, the classroom arrangement 

was a problem for me” (Hala, post-observation interview 2, p. 5). This confirms 

what Sahragard, Razmjoo and Baharloo (2014) reported on the class size as a 

considerable barrier that prevents EFL teachers from applying the tenets of CP 

in their teaching. The teachers, in this study, complained about having crowded, 

small classrooms in which they could not change the arrangement of chairs and 

desks that were fixed into rows, with students preferring to sit at the back and 

leaving the front to their teachers or excellent mates. Observing some writing 

classes showed that every class had the same arrangement, where active 

students sat close to their teacher and passive students preferred the back. The 

teachers are used to colonising the front, where they start the classes by the 

same expected practices, such as greeting students, introducing the discussed 

topic, providing the pre-designed materials via a PowerPoint presentation or a 

quick revision about the previous lesson and finishing the class by assigning 

tasks or tests or filling in an attendance list. Thus, it appears here that the same 
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classroom arrangements limited both teachers’ and students’ criticality in some 

of the observed writing classrooms which in turn affected CP implementation in 

such a traditional environment.  

 Challenges related to the society 

According to the teachers, in this study, the Saudi context has many limits that 

restrict its people. Therefore, the society itself was considered to be barrier that 

prevented teachers from implementing CP principles among students. The 

teachers explained that students were used to living in a traditional society in 

which they follow rules and instructions from their family members, as one 

teacher commented: 

“I can say, the society in general is a big challenge. Most of the students 
come from conservative families where they are…obeying rules and 
following orders. They come to school with this mentality that does not argue 
or suggest. They are used to being followers. So, it is a shock to give them 
the leadership.” (Dalal, interview 5, p.6) 

Thus, the teachers believed that their students’ traditional backgrounds and the 

way they were brought up at home and taught in schools restricted them from 

being liberal and critical in such a conservative environment. The Saudi society 

consists of closed tribes that follow restricted rules and norms (Al-Rasheed, 

2010). In fact, “the Saudi people form a closed, extremely conservative society, 

due in large part to harsh climate conditions and to physical isolation” (Long, 

2005, p. 17). One of the interviewed teachers described this situation by saying: 

“We grew up appreciating values from the older generation. We grew up 
listening and accepting orders and rules without being able to reject or 
change. We were scared of our families, teachers and authority members. 
Not scared, but we have this notion of respect and loyalty that keeps us 
silent.” (Reem, interview 1, p.11) 

The teacher, in the above excerpt, indicated that EFL students were 

disempowered by society and their parents. This corresponds with Shah et al. 

(2013) and Shukri (2014) who discuss the involving role of the Arab families, 
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parents in particular, in their children’s personal lives, where decisions are made 

collectively and within the accepted norms. Thus, it might be understood that 

social norms in the Saudi society play a major role in both teachers’ and students’ 

choices, decisions or willingness to share their critical ideas and thoughts. 

However, it is important to clarify that, while some teachers believed that critical 

education cannot take place in such a conservative environment, others believed 

that changing such a traditional society can/should be started through education. 

One of the interviewed teachers, for instance, believed that education “plays an 

important role in the development of its community. So, if we have critical 

education, we will have a better-enhanced community” (Hannah, interview 4, p. 

9). This is to say that some of the EFL teachers could see the effective changes 

of CP, which is the third emerged theme.  

 Theme three: CP changes 

The emerging theme in this section relates to the third question regarding the 

possible changes in EFL writing classrooms because of CP implementation. The 

teachers who attended the workshop, despite the diversity in their ages, teaching 

experience and educational background, asserted the effectiveness of applying 

CP as an educational approach in their classes. The analysis of the data reveals 

that CP is efficient in EFL classes for several reasons. 

 Reasons to implement CP in EFL writing classrooms 

The data report the effectiveness of CP implementation in EFL writing 

classrooms, with particular respect to positive impact on improving both students’ 

and teachers’ practices, students’ writing skills and teachers’ strategies, as 

shown in Figure 5.5 below.  
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Figure 5.5: Reasons for implementing CP  

5.3.3.1.1 CP improves students’ practices 

The interviewed teachers reflected on their students’ independence in the writing 

classes as the most apparent improvement. From real classroom practices, a 

comparison of the first observed classes with the last ones tends to show a 

significant difference in the students’ practices. In the last three observed classes, 

the teachers tended to change their classroom procedures by effectively applying 

some CP principles, which, in turn, reflected in their students’ traits, who became 

more independent and confident. Level 5 students, for instance, became more 

engaged in critical conversations as they could lead discussions with their 

teachers and peers based on their own experiences, prior knowledge, needs and 

interests. Such active engagement helped the students express their ideas and 

opinions in either oral or written discourse. The following excerpt summarises this 

point clearly: 

“After implementing this pedagogy, my students now are thinking deeply 
and differently. I mean you can feel their personalities and identities while 
speaking and writing, which is great I think. Before, they were reluctant to 
talk and share their ideas freely. Now, they are involved in dialogue that 
assists them expanding their ideas while listening to others and appreciating 
different opinions as well.” (Faten, post-observation interview 3, p.5)  

The teacher of level 3, Hala, also commented on the effective changes CP made 

on her students by saying: 

“I can tell now, after almost two months of CP implementation, my students 
are independents students who can be responsible for their own learning 
process. I can see how confident they are after engaging them in 
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discussions where they express their ideas and feelings, which is something 
that never happened in my writing classrooms.” (Hala, post-observation 
interview 6, p. 4)  

Thus, having students who can take part in thinking and discussing means that 

improvements would be reflected in their own writings in terms of content and 

organisation. 

5.3.3.1.2 CP improves students’ writing 

In general, the teachers who attended the workshop reported that CP could help 

EFL students to improve their writing skills. After the implementation, the six 

interviewed teachers noticed improvements in their students’ essays. Faten, for 

instance, clearly elucidated this point by saying: 

“I can describe my students as mature learners who are aware of their own 
conditions, situations and the surroundings where they analyse, criticise, 
understand and reflect in a responsible way. What I mean by responsible is 
the way they express their opinions freely with respect, appreciation and 
acceptance at the same time. So, they are mature and responsible writers 
who could produce written texts full of life.” (Faten, post-observation 
interview 4, p. 4+5) 

Moreover, even low motivated students could benefit from CP principles because 

they get the opportunity to listen to other students who express their ideas and 

opinions. One of the interviewed teachers noted: 

“Using CP in class increases this opportunity for students to have the 
chance to be more involved. Even low-motivated learners will be 
encouraged to speak up because for sure every student has something to 
participate especially if it is related to them.” (Meera, interview 6, p. 4) 

Thus, the teachers believed in the effect of CP on their students’ written work 

because it allowed students to express their ideas and opinions, consider their 

readers, improve both content and structure and provide solutions. 

According to the six interviewed teachers, using related topics encouraged 

students to freely express their feelings, ideas and opinions based on their own 

experiences, needs and interests. Correspondingly, student self-identity and 

voice could be reflected in their writing. In addition, the finding of this study 
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confirms that EFL students are able to express their thoughts when they are 

encouraged to do so, in safe environments, with consideration to others’ 

perspectives. That is to say, students who are aware of their surroundings can 

write in a considerate way that appreciates and respects other readers. Thus, 

critical writers reflect on what is happening around them in society with respect 

and acceptance towards different perspectives. Thus, the interviewed teachers 

indicated that CP had a positive influence on their students’ written content. They 

clarified that, through classroom discussions, the students’ ideas were 

developed. Hence, it appears that the discussions introduced in the writing 

classes improved the content of the students’ essays. The teachers also said 

that, prior to the implementation of CP, the error-free texts of the students’ final 

work counted more than the coherent and cohesive content of their written texts. 

However, the same teachers indicated that CP had directed them to reconsider 

the content of the written text, as one of them clarified: 

‘With CP, I considered the content of my students’ writing rather than the 
structure. I know both content and structure are important, but before I 
counted every spelling mistake and grammatical error. Now, I pay attention 
to the development of my students’ ideas and to the way they expressed 
themselves in a critical-reflective way.” (Faten, reflective journal 4) 

Furthermore, three of the interviewed teachers confirmed that CP helped their 

students improve their grammar and vocabulary through constant classroom 

discussions, whereby they had the opportunity to share and listen to each other. 

Thus, it appears here that CP tends to improve both the content and structure of 

the written text. Hannah explained this point by saying: 

“I have noticed some improvements in my students’ writings after 
implementing CP. The content, for instance, is improved and developed in 
a creative way through the constant discussions in the classroom…Their 
grammatical usage has been improved as well.” (Hannah, interview 4, p. 
7+8) 

This is in line with Ataç (2015) who found that most EFL Turkish undergraduate 

students showed great progress in the content and structure of their essays; their 
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grammar, style and organisation had improved at the end of the semester by 

practising critical writing in their classes. 

Besides, according to the two observed teachers, engaging students in critical 

discussions, in which ideas and opinions are expressed independently, 

encourages students to think deeply and provide solutions to different situations. 

Observations of level 5 students, for instance, revealed their willingness to think 

of and suggest recommendations to solve problematic issues in their own 

community. Faten summarised this point by saying: 

“Through discussions, my students became eager to learn more, to search 
and find solutions or useful suggestions for certain problems or issues in 
their community. When we discussed the runaway topic, for example, the 
students suggested some solutions such as establishing rights for those 
oppressed girls, shelters and organisations to protect and support them… 
The provided solutions in this specific class…enabled me to see how 
independent and strong my students are.” (Faten, interview 1, p.8) 

This finding corresponds with Sadeghi (2008) who reported the effect of CP on 

the writings of EFL Iranian students in a language institution, whereby they 

learned to think of solutions and alternatives to the discussed topic in a critical 

environment with transformative, intellectual teachers. Eventually, the teachers 

who noticed and supported the improvement in their students also felt a positive 

change in their own practices. 

5.3.3.1.3 CP improves teachers’ practices 

After attending the CP workshop, the teachers reported some self-improvement 

features in their own practices, where their awareness of their role as agents of 

change had increased so that they could analyse, evaluate and then deal with 

different situations and people based on their own personal experiences, prior 

knowledge or even discussions with others. It appears that the teachers 

developed a critical stance rather than a traditional one of CP, as one of them 

reported that CP had changed her personality “from a typical/traditional teacher 
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to a responsible teacher who cares and loves her students and job” (Faten, 

reflected journal 2). Within such a critical outlook, the teachers felt the joy and 

excitement of teaching EFL students who also appeared to feel the same. Faten 

described the experience of implementing CP in her class by saying: 

“I am full of excitement and enthusiasm about every next class. I am 
different. I swear I can see it. My kids are different, and they feel it as 
well…Oh, I am so happy for them, I mean for us.” (Faten, post-observation 
interview 3, p.4) 

Faten’s excitement and enthusiasm about basing her teaching on CP align with 

Baladi (2007), whose participants became very eager to implement CP despite 

the surrounding challenges. Accordingly, those teachers felt they could improve 

their teaching strategies.  

5.3.3.1.4 CP improves teacher strategies: CP improves teachers’ 

assessment process 

The interviewed teachers reported that CP improved their teaching strategies in 

the writing classes by fostering their critical thinking skills in terms of their own 

teaching tactics. This finding agrees with Hayati (2015) who indicated that CP 

encourages non-native English speaking teachers to think critically of any new 

concept in their profession. For example, students’ opinions, ideas and personal 

experiences were more appreciated and integrated into the writing process. In 

addition, students were also more engaged in discussions with their teachers and 

peers in the writing classes after CP implementation, whereas before, they 

merely listened, followed instructions and worked individually. This corresponds 

with Ahmed (2010) who emphasised the importance of encouraging peer 

feedback in EFL writing classes to enhance students’ criticality. Furthermore, 

students were more engaged in a reflective process regarding their teachers’ 

strategies and procedures inside the classroom. Hannah clearly summarised 

these improvements by saying:  
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“CP teaches me how to consider my students in the teaching process in 
which we sit together and comment on what to add or change in the coming 
classes. My students are integrated in the writing classroom where they 
suggest and think of hot topics in social media regarding their own culture. 
They also can reflect on what is happening elsewhere in a respectful-
considering way.” (Hannah, reflective journal, 4)  

The above quote reveals how CP transformed this teacher into a critical educator 

who did not follow specific materials or books but established discussions based 

on her students’ needs and interests.  

Besides, the teachers who attended the workshop indicated that, before 

encountering CP as an educational approach, the assessment process was 

controlled only by the teachers, without engaging students at all in such an 

exclusive process. The teachers described the assessment process in their 

writing classes, whereby they provided pre-designed rubrics to their students who 

followed the given criteria without being given the chance to negotiate or engage 

in modifying these rubrics. They also affirmed the importance of choosing 

appropriate rubrics that suit the discussed genre and include criteria that cover 

important elements, such as the organisation and structure of the essay, 

grammatical issues, spelling and development of ideas. Hence, the teachers 

focused on both structure and content while choosing rubrics, with a great 

emphasis on the ones that highlighted the structure. Then, the teachers were 

responsible for correcting their students’ essays and providing the final grades. 

From teachers’ perspectives, the assessment process was their own 

responsibility because EFL students were not ready to take on such a critical 

responsibility as they were used to a traditional environment where everything 

was provided to them. Moreover, it is important to clarify that only summative 

assessments counted, where students submitted their written essays and 

received a final grade. Thus, it appears that the only assessments that counted 

were the final written works or tests graded by the teachers. This confirms Jahin’s 
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(2012) view that feedback on Saudi students’ writing is only done by teachers.  

Furthermore, peer reviews were not practised sufficiently nor counted seriously 

in such a traditional environment, as one of the teachers complained about her 

students: “When they do peer reviews [as] many of them are not participating or 

commenting properly. They always provide good comments because they don’t 

want to hurt their classmates” (Hala, interview 3, p.3). Thus, it appears that EFL 

students were not aware of the importance of peer review in writing classes. 

However, the assessment procedure after CP implementation changed teachers’ 

awareness of the importance of engaging their students in the assessment 

process. When Reem was asked, after the workshop, about engaging students 

in the assessment process, she responded: 

“Yes, yes. They should be part of this process. They should have the right 
to choose the assessment criteria. The assessment process should be 
transparent. 5 out of 10 on the top of the paper isn’t enough for the students. 
You know what I think, engaging students in the assessment process is very 
important. See, for one thing they will feel responsible because they chose 
it so they won’t complain. If it is something that has been done by us, we 
will do the work and be responsible.” (Reem, interview 1, p.8) 

From classroom practices, some of the writing teachers declared that students 

became more engaged in the assessment process after some of the CP 

principles were implemented and they had the chance to modify the provided 

rubrics. One of the teachers commented on this engagement:  

“You know, my students told me, because they had a hand in adjusting the 
rubric, they feel responsible to provide good-critical writings after being 
engaged in the assessment process. Having this feeling encourages them 
to provide strong drafts, and believe me I was amazed with their writings 
this term…The content has been improved.” (Hannah, interview 4, p. 7) 

Thus, it appears that engaging students in the assessment process shifted their 

attention from the structure and organisation to include a consideration of the 

content of the written text. Faten further elucidated this point:  

“I notice that my students … provided feedback on the content. I am pleased 
to see a comment like “what does this mean to you?” “why did you choose 



 

272 

this topic?” “how does it affect you?” “what does it add to you?” I haven’t 
seen these comments before.” (Faten, reflective journal 4). 

Moreover, the teachers reported encouraging their students to read each other’s 

papers and provide effective feedback because reading others’ work could 

encourage the students to appreciate, think, consider, change and suggest ideas 

and solutions. Thus, it seems that the quality of students’ essays may have 

improved following the feedback of their peers. This is in tune with the results of 

Jahin (2012) who indicated that peer review had a positive effect on developing 

Saudi undergraduate students’ writing ability. In fact, the whole process of 

engaging students in classroom procedures, choosing materials and modifying 

the assessment tools can be implemented in several ways, which are reported 

below.  

 How to implement CP in EFL writing classrooms: Approaches  

The six interviewed teachers reflected on the strategies they employed to 

facilitate implementing CP in their writing classes, such as utilising the problem-

posing model, reading skills, dialogue, group work and students’ first language 

(L1), as shown in Figure (5.6). 

 

Figure 5.6 Approaches to implementing CP  

5.3.3.2.1 Utilising the problem-posing model  

The six interviewed teachers reported that they used the problem-posing model 

Approaches

Problem-
posing model Reading skill Dialogue Group Work L1
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in their writing classes as a strategy to facilitate the implementation of CP. The 

five steps of this model were applied by the EFL teachers, starting by introducing 

the topic as a problem to encourage students to think critically about the subject 

matter. Then, the students tried to define the problem. After that, they started to 

personalise the problem by relating it to their own personal lives. Next, they 

discussed the problem by thinking of different causes or reasons and, finally, they 

found alternatives and solutions to the problem. 

Reflecting on the two observed teachers (Hala and Faten) reveals how they 

tended to depend on this model in some of their classes. Faten, for instance, 

introduced one of the discussed topics as a problem and followed the five steps 

of the problem-posing model. She started with a video that narrated a true story 

about early marriage in the Saudi context. After the video, she asked her students 

to work with partners to write down a list of words to describe the content of the 

video. Students were working and discussing together to generate their lists of 

descriptive words, such as child abuse, discrimination, crime, poverty, ignorance, 

lower-class, traditions, irresponsibility, etc. Afterwards, the teacher asked the 

students to define the problem of the discussed topic. A chosen leader from each 

group defined the problem in front of the whole class. One of the leaders defined 

the problem by saying: “Early marriage should be considered as a child abuse in 

which irresponsible decisions are made by parents due to social traditions or 

difficulties such as poverty of the lower-working class” (Observation 4, p. 1+2). 

Then, the teacher asked the students to connect the topic to their own lives and 

surroundings, leading them to start providing some personal experiences of 

friends and relatives who had encountered the same problem. As a final step 

before writing, the teacher asked her students to provide solutions to the problem, 

where some students highlighted the role of education in raising children’s 



 

274 

awareness of their rights as a first step to solve this problem. The students also 

discussed the governmental role in protecting children from such an abusive act. 

It appears that utilising this model helped the students dig deep to understand 

the discussed topic, where they uncovered the hidden reasons and powers 

behind the problem and started to think of solutions. Moreover, in this specific 

class, the students were fully involved in critical thinking, discussion and then 

writing with consideration and appreciation of multiple perspectives and opinions. 

This finding corresponds with what has been mentioned in the literature about 

the aim of CP in education as an approach to raising student consciousness of 

their surroundings, preparing them to engage in a larger struggle and 

empowering them to challenge and change the oppressive conditions around 

them for the sake of justice (Foley, 2007).  

5.3.3.2.2 Utilising reading materials  

The teachers who attended the workshop confirmed the lack of integration of the 

reading skill in EFL writing classes. The impact of such a lack in writing classes 

“was obvious on the students’ prior knowledge as they would strongly struggle to 

produce information for their writing” (Kamil, 2011, p. 240). Besides, the 

interviewed teachers clarified that writing classes should integrate reading and 

discussion before the actual writing takes place. This finding confirms what Kuek 

(2010) emphasises—that both skills need to be integrated equally in the writing 

class. However, as said earlier, some of the interviewed teachers spotted a gap 

in their writing classes, which relates to the fact that their students do not read 

enough before writing—which in turn results in essays that lack depth. One of the 

teachers explained this gap by saying: “Our students do not read…We don’t have 

students who read and have this rich and deep knowledge. We don’t have 

readers who criticise, analyse and think of solutions” (Reem, interview 1, p.10). 
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This also corresponds with Mourtaga (2006) who reported that many EFL 

students are poor readers either because of their insufficient linguistic 

competence, which does not allow them to read and understand the texts, or they 

are not trained or asked to read consistently in their classrooms. To overcome 

this gap, Reem assigned a book to be read, chosen by the students but not less 

than 90 pages in length, and asked them to write a report about it for a reward of 

10 marks. The teacher wanted to encourage her students to read because she 

believes in the connection between reading and writing. She reflected on her own 

personal experience with reading and how it helped her develop creative ideas 

while writing and analysing texts critically. Thus, she wanted her students to feel 

the same. Yet, her students were upset and asked her not to assign such a 

demanding assignment in the future. With appreciation, she reported that 10 out 

of 30 students, because of that reading assignment, would carry on reading 

books as a usual habit.  

The teachers realised that the writing classes should be a mixture of reading, 

discussing and writing. It seems that CP raised teacher awareness about the 

importance of integrating the reading skill before starting the writing process to 

enhance students’ criticality through thinking and discussing. Therefore, the two 

observed teachers encouraged their students to read about the chosen topic 

before coming to the class. Some students, in turn, started to research and read 

about critical/controversial topics to expand their ideas and knowledge before 

writing. In addition, the teachers sometimes assigned articles to be read at home 

or brought some articles to class, asking students to read and discuss with peers. 

Faten summarised this point by saying: 

“I asked my students to read at home, and sometimes I brought some 
articles with me to the writing class. Reading opened their eyes, their minds 
and hearts to hidden issues…Before, they were reading and paraphrasing. 
Now, they are reading, reflecting and suggesting alternatives...I choose 
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interesting stories, articles and news because I want them to enjoy reading.” 
(Faten, interview 2, p.9)  

The above excerpt confirms what Lyutaya (2011) mentions about the necessity 

of having interesting and active reading materials so that EFL students can read 

and understand what is between the lines then write. Consequently, reading and 

then discussing/sharing ideas with peers is considered to be an important 

technique for facilitating CP implementation into EFL writing classes.  

5.3.3.2.3 Utilising dialogue  

The interviewed teachers shed light on the importance of encouraging dialogue 

among EFL students in writing classrooms as a critical means to help them talk 

about their prior knowledge and personal experiences. One of the teachers 

stated: “I think dialogue is crucial in critical education where students talk and 

discuss several issues based on what they already have” (Dalal, interview 4, p.6). 

This corresponds to what several critical pedagogues mentioned about the 

crucial role of dialogue in EFL classes, which is considered to be the most 

significant aspect of CP (Rashidi & Safari, 2011). In fact, CP is rooted in dialogue 

through which both teachers and students interact with each other. Moreover, 

one of the teachers added that engaging students in dialogue would allow them 

to express their ideas and opinions freely, as she mentioned that “opening 

dialogues with students would let them just speak freely without restrictions” 

(Reem, interview 1, p.9). This finding is in line with Morgan (2009) who elucidated 

how dialogical techniques between teachers and their students lead to 

discussions about dominant ideologies in the society. This is to say that dialogue 

created an interesting environment in the classroom, where students got the 

chance to discuss, share, listen to and work with classmates. 

However, some teachers revealed their caution while opening dialogues with 

their students due to several challenges and restrictions that are discussed earlier 
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in the challenges section. As a result, some of the EFL teachers tended to control 

students’ dialogue. Thus, it appears that dialogue in EFL writing classrooms is 

preferred to be both controlled by the teachers and limited to what is accepted in 

the educational institution and the society. Still, there were some opportunities for 

utilising dialogue within this traditional environment. One of the teachers, for 

instance, encouraged her students to think of silent dialogues whenever they got 

stuck while writing. She believed that encouraging student imagination would 

enhance their critical thinking skills. In other words, some of the teachers used 

imagination to raise their students’ awareness of their own situations and 

surroundings. For example, Faten, in one of her classes, asked her students to 

imagine themselves in a higher position, where they lead the educational process 

in Saudi Arabia. With questions like, “What position would you choose? Why did 

you choose it? What would you add or change? Why would you change? How 

would you change?” (classroom observation 6, p. 2), Through imagination and 

dialogue, Faten wanted to provoke more understanding of the current situation 

and examine her students’ ideas and reactions. In addition, the implementation 

of dialogue in Faten’s class was based on related topics and supported by social 

media and real stories, which encouraged students to discuss and debate. She, 

for example, started one of her classes by presenting some tweets to her students 

to read about runaway girls who escaped from their homes and fled to other 

countries. Then, she presented a video in which some of those girls spoke about 

their experiences and the reasons behind their escape. After reading the tweets 

and watching the video, the dialogue between the students started immediately, 

without receiving any instruction from the teacher: 

Student 1: (With sharp looks and tone) “They are a shame on the whole 
society. I am glad they left the country. They don’t deserve to be Saudi 
citizens.”  
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Student 2: “Yes, I agree. They should’ve asked for help from their relatives 
or friends. They should’ve considered the consequences of their 
irresponsible decisions on their families. Oh, this is awful.” 

Student 3: (Defensive voice) “Don’t be judgemental. You haven’t lived or 
experienced the same situation.” 

Student 3: “Think of the reasons. Why did they escape?”  

Student 2: (Careless voice) “Even though. They are not excused.” 

Student 4: (Upset voice) “But it is unfair to say that. I have read about this 
issue in the news. We need to think carefully about the reasons behind it. 
Sorry to say that guys, but you are harsh.” 

Student 1: (exclamation voice) “Harsh!” 

Student 4: (With merciful tone) “Yes, you are. Haven’t you seen the story of 
Aisha who fled to the States because of the repeated rape attempts by her 
brother and the denial of her family to what had happened. They asked her 
to shut her mouth. Her mother didn’t believe her and slapped her. This is 
horrible.” 

Student 5: (Another supportive tone) “One of my relatives is thinking 
seriously of leaving the country because her dad forced her sisters to marry 
to support him financially. He thinks of what is good for his daughters without 
even asking about their own opinions or desires. So, she told me her secret. 
If her dad forced her to marry, she would escape and leave the whole 
country. I would do the same.”  

Student 6: (Optimistically) “Every girl has the right to do what she thinks is 
better…I know it is hard to accept this phenomenon in our conservative 
community. But it is time to be open and discuss the matter to understand 
the reasons behind it to provide solutions.” (Faten, classroom observation 
5, p. 2+3) 

All 15 students who attended the class that day took part in the dialogue. Different 

tones, facial expressions and emotional reactions were expressed—as if they 

were rehearsing a scene on a stage but without transcripts. They developed their 

own dialogue from their personal experiences based on their surroundings to act 

the reality. The teacher was silent and monitored the conversation with an 

admiring smile on her face, watching her students going further and deeper into 

discussion on the role of families, schools, society, politics and economy to reveal 

the spread of such a phenomenon in their own community. With a strong, 

determined language, the students concluded the scene: 
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        Student 7: “Girls need to be strong and talk about their fears.” 
Student 8: “And this should be done earlier. Yes, it should be done since we 
were little. It should be done at school. We need to speak up without 
restrictions. I am talking so other girls can hear my voice and learn from my 
experience. I am talking because I am a human with rights and speaking is 
one of my rights. I am talking so I can change and build my own life.” (Faten, 
classroom observation 5, p.3) 

A surprising clap from the teacher, who sat quietly at the front, started off warm 

applause from all students in the class. Then, the teacher concluded: 

“Before judging others, put yourself in their shoes. Ask why and think of 
reasons and solutions to change the situation and improve your community. 
We are humans and we learn when we try, when we fail, when we have a 
hard time or when we get the opportunity. Now, pick up your pens and 
change the outside world.” (Faten, classroom observation 5, p. 3+4) 

The teacher’s closing comment was the beginning of the students’ actual practice 

of writing, where everyone appeared to be engaged. Their body language 

revealed their enthusiasm and released spirits that quelled the old myth behind 

their inability to think critically and broke the traditions of teaching writing in the 

Saudi context to change the entire process and its procedures. A big difference 

can be seen from the first two observed classes, where there was no sign of 

dialogue, neither between the teacher and her students nor between the students 

themselves. The dialogue established between the students in this class 

surprised the teacher, who noticed her students’ ability to lead the writing class. 

At a time when the writing class was considered a problem, level 5 students 

played a heroic role in dealing with it spontaneously. The teacher, as well, 

showed her courage when she put aside her prepared tasks and instructions and 

simply chose appropriate topics, monitored and enjoyed her class—forgetting 

about time. Once, she commented: “I enjoyed watching them talking and writing 

during the whole class. They were busy doing the whole job and I was busy 

enjoying the whole class” (post-observation interview 3, p. 4). Faten showed her 

constant determination and persistence to apply CP despite the imposed time 

limits.  
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On the other hand, level 3 teacher (Hala), revealed hesitant commitment to apply 

dialogue in her writing class due to the time factor. In fact, Hala has been seen 

as traditional in some classes and critical in others, which makes her students 

confused about when to talk and what to say. Once, there was a vote to choose 

two topics from the students’ list of what to discuss and write about in the 

classroom. Two topics got the highest votes and the teacher chose one of them. 

Voters for the second topic suggested that they should be able to write about the 

topic they picked. The teacher responded: “It is better to write about one topic 

only so we can all discuss together.” However, some of the students insisted on 

their choice and started to argue with their teacher, who then cut the conversation 

and firmly asked them to start working with their groups. The affected students 

did not write a word and did not participate in that particular class. Discussing that 

specific incident resulted in Hala developing the awareness of the necessity of 

allowing students to write about what they picked rather than forcing them to write 

about what she chose, as she stated: 

“I noticed that some of the students did not write about the topic I assigned. 
I really wanted to allow them to write about the topic they picked, but I 
hesitated. I do not want to confuse others. I do not want to lose control. I 
know I could have divided them into two groups where each one discussed 
and wrote about what they preferred, but I didn’t. We don’t have time.” (Hala, 
post-observation interview 4, p. 4) 

Such a hesitant attitude revealed Hala’s preference to follow the dialogical norms 

allowed in the college, based on the traditional methods of teaching, that focus 

on specific structures of oral interaction, such as turn-taking or answering 

questions within the allotted time limit. This is in line with the work of Al-Seghayer 

(2015) who investigated the features of English language acquisition and practice 

in Saudi Arabia and indicated that EFL teachers are used to apply traditional 

approaches while teaching, which did not stimulate real interaction or 

communication. Consequently, Saudi EFL students could not acquire an 
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advanced level of dialogue or communication. Likewise, Al-Nasser (2015) 

identified that Saudi EFL students would not learn the language effectively 

through books and theories rather than actual communication and interaction with 

others thorough dialogue based on real situations. Therefore, the author calls for 

activities that encourage students to be engaged in dialogue, such as role-

playing, group discussions and storytelling based on personal experiences and 

reacting to what others say to enhance their critical thinking skills, speaking ability 

and writing.  

5.3.3.2.4 Utilising group work  

Initially, the interviewed teachers in this study believed that writing is an individual 

skill for which each student must compose a well-structured essay by her/himself. 

Therefore, they did not see any room for group work in their writing classes. For 

example, reflecting on the first observed classes for Hala and Faten revealed 

their tendency to rely on individual work, where students listen to their instructions 

and write at home. This confirms what Abahussain (2016) found about the 

traditional teaching methods in Saudi Arabia that stress the dominant role of 

teachers, which marginalises the students’ interactions and encourages 

competitive rather than cooperative learning. In fact, it seems the teachers were 

not even practicing CLT that emphasises group work as part of it.  

However, the CP workshop raised teachers’ awareness of the necessity of 

encouraging group work in their writing classes. The teachers also reflected on 

the advantages of allowing group work in which their students were given the 

chance to discuss and share their ideas and writing with others. Thus, it appears 

that group work provides a space for dialogue among the students without 

constant correction from their teachers. One of the teachers reflected how group 

work fosters dialogue in her writing classes:  
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“We began today’s classroom with a dialogue between a group of my 
students. They worked on a small scenario and performed in front of their 
classmates. They started the dialogue and everyone was listening carefully. 
Then, the students started commenting, suggesting and leading an exciting 
discussion. I haven’t given instructions at all. They talked, discussed and 
then wrote different scenarios that provided different plots and solutions to 
what had already been said about today’s topic (treatment of home 
workers).” (Hannah, reflective journal 3) 

Hannah, who taught advanced level, noticed her students’ preference to work in 

groups, where they act and perform in front of others. Consequently, she 

encouraged dialogue in her classes based on her students’ interests and needs. 

Through acting, the students were engaged in dialogue that was implemented 

and repeated in several scenarios by tackling the topic from different perspectives 

and considerations. Furthermore, the teacher added that students could absorb 

more information about the discussed topic while sharing ideas and listening to 

group members. Another important benefit was enhancing student relationships 

with each other as they learned to listen, appreciate and respect each other’s 

ideas and opinions. Such group collaboration allowed students to add, change 

and improve some of their written texts, according to the two observed teachers. 

Hala, for instance, noticed that group work encouraged weak students to become 

more active and motivated as they benefited from working with advanced 

students who, at the same time, learned how to appreciate helping others. 

Additionally, both Hala and Faten disclosed the excitement that their students 

had while working in groups because they were sometimes encouraged to 

compete or to help each other in a friendly environment. As a result, the teachers 

showed their satisfaction with the way their students engaged in group work, 

where they could discuss or express their ideas and feelings in a way that they 

preferred. Hala, for instance, expressed her satisfaction by saying:  

“I can say that I am satisfied with the way my students worked with each 
other... When…I decided to integrate group work in my writing classrooms, 
I noticed the difference. Every student was engaged through discussing, 
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listening and sharing ideas which resulted in improved ideas and written 
texts. What distinguished such group work is the appreciation students 
established in each class. They help and support each other. They 
sometimes use Arabic to explain to each other. They enjoy the writing class 
because writing isn’t an individual activity anymore.” (Hala, reflective journal 
4) 

Hence, level 3 students appreciated working with groups, which confirms what 

Alfares (2017) reported on Saudi students who regard group work as effective in 

EFL classes. The quote above shows how level 3 students benefited from 

working in groups because they were using their own language to help and 

support each other, which is considered another approach that can be utilised to 

facilitate CP implementation in EFL writing classes.  

5.3.3.2.5 Using L1  

Regardless of the strict regulation that does not allow using students’ first 

language in EFL classrooms, the interviewed teachers believed that using 

student L1 when needed is another strategy they could utilise to facilitate student 

engagement while implementing CP principles. For instance, the two observed 

teachers used Arabic when needed and allowed students to do so as well. When 

working in groups, the students tended sometimes to clarify an ambiguity or 

misunderstanding using their L1. Yet, the teachers made a balance—not using 

the technique for the entire class but employed it only to facilitate the learning 

process, as one of the teachers clarified: 

“I am not against using L1 in my writing classroom at all. But, I tended to 
make a balance while using the language because they want you to use 
English and only English in EFL classrooms. If you do not utilise the 
language properly and only when needed, you will be in trouble. Number 
one, the teacher will be questioned by the department or the college deputy. 
Second, the students will doubt your ability to teach the language as there 
is a preference for native speakers and there is always that discriminating 
look at us, I mean Arabic speakers who teach English…So, keeping such a 
balance is essential.” (Faten, interview 4, p.9) 

As Faten mentioned above, the notion of abandoning L1 in EFL classes is 

dominating the ELT mainstream system. This is in tune with the study by Davari 
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et al. (2012) who found that abandoning L1 in EFL classes was a common 

practice among ELT teachers. However, the interviewed teachers in this study 

realised the importance of including student L1 in their EFL classrooms. 

To sum up, the data analysis in this section reveals the reasons for implementing 

CP into the EFL writing classrooms to improve teacher strategies as well as 

students’ essays through integrating the problem-posing model, reading 

materials, dialogue, group work and L1. The teachers also emphasised that CP 

could not be applied effectively in the EFL writing classes without certain 

conditions, described in the following section.  

 Conditions for implementing CP  

The teachers, in this study, discussed the conditions for implementing CP into 

their writing classrooms. These conditions included: allowing enough time for 

implementation, gradual implementation and creating a balance between CP 

implementation and the provided materials, as shown in Figure (5.7) below.  

 

Figure 5.7 Conditions for implementing CP  

5.3.3.3.1 Allowing enough time 

The participants who attended the workshop insisted on the importance of 

allowing enough time for implementing CP principles into their classes. This is 

because embracing any new concept in education requires time. This confirms 

Shakouri and Abkenar’s (2012) findings that emphasise allowing enough time for 
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teachers and students to implement CP into their classes. As mentioned earlier 

in this chapter, the teachers in this study considered the time among the obstacle 

in applying CP principles in their writing classes. The teacher of level 5, for 

example, indicated that writing was assigned once a week, with only two contact 

hours, which caused difficulty in managing the class time, leaving the teacher 

stretched between the provided materials and CP. Furthermore, the level 3 

teacher (Hala) was concerned with the time limit that allotted only a few months 

to cover a list of objectives, chapters and topics. Hence, she did not have time to 

allow students to practise writing in class, share ideas or work in groups. This is 

to say that CP would be feasible in EFL classrooms but it requires time and 

gradual implementation. 

5.3.3.3.2 Gradual implementation of CP principles 

The teachers who attended the workshop believed in the importance of gradual 

implementation of CP principles in their classes. This is because both teachers 

and students need enough time to grasp the meaning of CP, which is not obvious 

unless actual practice occurs. This corresponds with Al Riyami (2016) who 

emphasised the importance of gradual implementation of CP principles in ELT 

systems. In the evaluation form, for instance, one of the teachers noted that “CP 

can find its place in a traditional environment once it is applied gradually” (Ema, 

evaluation form 2). Likewise, the other interviewed teachers supported this 

notion, as Reem stated: 

“You can’t just go in and try such a new approach by yourself. Students 
need to understand this concept and work with you. And giving a lecture on 
what CP is and how to apply it isn’t right. So, I simplify CP ideas as much 
as I can, and we decided to explore its meaning together...I didn’t want to 
impose this approach in my class directly as if it is something they should 
follow and do, but I wanted my student to explore such a new concept 
gradually.” (Reem, interview 1, p.11) 
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Similarly, observing the two writing teachers (Hala and Faten) showed their 

gradual implementation of CP principles into their writing classes. Faten, for 

instance, reflected on such a gradual implementation by saying: 

“Once we started, we discovered new ideas and conceptions of how to be 
critical. I should’ve said that it was done gradually though, as in each class 
I would make a mistake and correct it in the next class. The reflective group 
we assigned helped me as well, adjusting to the next classroom 
procedures.” (Faten, reflective journal 4)  

From Faten’s excerpt, it appears that the students were engaged in a reflective 

process, where they were given the opportunity to react to CP by suggesting and 

providing recommendations to their teachers regarding the class practices or 

procedures. Thus, it was felt that students’ opinions were valued in Faten’s class, 

which corresponds with Aliakbari and Faraji (2011) who indicated that critical 

teachers should value their students’ opinions. Moreover, the level 3 teacher also 

appreciated such gradual implementation of CP principles in her writing class in 

which she said:  

“I preferred to work on my lesson plans by myself…I made tons of mistakes 
this term. The good thing is that I realised them and tried to change and 
modify some of these failed practices…Doing the lessons myself made me 
learn and understand gradually which could be something positive.” (Hala, 
reflective journal 4)  

From Hala’s excerpt, it is clear that the teacher started to reflect on her own 

practices in the classroom and to evaluate them at the same time. Hala insisted 

on applying CP without any interference and asked for help only when she felt it 

was needed. She believed in learning gradually through constant attempts and 

mistakes. 

5.3.3.3.3 Creating a balance between CP implementation and the assigned 

materials 

The interviewed teachers believed in the importance of creating a balance 

between CP implementation and teaching from the provided materials to reach 



 

287 

the assigned objectives at the end of the term. Therefore, the teachers attempted 

to consider both the main provided objectives and their students’ own objectives, 

trying to achieve them by modifying the provided materials. Reflecting on the two 

observed teachers showed their attempts to create a balance between the 

provided textbooks and their students’ needs and interests, especially in the last 

three observed classes, where they modified the content to suit the actual 

situation by choosing topics related to their students’ lives. After observing one of 

Faten’s classes, she explained: “I am modifying the content of the writing course 

we are studying now as much as I can to make it a bit critical” (Faten, post-

observation interview 1, p. 6). This finding demonstrates that the participants 

engaged a in critical reflection about their own practice and were ready to make 

changes of the utilised approaches to encourage CP in their classrooms. 

 Conclusion 

This chapter presents the analysis of the data obtained from the questionnaire, 

group interviews, workshop evaluation forms, classroom observations, post-

observation interviews, interviews and reflective journals. Although the findings 

reveal that the teachers were not completely aware of the CP concept prior to the 

workshop, they also reveal that the teachers did utilise some of its principles, 

albeit unknowingly. It appears that the workshop assisted the teachers in 

understanding the meaning of CP as a humanistic approach that aims to 

empower individuals. Perceiving CP as a life concept does not mean that it is a 

perfect approach with no challenges. Indeed, the participants reported several 

challenges while implementing CP in their classes. Nevertheless, the reported 

challenges did not seem to undermine the effectiveness of CP in improving EFL 

students’ writings and teachers’ practices and strategies in writing classes. These 

results are further discussed in the following chapter.  
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 Chapter Six: Discussion of the Findings 

 Introduction 

This chapter discusses the main findings of the previous chapter and relates them 

to the literature and theoretical framework utilised to answer the three research 

questions posed in this study regarding teacher perspectives of CP, the 

challenges confronted while applying CP and the changes in EFL writing 

classrooms because of CP implementation. This chapter also provides a visual 

model to introduce CP in the EFL terrain, in general, and an approach to EFL 

teachers on how to implement CP in their writing classrooms. 

 Teachers’ perceptions of CP 

Based on the findings reported from the evaluation forms, observations, post-

observation interviews, semi-structured interviews and reflective journals, EFL 

teachers perceived CP, in their writing classes, to be a new concept but, at the 

same time, one that contains familiar and humanistic ideas that call both teachers 

and students to question their surrounding assumptions for the sake of 

empowerment, as explained below.  

 CP is a new concept but one with familiar and humanistic ideas  

Although the teachers who participated in this study regarded CP as a new 

educational approach to be practiced in their EFL writing classes, they also 

believed that it has some common principles similar to those of their religion, 

Islam, which confirms what was mentioned in the literature review chapter about 

the link between CP and Islam (see section 3.2.6.5.1). This is also in line with Al 

Riyami (2016) who found that CP was a new term among EFL teachers in Oman 

but that the idea it espouses was not entirely innovative to the participants who 
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drew a link between CP and their religion, Islam. As known, Islam is the only 

religion in Saudi Arabia, where many rules and instructions for people and the 

entire community are taken from two major Islamic sources that are known to 

Muslims as the ‘Holy Quran’ that contains verses from God and the ‘Sunnah’ 

which consists of sayings from Prophet Mohammed. Both are religious-Islamic 

texts that are over 1,400 years old (Dukes, Atwell, & Habash, 2013). I would 

agree here with the teachers in this study that the similarities between the two 

Islamic sources and CP principles are derived from the fact that they all call for 

improvement as an essential goal to be achieved at both the personal/internal 

and universal/external levels. Thus, it could be understood that both CP and 

Islamic principles depart from the same point of view, which sees humans as 

active entities that can change the world into a better place. This is in line with 

what has been mentioned in the literature about the connection between some 

of CP and Islamic tenets regarding the active nature of human beings who 

constantly seek knowledge and learning for the sake of improvement and change 

(Hussein, 2006; Al Riyami, 2016). This is also in line with the integrated principle 

of CT that sees individuals as able entities who can change and improve their 

own conditions and the surroundings (Esterberg, 2002). This is because one of 

fundamental purposes underlying CT is to stimulate change where humans make 

their own history (Devetak, 2005) through a critical epistemology that “rejects the 

self-evident nature of reality and acknowledges the various ways in which reality 

is distorted” (Carr, 2000, p. 209) to promote peace, freedom, justice and equality 

across the world (Devetak, 2005).    

In the same vein, from the interviewed teachers’ perspective, both Islamic and 

CP tenets appreciate human rights as well as freedom of speech and choice. 

This can clearly be seen in the language of the critical scholar, Freire (2000), who 



 

290 

reflected on the notion of freedom of choice and speech as being essential for 

critical/emancipated education. This perspective is also in line with Al Janhani 

(2009) who exposed the concept of freedom, in the Islamic culture, as an innate 

right for all humans. This notion of freedom is clearly reflected in the Quranic 

verse in which God addresses His prophet, Mohammed, by saying “And if your 

Lord had willed, surely all those who are in the Earth would have believed 

altogether. Will you then force people till they become believers?” (Surah Yunus, 

verse 88). This verse indicates that the concept of human life is based on the 

idea of freedom of choice because everyone is capable of thinking and deciding 

about their own lives, including choosing to believe in a religion (Kurucan & Erol, 

2012). Since God has allowed such a critical freedom of choice to exist among 

His creations, no one has the right to restrict/supress these God-given human 

rights. In another verse, Allah asks His prophet to “Invite mankind to the way of 

your Lord [Islam] with wisdom and fair preaching, and argue with them in a way 

that is better” (Surah Al-Nahl, verse 125). From the previous verse, it can be 

surmised that Islam is based on dialogue, where people are invited to take part 

in discussion and argument based upon constant dynamic knowledge and 

respectful communication skills that flourish from love and care without harming 

or supressing others. Likewise, Prophet Mohammed emphasised that “there 

should be neither harming nor reciprocating harm” on humans (Hadith 32) which 

is quite similar to the language of CP. Thus, it could be implied here that some 

Islamic principles and a number of CP tenets are in agreement with one another 

in terms of how they view human. 

However, the above discussion on Islam as a major critical source for ruling entire 

Saudi sectors, including education, raises essential questions about the current 

conditions of the education institutions in the country—for example, why rote 
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learning is still dominant in the Saudi context, why the Saudi education system 

has been described as a traditional one that avoids criticality and why Saudi 

students suffer when it comes to thinking or writing critically. Tracing back how a 

great deal of Islamic institutions are currently teaching the Quran, the source of 

criticality, and other religious texts reveals how it has been taught through 

memorisation (Shukri, 2014), where students receive instructions from their 

teachers about what and how to memorise. This shows that some Muslim 

countries are still focusing on “rote learning, factual transmission of knowledge 

and blind memorisation for examinations, despite the fact that Islam calls for 

criticality in order for people to play their role as…agents of change” (Al Riyami, 

2016, p.135). Unfortunately, the education systems in Saudi Arabia is still based 

on rote learning (Alnofaie, 2013; Alsalem, 2015) and unequal power relations that 

exclude both teachers and students (Le Ha & Barnawi, 2015). Therefore, it seems 

fair to state that, as the data tend to suggest, both EFL teachers and students 

should be equally included in the educational procedure through a negotiation 

process that would seriously consider their ideas and opinions about the 

assigned materials and syllabi that suit the needs and interests of students. This 

is simply because such an equal inclusion is a humanistic right of all students in 

which they are allowed to think, reflect, speak and write freely, without restrictions 

from or fear of higher authorities.  

 CP is a questioning concept  

The findings of this study represent CP to be an educational approach that 

encourages both teachers and students to question the dominant knowledge, 

approaches and practices in EFL writing classrooms. This is in harmony with what 

has been reported by Goomansingh (2009) about CP’s essential aim to transfer 

individuals through a rigorous questioning process. This is also relevant to the 
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utilised postmodernism’s principle, in this study, which calls for frequent 

questioning of the surroundings (Javanmardi et al., 2019) in which it "doubts that 

any method or theory, discourse or genre, tradition or novelty, has a universal 

and general claim as the ‘right’ or privileged form of authoritative knowledge" 

(Slattery, 1997, p.1). So, as suggested by the six interviewed teachers including 

the two observed ones (see section 5.3.1.3), integrating the questioning principle 

is essential in the educational process because it would assist in raising students’ 

awareness of the surroundings, which is an essential goal of CP (Freire, 2000; 

Darder et al., 2003; Giroux, 2020). Raising awareness, in turn, assists students 

to think and take action based on their own reflections about their realities for the 

sake of personal and wider improvements and changes (Hawkins & Norton, 

2009). In other words, questioning enables both teachers and students to be 

transformative agents of change. 

However, despite the above-mentioned effectiveness of the questioning process, 

I would argue that such a concept is most likely missing in the Saudi educational 

context which could be attributed to the banking model that controls education in 

term of the utilised approaches, materials and assessment tools, as illustrated in 

the literature review chapter (see section 3.2). If it is utilised, the types of 

questions asked in most EFL classes usually concern recalled/learned facts 

(Hussain, 2003) that are probably needed on final exams. Some teachers, 

accordingly, are used to asking simple or general questions because they are not 

trained to properly use questioning strategies and do not utilise materials that 

evoke critical questions that require students to “compare, contrast, persuade, 

and determine cause and effect, which would develop their process of thinking” 

(p.4). In other words, rather than seeking correct final answers from language 

students, teachers need to ask questions that stimulate their students’ cognitive 
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skills at higher levels to increase their willingness to participate in class and 

engage in dialogue (Koshik, 2010). Hence, it seems that it is the responsibility of 

teachers to encourage students to speak in classes (Harmer, 2000, cited in Yan, 

2006). This is relevant to Hamiloğlu (2012) who provided evidence regarding the 

effect of teacher questions on the learning and engagement of EFL students in 

classrooms. Thus, the question to raise here is—how can such a neglected or 

missing concept be dragged back to life in traditional EFL writing classrooms? 

To respond, I would agree with the two observed teachers participating in this 

study that encouraging a cooperative learning environment through establishing 

a good relationship with students might be an essential step for teachers to take 

(see section 5.3.1.3.1). This is because establishing a good relationship with 

students that is based on love, care and trust would create a safe environment 

for students to respond to questions that require critical thinking, sharing their 

ideas and expressing their feelings. This kind of relationship has been highly 

stressed among the most critical advocate scholars, such as Freire (2000) and 

Shor (1992, 1996). Hence, as reported by the observed teachers, this study 

argues that teaching should be based on good relationships with students that 

show passion, love, care, inspiration, compassion, consideration, dedication and 

trust (Troudi, 2011). Possessing these values would enable EFL teachers to 

expect and accept different challenges in their writing classes, intellectually, to 

provide solutions for the sake of improvements and changes. In other words, the 

questioning principle empowers both EFL teachers and their students.  

 CP is an empowering concept  

The findings of this study reveal CP to be an empowering approach for both 

teacher and student voices and identities. This is because, according to the 

interviewed teachers, when awareness of individuals about oppressive situations 
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surrounding them is raised, they begin to critically think, reflect, question, criticise 

and provide alternative solutions for the sake of improvement and change. In 

other words, CP aims to empower both EFL teachers and students to be 

independent entities who can build up their own futures and their own 

communities (see section 5.3.1.2). This correlates with the work of Duncan-

Andrade and Morrell (2007) who indicated that CP empowers individuals to be 

agents of social change. It also corresponds with the integrated CT principle, 

which indicated that integrating the critical approach in teaching EFL/ESL would 

empower both teachers and students (Canagarajah, 1999) inside and outside the 

classroom (Norton & Toohey, 2004) to think then decide accordingly. In other 

words, CT attempts to empower teachers to raise their voice and have a word in 

the teaching/learning process. This is to say that the empowerment process has 

its effectiveness on decision making, professional growth, self-efficacy and 

autonomy (Hobbs & Moreland, 2009).   

However, how can EFL teachers empower their students’ voices in writing 

classrooms? From the interviewed teachers’ perspective, the empowerment 

process should be started by providing a space for students to speak up freely. 

This indicates the essential role played by teachers in the empowerment process. 

As Wachob (2009) points out that “We as teachers are the front line as enablers 

of our students’ empowerment. If we do not provide the space, and honor their 

dignity, our students cannot claim and embrace their power” (pp. 1–2). With 

teacher encouragement, the empowerment process would be achieved through 

discussions of topics related to student lives and cultures. This is because, 

according to the interviewed teachers including the observed ones, students are 

more engaged when they discuss relevant issues for which they can recall and 

share their personal experiences and prior knowledge related to the topics 
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discussed for the sake of improvement and change (see section 5.3.1.2). This is 

in line with Akbari (2008a) who maintained that localising ELT materials enables 

students to consider their society and to think of ways to improve and change it 

into a better place. Moreover, in this study, the emphasis has also been directed 

to include global issues into classroom discussions to reach broader 

understanding and appreciation of the entire world. This is in tune with Habbash 

and Troudi (2015) who found that raising the critical awareness that students 

have of their own culture and different cultures in their ELT classrooms would 

help them to “develop an attitude of tolerance and respect towards difference(s)” 

(p.73).  

However, according to some of the interviewed teachers, the current banking 

model that controls the education system in Saudi Arabia could be the blame for 

many EFL students’ lack of tolerance towards ‘others’. In specific, those teachers 

believed that extremists exist, most likely because EFL Saudi students have not 

experienced a democratic education, where they could speak about their ideas 

and express their feelings freely. Within such a strict environment which does not 

empower/prepare its people, unconfident students would continue to be followers 

and could easily fall prey to certain extremist factions under the guise of freedom 

and empowerment—possibly even leading to terrorist activities that, in the first 

place, harm these deceived individuals before harming others. Therefore, there 

has been an urgent call to reform the Saudi educational policy (see section 

5.3.1.2).  

Although the Saudi educational polices have been reformed to include teaching 

about foreign cultures and to erase any text that shows hatred towards or 

unacceptance of ‘others’, especially Western countries that have different values 

and religious backgrounds (Elyas, 2008), the banking model in teaching is still 
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dominating. Therefore, I would agree that the reformed polices need to be 

changed again to include both teacher and student ideas and opinions 

(Allmnakrah & Evers, 2020). This is because the notion of engaging teachers and 

students in their own teaching/learning process would increase their level of 

responsibility towards their work, which, in turn, would result in having 

empowered individuals with strong-independent identities. Nevertheless, the 

empowerment process is not an easy task without both internal and external 

challenges, as mentioned in the literature review (Section 3.2.6.2.4), which 

implies that the empowerment process might not be completely achievable. 

However, I would agree here with the notion that empowering student thoughts 

would be the first step to be taken to reach higher levels of empowered action (Al 

Riyami, 2016) in later stages despite the existing challenges.  

 CP challenges: Factors hindering CP implementation  

Although the majority of the teachers participating in this study revealed their 

willingness to apply some CP principles in their classes after the workshop, their 

actual practices exposed some difficulties that hamper CP implementation. Some 

of these were related to the EFL students’ negative feelings towards writing in 

English, teachers’ feelings of marginalisation and the overall environment of the 

college, as discussed below.  

 Student negative attitudes towards writing in English: The writing 

dilemma 

It has been mentioned earlier, in the literature, that writing is a major educational 

skill necessary for academic success (Aljafen, 2013) because it engages 

students of other subjects and assists in understanding the self and the world 

(Maxham-Kastrinos, 1998). However, despite its obvious importance, the findings 
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from the interviews and the observations indicate that some EFL students have 

negative attitudes towards writing in English. This is most likely because writing 

in the target language has always been considered to be a main challenge for 

most Saudi students (Khan, 2011; Obeid, 2017; Alkubaidi, 2019). From the 

observed teachers’ perspective, the reason behind student negativity towards 

writing in English could be attributed to their low proficiency level, which 

corresponds with other nationwide studies that exposed the low proficiency level 

of Saudi EFL students (Huwari & Al-Khasawneh, 2013; AlAhdal, et al., 2014; 

AlNasser, 2015; Alshakhi, 2019). Therefore, I think, some low proficiency 

students might avoid writing as a self-defence mechanism to hide their low 

English language competence. Unfortunately, I think, such a low proficiency level 

is expected to remain unless the gap between pre-university and university 

teaching approaches is bridged (Al-Hazmi, 2006 cited in Al-Hazmi, 2017) which 

is quite difficult because the fact that English, in the Saudi context, is only studied 

at schools and is not a tool of communication among family members, friends or 

peers stands as another crucial obstacle to learn the language through daily 

interaction (Khan, 2011) to enhance the proficiency level of its users. Another 

possible reason for students’ negative attitude towards writing in English, 

according to the observed teachers, is that some of the EFL students were 

misplaced into classes that are above their actual level. This notion aligns with 

Al-Hazmi (2017) who reflected on the fact that the nature of the English 

placement test applies to both high and low achieving students, regardless of 

their proficiency level in English, in general, and in writing, in particular. This 

indicates a serious drawback in the regulations of the college entry exams, which 

needs to be considered seriously to properly place EFL students in the right 

language levels. 
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Besides, reflecting on the contemporary EFL writing terrain reveals several 

reasons that enhance students’ negativity in writing classrooms. The utilised 

methodologies—the product and process approaches that are widely applied by 

EFL writing teachers and students—were among the primary reasons behind 

student negativity in writing classes, according to the interviewed teachers (see 

section 0). This is reported by Mack (2012) who indicated that passivity in the 

classroom does not occur because of student linguistic ability but because of the 

methodologies applied by teachers. As illustrated in the literature review chapter, 

both approaches prepare EFL students to write for final exams but fail to consider 

writing as a constructed social activity intended for critical thinking, understanding 

and change. This corresponds with several Saudi studies that indicated the 

traditional nature of these approaches, focusing on what and how to write rather 

than on why (Alrowadhan & Alnssar, 2007; Khan, 2011; AlNasser, 2015; 

Alghamdi, 2017). In fact, such a traditional tendency is not limited to the Saudi 

context as many “EFL teachers in the Arab world often employ traditional 

methodologies” (Shah, Hussain, & Nasseef, 2013, p.108). Unfortunately, the 

tendency to apply mainstream methodologies has restricted EFL teachers to 

certain traditional practices and behaviours inside their writing classes to align 

with the nature of such utilised approaches (AlSeghayer, 2015). 

Consequently, based on the observed classes, teachers’ traditional practices 

have also been included among the reasons behind the passive roles and 

attitudes of EFL students (see section 0). Practices such as transmitting 

knowledge to students (Alkubaidi, 2014; Al-Seghayer, 2015) and lecturing most 

of the time without listening to student voices (Albedaiwi, 2014; Barnawi, 2010) 

play a role in creating passive students who memorise the knowledge provided 

and follow the instructions delivered to write, in some cases even pre-written 
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topics, for the final exams (Elyas & Picard, 2010; Alkubaidi, 2019). Thus, it could 

be understood that the teacher-centred strategy that controls the EFL terrain in 

Saudi Arabia prevents students from developing satisfactory language 

proficiency levels (Alkubaidi, 2014; Alrabai, 2014). However, despite the above-

mentioned situation, there has been a growing preference to switch to a student-

centred strategy that highlights the importance of changing the approaches used 

in teaching into engaging students in relevant discussions based on their needs, 

interests and experiences (AlTamimi, 2019).  

Although the interviewed teachers, in this study, revealed their awareness of the 

above reasons behind their EFL students’ passivity that might prevent CP 

implementation in writing classes, most of those teachers also blamed other 

factors that left them marginalised, with no effective role to practice and no voice 

to be considered, which represents another main obstacle that is discussed next.  

 Teachers’ feeling of marginalisation 

The findings of this study indicate that teachers’ feeling of marginalisation 

regarding how and what to teach in their writing classes stands as a main reason 

behind their traditional roles and practices in EFL writing classrooms. Based on 

the individual interviews with the teachers, such a negative feeling has been 

considered one of the challenges that hampers EFL teachers from applying CP 

principles. The teachers’ main complaint was that they were excluded from 

designing the curriculum they teach. In other words, the teachers felt they were 

powerless regarding the contents they delivered to their students, which 

corresponds with several recent studies conducted in the same context 

(Albedaiwi, 2014; Alghamdi, 2017; Prodanjani & Guntur, 2019). This is, 

unfortunately, because EFL teachers are obligated to follow a top-down 

curriculum provided by a higher authority, which specifies the teaching materials 
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and objectives without taking teacher opinions or student needs and interests into 

account (see section 5.3.2.2.2). This shows that EFL teachers have no role in 

curriculum development, which is in line with Mullick (2013) who indicated that 

EFL teachers experience strong feelings of marginalisation because of the rigid 

hierarchical curriculum that ignores their voice and portrays them as “passive 

bystanders, who simply did as they were told” (p.37). Such a passive attitude 

towards teachers raises a crucial question—“why this philosophy [that has 

imprisoned teacher voices] is deeply rooted in Saudi Arabia? (Mullick, 2013, 

p.37). A possible answer, according to the author, could lie in the political power 

relations in the Kingdom, which play a major role in leading the entire community, 

including the educational sector and the provided curriculum from the top. Hence, 

EFL teachers need to realise the hidden political agendas behind the designed 

curriculum to serve some ideologies and silence others (Baladi, 2007).  

What inflames the situation, in the EFL terrain, is the nature of the designed 

curriculum, which has been described by the observed teachers as “rigid, dull 

and traditional” (see section 5.3.2.2.2), which hinders the chance of creativity or 

criticality in writing classrooms. This confirms what several nationwide studies 

have reported regarding how teachers view the Saudi curriculum as a rigid/fixed 

document that needs to be modified and changed (Shukri, 2014; AlNasser, 2015; 

Alghamdi, 2017). Thus, the interviewed teachers including the observed ones in 

this study requested a space in which they could share in the curriculum 

development. Furthermore, the participants asked for the students to be included 

in such a process as well. This means that both teacher and student voices 

should be integrated in designing the writing curriculum (Alkubaidi, 2019). This is 

because local teachers are the best who understand their students’ needs 

(McKay, 2002). Consequently, I would agree with the necessity to create a new 
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curriculum that suits student needs and expectations and, at the same time, 

satisfies the expectations of educators and stakeholders (Al-Murabit, 2012) as 

imposing policies and regulations on students and teachers only serves to build 

a negative attitude towards the learning process in general (Troudi, 2009; Al 

Riyami, 2016). Successful work, I believe, should be done with others and not on 

others, which aligns with the integrated CT principle that emphasises 

collaboration (Peca, 2000) that encourages teachers to question, talk, suggest, 

explain ideas or relate theory into practice for the sake of critical production 

(Magalhães & Fidalgo, 2010). This is because the concept of collaboration 

incorporates the ideas of creativity, intervention, trust and listening to the other 

and the self without judgements (ibid).  

In the meantime, under the control of the banking model, I think, EFL teachers 

need to understand that the curriculum, from a critical perspective, should be 

based on the notion that there is no one fixed approach that is suitable for 

everyone (Degener, 2001). This means that teachers “can support or subvert any 

part of the curriculum once they shut the door of their classroom” (Graney, 2003, 

p.1) to practice what is appropriate and desirable based on the cultures, needs 

and interests of their students. Such a notion has been encouraged by several 

scholars who attempted to raise teachers’ awareness of their role as 

transformative intellectual agents of change rather than technicians who follow 

instructions (Mullick, 2013; Alghamdi, 2017). This is in order to motivate EFL 

teachers to take part in developing their own teaching materials independently. 

Nevertheless, despite teachers’ willingness to improve, the findings also revealed 

other institutional factors that affect their practices inside classrooms, resulting in 

their reluctant attitudes towards CP implementation, as discussed next. 
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 Institutional factors 

The findings of this study reveal that most of the teachers blamed certain 

institutional factors for hindering CP in EFL writing classrooms. As mentioned in 

section 5.3.2.3.1, the interviewed teachers complained about being overloaded 

with many teaching courses, with extra activities to be provided to college or 

community members and with numerous administrative duties they are expected 

to accomplish as considerable obstacles that hamper CP implementation in their 

writing classrooms. This is also a relevant finding of many studies that have 

confirmed the significant overloads that teachers are expected (Ahmed, 2010; 

Alhojailan, 2015; AlSeghayer, 2015). Within such busy environments, EFL 

teachers today are saddled with more responsibilities than ever before (Mousavi, 

2007) and the teaching profession is currently considered to be among the most 

stressful occupations (Easthope & Easthope, 2000; Adams, 2001). Some 

considerable questions to raise here would be—why teachers are busy doing 

administrative work rather than teaching or conducting research projects/papers 

and what are the impacts of such an increased workload on both teachers and 

students? It is important to clarify here that such a heavy and increased load of 

administrative and non-teaching duties is a worldwide phenomenon and “one of 

the most significant dilemmas” for all teachers today (O’Brien & Down, 2002, 

p.122). 

To respond to the above questions, the recent ‘market revolution’ in the 

educational sector might be a fundamental factor in shifting the focus from the 

work practices, methodologies, social relationships and collective relations 

towards “new managerialism” with its focus on efficiency, competition, cost-

effectiveness and individual relations (Gewirtz & Ball, 2000, p.253). 

Unfortunately, in such a managerial environment, the priority has been shifted to 
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administrative and non-core duties rather than teaching (O’Brien & Down, 2002). 

This is the case in the Saudi education system, which has been driven by certain 

political agendas and economic powers that marginalise teacher knowledge and 

experience, resulting in the utilisation of inadequate values, resources and 

approaches intending to prepare students for the job market (Barnawi, 2019). 

Accordingly, having other/irrelevant responsibilities results in having stressed 

teachers who neglect their students (O’Brien & Down, 2002; Barmby, 2006). This 

is because teachers are frustrated and busy with extra/unrelated duties and have 

no time to properly perform their main duty—teaching students.  

Despite the overload duties, the interviewed teachers participating in this study 

also pointed out that there are not enough opportunities for them to attend training 

sessions or workshops inside their college or outside of it in order to 

professionally master and then practice these responsibilities (see section 

5.3.2.3.3). This corresponds to what has been mentioned in the literature about 

the lack of appropriate EFL teacher training in the Saudi context (Elyas & Al 

Grigri, 2014; AlSeghayer, 2015; Alghamdi, 2017). In fact, the EFL pre-service 

teacher preparation programs in Saudi Arabia have been described as 

inadequate, where graduates attend a four-year program consisting of several 

courses in English skills, literature, linguistics and translation and only one course 

on teaching methodology, which is insufficient (Al-Hazmi, 2003; Al-Seghayer, 

2014a). Accordingly, many EFL teachers lack the pedagogical skills to teach the 

target language (Al-Hazmi, 2003; Fareh, 2010). This means that there is an 

essential problem in EFL teacher education training programs that needs to be 

reformed to enable the preparation of professional educators who can deal with 

several difficulties. Hence, there has been an urgent call to establish a national 

EFL centre in the Kingdom to train both pre-service and in-service teachers on 
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teaching methodologies (Al-Seghayer, 2014b). Regarding the developmental 

opportunities provided to EFL teachers in service, the findings from the interviews 

revealed a major shortage of workshops that assist teachers to keep up to date 

with new teaching approaches for improving their teaching practices and dealing 

with students. From the interviewed teachers’ perspective, such lack can be 

attributed to the geographic location of the college because the teachers have 

blamed authorities for ignoring small cities and focusing only on big ones. The 

teachers felt neglected and less important than other teachers who work at big-

name universities and get many developmental opportunities (see section 

5.3.2.3.3). 

However, I would agree that such lack does not cause EFL teachers to stay 

behind because they can seek informal professional development experiences 

elsewhere, easily, through reading publications or watching documentaries on 

different academic disciplines (Ganser, 2000). Informal professional 

development experiences have a positive impact on teacher practices and, 

consequently, on student learning (Villegas-Reimers, 2003; Mohammadi & 

Moradi, 2017). Thus, I would argue here that, despite the importance of formal 

professional development workshops, seeking informal professional 

development experiences is also important because teachers can look for 

specific opportunities/activities needed to improve their own personal and 

professional qualities. This is because most of the provided in-service 

professional development programs around the world are, unfortunately, 

unrelated to teacher needs and are thus ineffective in improving teaching 

knowledge and skills (Villegas-Reimers, 2003). Hence, teachers find themselves 

obligated to attend irrelevant workshops or seminars (AlNasser, 2015) even 

though it has been noted that teachers would be empowered through CP 
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(Raddawi & Troudi, 2018). Still, teachers have to attend such workshops because 

of the constant evaluation processes that tracks teacher practices. 

Although evaluating teachers is a recent approach that aims to develop 

education, including ELT territory, in terms of developing teacher improvement, 

teaching methodology and curriculum design (Al-Thumali, 2011; Davison & 

Cummins, 2007), some of the interviewed teachers participating in this study 

referred to their college’s evaluation forms as major burdens that deter CP 

implementation in their writing classes. This is because these forms question 

teachers’ practices, in great detail, inside their classes. As mentioned in section 

5.3.2.3.3, the interviewed teachers complained about specific details of the 

evaluation forms, concerning the utilised methodologies, strategies, practices, 

planning, assessments, knowledge of subject and communication skills. In other 

words, this evaluation form questions whether or not teachers followed the 

provided plan, course objectives and textbooks. Therefore, there was noticeable 

caution, from the teachers, while implementing CP to select what aligns with the 

objectives and approaches provided from the higher authority. 

It is important to clarify that the goals of teacher evaluations are both formative—

to provide teachers with information about their performance to adjust and 

improve their practices—and summative—to provide those in authority with 

information about teacher practices so that officials can make serious decisions 

related to employment (Coombe, 2010, cited in Al-Thumali, 2011). It could be 

recognised here that the evaluation forms given to students reveal the 

threatening feeling experienced by teachers related to losing considerable 

promotions or even their jobs in some cases. This corresponds with Hakim (2015) 

who reported teachers’ dissatisfaction with current scheme of the teacher 

evaluation system in the Saudi context, which seriously considers student ratings 
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as a major/valid source of teacher evaluation. However, considering student 

ratings as a valid tool for evaluating teachers has its own limitations because 

most of the students might not be prepared/experienced enough to assess their 

teachers, which results in evaluating teacher personalities rather than their 

effectiveness in the classroom (Alamoudi & Troudi, 2017). I would agree here 

with the authors that a variety of methods/resources should jointly be considered 

in the teacher evaluation process, such as self-evaluation and portfolios, rather 

than merely relying on students. This is because teachers are the best entities 

who know their own contributions and can most accurately report on their own 

progress. This is to say that the purpose of the evaluation process should aim to 

improve teachers, in particular, and to enhance the teaching quality, in general 

(Danielson, 2001) in order to reach wider improvements and changes.  

 CP changes in EFL writing classrooms  

Despite the above challenges and the fact that CP was introduced among a small 

sample of teachers, in this study for the first time, the findings, to some extent, 

reveal its effectiveness as an educational approach to promote student learning 

and writing development and improve teachers’ practices and strategies in 

classrooms.  

Starting with EFL students, the findings from the interviews and observations 

indicate that some of them could lead discussions independently based on their 

own personal experiences and prior knowledge (see section 5.3.3.1.1). This is 

relevant to what has been reported by Mohammadi, Motallebzadeh and Ashraf 

(2014) about the positive effect of CP on student self-regulation skills in ELT 

classes and in relation to their writing skills. From the perspective of the 

interviewed and observed teachers participating in this study, EFL students could 

express their ideas and thoughts confidently, especially in a safe environment. 
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Accordingly, student self-identity and voice could be reflected in their writing. This 

confirms Gui’s (2008) notion about considering CP as a tool to empower EFL 

students’ self-identity while writing. Besides, the interviewed teachers revealed 

that aware students, in a critical milieu, would be able to express their ideas in a 

more considerate way of their future audience by composing appropriate content 

and structure (see section 5.3.3.1.2). This corresponds with Ataç (2015) who 

confirmed that students who are encouraged to write critically in their classes 

improve their written work to be appropriate for their intended audience, who 

would enjoy reading critical content full of rich considerations, reflections, 

solutions and suggestions written in good structures. This also corresponds with 

the integrated principle of the post-process theory, which sees writing as a social 

activity performed for others to read and then critique. This is because writing can 

be described as “speech genres” emerging from real situations and from real 

participants (Prior, 1995 cited in Ferris & Hedgcock, 2013, p.58). So, by writing, 

we are helping our students to “encounter the dialogic forces shaping academic 

activity or discourse, to see the situated interpretive and interactional work that 

generates meanings and texts, and to sense how that work is socially mediated 

or socially impeded” (p. 58).     

Moving to EFL teachers, some of the participants after attending the CP 

workshop,  in the evaluation forms, reflected that being aware of CP encouraged 

them to reconsider their traditional role as technicians, who follow provided 

instructions leading them to introduce static knowledge, into intellectually 

transformative instructors who have a voice and can modify, add or develop their 

own materials (see section 5.3.3.1.3). This confirms what has been reported by 

Abednia (2012) about the three major observed changes in the professional 

identities of teachers after implementing CP from “conformity to…dominant 



 

308 

ideologies to critical autonomy, from no orientation or an instrumentalist 

orientation to a critical/transformative orientation of teaching, and from a linguistic 

and technical view to an educational view of…education” (p.706). Accordingly, in 

their writing classes, EFL teacher strategies have changed to include students in 

both discussions about relevant topics and reflections about classroom 

procedures and practices. This means that CP could assist in transforming EFL 

writing teachers into those who can think out of the box to consider different 

approaches and materials that suit their students’ needs and interests. Such 

critical awareness of CP encouraged the teachers who attended the workshop to 

be more transparent while assessing student writing, which was previously 

viewed as a mysterious private practice conducted by teachers who, secretly, 

provide final grades to students (see section 5.3.3.1.4). The questions to raise 

here are—why is it only the responsibility of teachers to assess student written 

work and why are EFL/ESL students not engaged in the assessment process?  

Abedi et al., (2005) have reported that L2 students were excluded from the 

assessment process due to the language demands of this evaluation practice, 

which requires language proficiency and content knowledge. However, I would 

argue that the low proficiency level of students or their insufficient content 

knowledge does not mean that they should be completely excluded from the 

assessment process. Based on the findings from the interviews, observations 

and reflective journals, simple practices such as discussing, revising or modifying 

the provided assessment tools and encouraging peers’ reviews under teacher 

supervision might be good/initial moves for engaging students (see section 

5.3.3.1.4). This is also what occurs in a negotiated syllabus when students get a 

say in different parts of their learning process, such as content, pedagogy and 

assessment, which makes the process more participatory, allowing teachers and 
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students to work and share with one another. This also indicates that the goal of 

change, integrated from CT, is not a solo mission or the personal responsibility 

of teachers but collaborative work (Peca, 2000) that includes students and which 

can be achieved through certain approaches, as is illustrated below.  

 Approaches to CP implementation in EFL writing classrooms 

To make CP implementation feasible in EFL writing classrooms, some 

approaches have been suggested, by the interviewed teachers in this study, such 

as the problem-posing model, reading materials, dialogue, group work and 

students’ L1 (see section 5.3.3.2). The findings indicate that any discussed topic 

should be provided as a problem that is related to the lives of the students, which 

needs to be questioned to reach internal/personal and external/broader 

improvements to change the status quo. This model was introduced to students, 

resulting in raising their awareness of their surroundings and thus enabling them 

to think of some possible changes (see section 5.3.3.2.1). Thus, the problem-

posing model could be defined as a reflective/dynamic process that enables 

students to reflect on their own perceptions (Kilic, 2013). This is relevant to what 

has been mentioned in the literature about the aim of CP as an educational 

approach to raise student consciousness of their surroundings, to prepare them 

to engage in a larger struggle and to empower them to challenge/change 

oppressive situations through constant reflections for the sake of improvements 

and social justice (Kim, 2006; Foley, 2007; Armitage, 2013). Thus, the problem-

posing model confirms the integrated CT principle that reflects on the strong 

interaction between individuals and their societies (Peca, 2000) in order to 

understand reality/education as a social construct full of inequality and power 

relations that needs to be problematised (Tamly, 2010) and changed. Therefore, 

I think, utilising the problem-posing model in education helps EFL students to 



 

310 

“develop their power … to see the world not as a static reality, but as a reality in 

process, in transformation” (Freire, 1970, p.71). 

In order for students to problematise issues, they need to be knowledgeable 

enough to take part in discussions that can be conducted through reading before 

the writing process takes place. This is because of the strong relation between 

the two skills (reading and writing) and the positive impact of reading on improving 

student critical thinking skills and their writing abilities (AlOmrani, 2014), as more 

reading means better writing in both the first and second language (Lee & 

Krashen, 2002; Mason, 2004; Ahmed, 2010). However, some of the interviewed 

teachers participating in this study realised that there is a gap in their writing 

classes resulting from a lack of authentic reading material integration (see section 

5.3.3.2.2). Such a lack has clearly been noticed in the prior knowledge of 

students, as a result of which they struggle to produce information about the 

topics discussed in their writings (Kamil, 2011), which might indicate the Saudi 

EFL students’ poor reading skills. Based on the findings from the interviews, such 

status could be attributed to the fact many Arab students, including Saudis, do 

not read enough (Al-Musallam, 2009; Al-Qahtani, 2016), in both their L1 (Arabic) 

or in their L2 (English), neither inside schools nor outside them (Al-Mansour & Al-

Shorman, 2011; Rajab & Al-Sadi, 2015). That is to say that many Saudi EFL 

students lack necessary reading habits because of several factors, such as 

integration of unfamiliar or unsuitable topics by unprepared teachers who provide 

little emphasis on reading skills, lack of emphasis on reading skills in some of the 

provided textbooks, lack of proper training for both students and teachers for 

integrating reading skills into classes and the negative influence of the students’ 

families on their children (Al-Qahtani, 2016).  
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Besides, based on the interviewed teachers, the utilising of both the problem-

posing model and reading materials would generate critical dialogues among EFL 

students in writing classes, which is another essential approach to implement CP. 

This is because most of teachers, in this study, believed in the importance of 

opening dialogues that generate further questions and discussions to assist 

students to think and talk about their prior knowledge, personal experiences, 

thoughts and opinions (see section 5.3.3.2.3). This corresponds with Shor’s 

definition of dialogue as the “capacity and inclusion of human beings to reflect 

together on the meaning of their experience and their knowledge” (1992, p.86). 

This is because critical dialogue encourages students to think and question and 

motivates them to learn more about the topics discussed (Lake, 2012), which 

leads to wider understandings of different related issues. This critical 

consciousness, in turn, will lead students to think of possible actions to solve 

some problems (Kaufmann, 2010) and to come up with mutual illumination (Shor 

& Freire, 1987).  

Although critical dialogue cannot be enhanced in traditional environments among 

individuals who lack awareness of their social responsibilities (Freire, 2000). 

Based on the observed classes of one of the teachers, I would agree that only 

intellectually transformative teachers would be able to create a critical 

atmosphere for their students to be engaged in critical dialogues inside these 

traditional classrooms by generating a different reality using the power of their 

own imagination (see section 5.3.3.2.3). Through imagination, students can 

critically think of alternatives to solve certain problematic issues in their society, 

which is a fundamental way to reach transformation (Abednia, 2009; Crookes, 

2009). Although Freire’s pedagogy of imagination has been criticised for 

encouraging immoral thoughts and acts, Dubin and Prins (2011) argued that the 
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“possibility of misuse should not silence exploration of ideas” (p. 36). The key 

here would be the departure from what the students know, complain about and 

want to change in their own community. This means that imagination should be 

used as an exercise related to peoples’ lives and not detached from reality; 

otherwise, it would be nothing but fantasy (Freire, 2005). Imagination here refers 

to the use of ideas for recognising the environment/the lived situation (ibid). In 

other words, imagination is the first step towards finding the way out of oppression 

(Greene, 2000). Accordingly, it could be said that imagination “prepares 

pathways for social actions” (Reygadas, 1998, cited in Dubin & Prins, 2011, p.29).  

Thus, I think, regarding education “as a process that is never complete is 

important…[because] our incompleteness is what allows us to imagine other 

possibilities for ourselves and our society” (Dubin & Prins, 2011, p. 32). This 

means that viewing education and ourselves as incomplete/unfinished projects 

would encourage us to imagine the possibility of change (Freire, 1998). This 

corresponds with the integrated postmodernist principle that believes in the 

notion of incompleteness in which “narratives and ideologies are prone to error 

and temporary…while there is no absolute, predetermined truth; interpretation 

governs all understanding” (Javanmardi et al., 2019, p.7). This is to say that 

nothing is fixed, complete or final. Thus, I would argue here that there is always 

a way to imagine a transformation via CP that believes in the language of 

possibility, imagination, hope and change (Macrine, 2009; Dubin & Prins, 2011; 

Giroux, 2018).  

Likewise, based on the findings from the evaluation forms, working in groups 

encourages dialogue among EFL students, where they can critically think and 

exchange ideas and opinions to develop shared information, achieve a specific 

goal or find alternative solutions about the discussed topics away from their 
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teachers’ control, which, in turn, improves their writing skills (see section 

5.3.3.2.4). This is in line with Dörnyei and Murphey (2003) who argued that 

students engaged in groups would have a strong connection with one another 

through which they would share their thoughts and listen to each other. Such 

practice, where students work with their peers, makes them engaged in a 

collaborative pedagogy that reflects a practical shift in power from teachers to 

students (Saba, 2015). Within this environment, EFL students might perform 

better when they write collaboratively after discussing in groups (Duthler & Nunn, 

2008). This collaborative writing practice could be defined as a process of 

negotiation/collaboration among students for constructing meaning, knowledge 

and proper content of the written text (Ansarimoghaddam & Tan, 2013). 

According to Alqurashi (2009) and Mahmoud (2014), most Saudi EFL students 

have positive attitudes towards working collaboratively in groups, which improves 

their written texts. In fact, the effectiveness of this cooperative learning approach 

on improving student writing skills has been reported by several worldwide 

studies (Atkinson, 2003; Wong, at al., 2009; Elola & Oskoz, 2010; Cole, 2012). 

Consequently, there has been a call to foster group work strategies in EFL 

composition classrooms (Alqurashi, 2009; Mahmoud, 2014) as students might 

benefit from interaction with others during various writing stages (Challob, Abu 

Bakar, & Latif, 2016). Thus, collaborative writing is encouraged because it: 

endorses group ownership of the written text, increases students’ 
awareness of their own strengths and weakness…helps students to have 
multiple perspectives on the topic of writing and simultaneously shares 
ideas and knowledge easily [which results in] improvement in organisation 
and syntactical elements of the written text (p. 232). 

This collaborative approach supports the three integrated principles of the post-

process theory that consider writing as (1) a public act that requires interaction 

with others, (2) an interpretive activity to understand others and (3) a situated act 
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from a specific position (Kent, 1999) where students can share their ideas and 

opinions which result in improving their own writings and realities.   

Besides, based on the findings from the interviewed and observed teachers, all 

of the above approaches could be done though the utilisation of students’ L1 

wisely (see section 5.3.3.2.5). This is because L2 students would feel more 

comfortable and empowered to use their mother tongue (Akbari, 2008a; Derince, 

2011; Clancy, 2018) to check their own understanding or to avoid being 

misunderstood (Eslami-Rasekh, 2005). Nonetheless, in the Arab world, there is 

a tendency to abandon L1 in the EFL context (Davari et al., 2012) to make sure 

that both teachers and students are using the target language. However, critical 

teachers need to be aware that the notion calls to abandon L1 in EFL classrooms 

is not neutral (Akbari, 2008). Accordingly, they need to maintain control on when 

and why to utilise L1 (Akbari, 2008a).  

 Conditions for CP implementation  

The findings reveal some conditions for facilitating the implementation of CP in 

EFL writing classes, such as allowing enough time, considering gradual 

application and creating a balance between official documents and CP. 

Regarding the first condition, I agree with the teachers who attended the 

workshop that allowing enough time is essential for any newly implemented 

concept, whether in education or in any other sector in our lives (see section 

5.3.3.3.1). This is because, change requires time and stages (Tyson, 2014) 

through which individuals first understand and then try out. This indicates that 

time to move towards CP is needed because there is always comfort in what we 

already know and are used to. This confirms what has been emphasised by 

Shakouri and Abkenar (2012) about the necessity of allowing enough time for 

teachers and students to implement CP into their classes, which is a major shift 
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from being traditional entities to becoming critical ones. In addition to the time 

condition, the findings from the evaluation forms, observation sessions and 

reflective journals indicate the importance of gradual implementation of CP 

principles in EFL writing classes as an essential condition to consider (see section 

5.3.3.3.2). This is because CP is a new concept for both teachers and students, 

both of whom need to explore and investigate its meanings and practices 

together. This corresponds with Al Riyami (2016) who emphasised the 

importance of gradual implementation of CP principles into the ELT system. 

Thus, the notion of gradation should be applied to the entire CP implantation 

process, as changes take place gradually (Rivera, 1999), over a period of time. 

However, rushing the entire process of integrating a new critical concept within 

three months in a traditional environment frustrated the teachers who tended to 

engage another condition—which is creating a balance between the assigned 

top-down curriculum and CP principles. Creating balance indicates teachers’ 

criticality in dealing with the current situation. The interviewed teachers including 

the observed ones, in this study, created such a balance because they did not 

have enough time to completely apply CP principles and because of their 

obligations towards assigned objectives at the end of the term, when they might 

be questioned (see section 5.3.3.3.3). Thus, it could be understood here that CP 

can be applied within the traditional systems once teachers believe in its 

effectiveness and find a way to try out what is needed and suitable for their 

students and contexts. 

To sum up, implementing CP has some effective changes on both EFL teachers 

and students. Therefore, the next sections provide 1) a model for introducing CP 

in the EFL terrain, in general, to facilitate its implementation among teachers and 
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students and 2) an approach to teachers on how to implement CP in their EFL 

writing classrooms.  

 Model for introducing CP  

In this section, an adapted model is presented to introduce CP into the EFL 

terrain, in general. This model was developed by Al Riyami (2016) to introduce 

CP into the ELT system in Oman. The original model focuses on three elements: 

(1) awareness, (2) work environment and (3) decentralisation. Based on the 

findings of this study, a fourth element is added to this model— (4) inclusion.  

 

Figure 6.1 Model to introduce CP into the EFL terrain  

 
 Awareness 

The first component of the model focuses on raising EFL teacher awareness. 

Based on the findings, in this study, raising teacher awareness of CP as an 

educational approach is essential for successfully implementing this approach 

into EFL classrooms. From the perspective of the interviewed teachers, raising 
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consciousness would be effective through constructive professional development 

programmes (PDPs), where teachers can be engaged in critical discussions and 

reflections about current EFL teaching methodologies and strategies. Hence, 

providing continuous professional development (CPD) opportunities, in the form 

of workshops or seminars, is important for teachers to attain a “sustainable 

education” (Mohammadi & Moradi, 2017, p. 22). To improve the educational 

system and its outcomes, EFL teachers need to be engaged in CPD (Vo & Mai 

Nguyen, 2010). Besides, CPD should be based on the educational needs of 

teachers as well as on their teaching contexts and cultures (Mohammadi & 

Moradi, 2017).  

Some aspects of awareness raising include establishing the Critical Friends 

Group (CFG), where teachers regularly meet to exchange their experiences and 

practices in a collaborative manner, which is highly recommended as a form of 

CPD (Vo & Mai Nguyen, 2010). In addition, based on the challenges confronted 

in this study, other aspects of consciousness raising would consist of engaging 

teachers in PDPs and CPD workshops on material design. This is in line with 

Rashidi and Safari (2011) who found that very few publications exist on material 

designing within the CP agenda. This means that teachers should be allowed to 

incorporate their own lesson plans, ideas and opinions into their teaching, with 

an emphasis on a constant reflection process through which they can 

problematise and evaluate their own practices to make some needed changes. 

Within this premise, teachers would be engaged in the assessment of their own 

teaching process and in their own professional learning as well (Timperley, 2011; 

Pedder & James 2012). According to Mohammadi and Moradi (2017), EFL 

teachers “wish to obtain sustainable professional development which helps them 
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to improve classroom teaching. Thus, collaborative learning seems to be a useful 

approach to gain this kind of development” (p. 36). 

 Work environment 

The second element of the model emphasises that a suitable work environment 

should be provided for teachers to apply CP in their classes. Based on the 

findings of the interviews and observations, the work milieu plays an important 

role in either allowing or preventing the implementation of new educational 

approaches, strategies and practices into EFL classrooms. Therefore, it is 

essential to provide EFL teachers with a safe environment for CP implementation, 

where they are given the space to teach based on their own experiences and on 

the needs, interests and concerns of their students. This is to say that “equity, 

autonomy and academic freedom, flexibility, professional growth, and collegiality” 

(Austin et al., 2014, p.554) should be provided to EFL teachers to enhance their 

own criticality, creativity and intellectuality in classrooms. In other words, teachers 

need to be seen as transformative intellectuals rather than as technicians.  

 Decentralisation 

The third element of the provided model for introducing CP into EFL classrooms 

involves decentralising the system because “decentralization of decision-making 

(in terms of content, teaching methodology and testing) is of crucial importance” 

(Akbari, 2008a, p. 282). Based on the findings of the interviews in this study, the 

tight control within the top-down system restricts teachers from employing 

different methodologies, especially those that have critical agendas. This means 

that authorities should consider EFL teachers to be transformative intellectuals 

and agents of social change, who can critically think, analyse and decide on what, 

how, why and when to act accordingly. Based on the interviews, marginalising 
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teachers during the teaching/learning process, in terms of curriculum and 

material designing, is an essential challenge that prevents CP implementation. 

Consequently, mutual dialogue should be established between higher authorities 

and teachers, through which both could negotiate the essential educational 

methodologies, strategies, practices, materials and assessments that can be 

utilised in EFL classrooms. 

 Inclusion 

The negotiation process that takes place in the previous stage of the model 

should result in actions. In other words, actual inclusion of teachers should be 

activated, which is the fourth component of the model presented for introducing 

CP into EFL classrooms. The findings from the interviews indicate that authorities 

should give well-prepared teachers both trust and freedom of choice regarding 

the materials and approaches they utilise to teach the target language. Teachers, 

in turn, should have the responsibility to decide on the most suitable 

methodologies and materials to employ based on their own classroom situations 

and student needs. Besides, teachers should also include their students into the 

teaching/learning process by allowing them to share and take responsibility at the 

same time. Accordingly, the teaching/learning process would thus be 

collaborative and participatory in nature.   

 Approach to EFL teachers on how to implement CP in writing 

classrooms   

After understanding and applying the above model, EFL teachers can implement 

CP in their writing classrooms through 1) building good relationships with 

students based on love, care and trust, 2) engaging students in leading their 

classrooms, 3) negotiating with students the aims, approaches, practices, 
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materials and assessment tools utilised in their writing classrooms and then 4) 

writing through the utilisation of the problem-posing model, dialogue, reading 

materials, group work and students’ L1, as shown in the below figure. However, 

it is important to understand that CP, an educational approach, is based on 

constant reflections where practices and approaches can always be adjusted and 

modified based on students’ contexts, needs, interests and concerns. So, the 

below figure is just a visualisation to assist teachers who are considering CP in 

their teachings. This is to say that critical-transformative teachers can always 

teach writing differently yet based on prior knowledge and personal experiences 

to reflect the identity of their EFL students.       

 

 
 

Figure 6.2: Approach to teachers on how to implement CP in EFL writing 
classrooms 

 Conclusion 

This chapter discusses the main findings of this study in light of its aims, literature 

and theoretical framework. The first discussed issue is related to teacher 
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perceptions of CP principles. The second issue discusses the challenges 

encountered, which hamper CP implementation. The third issue discusses the 

possible changes that reach student learning and writing development and 

teacher learning and teaching. However, it is important to acknowledge that 

based on the small number of participants in this study, it is not critical to claim 

that this AR was fully effective. Thus, despite some reported changes in both 

students’ writings and teachers’ practices, it cannot be claimed here that the 

entire situation at the college has suddenly improved and changed from teaching 

writing in a traditional manner, following the banking model, into using a complete 

critical approach. Neither the curriculum nor the materials have changed. The 

expected and encountered challenges have remained still the same. What seems 

to have changed, however, is that the first essential step has been taken. 

Teachers’ awareness of CP as an alternative teaching approach has been raised 

through the workshops, the continuous discussions with the teachers and the 

exchanges of articles and information about CP. I believe that raising teachers’ 

consciousness is the “first step towards emancipation” (Pennycook, 2007, p. 23) 

and then “praxis” (Mack, 2010, p.10).  

Then, a visual model to introduce CP in the EFL terrain and an approach to 

teachers on how to implement CP in their writing classrooms were provided. The 

next chapter is meant to summarise the main research findings and to discuss 

their practical and theoretical implications. 
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 Chapter Seven: Conclusion 

 Introduction 

This chapter provides a summary of the main findings based on the study’s three 

main questions. Subsequently, it presents several contributions to knowledge 

regarding the concept implemented (CP) and the methodology utilised (AR). This 

is followed by the provision of several implications for EFL writing teachers and 

policymakers and some recommendations for future research studies. Finally, 

this chapter concludes with a reflection on my own personal journey while 

conducting this AR. 

 Summary of the main findings 

The aim of this study was to introduce CP as an educational approach in writing 

classrooms among EFL teachers at one institution in the Saudi context in order 

to bridge the gap between theory and practice. This was done in several stages. 

First, teacher awareness of CP was investigated before the actual study began 

through a strategic planning phase. This is to obtain a general view of the current 

teaching writing situation in Saudi Arabia and of the teacher awareness of CP. 

During this stage, a questionnaire was distributed, among EFL teachers in 

several institutions including the study context, followed by group interviews with 

EFL teachers in the study context, which revealed, to some extent, a lack of 

teacher awareness of CP as an educational approach for teaching writing. After 

examining the breadth and exploring the depth of teacher awareness of CP, an 

action phase was carefully designed and introduced among EFL teachers at one 

institution. 
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In the second stage, two interventions were presented. The first was in the form 

of an article about CP that was sent via email, and the second was in the form of 

three workshops that required attendance. In this phase, action was taken to 

begin answering the three research questions in order to: 1) explore teacher 

perceptions of CP, 2) investigate the challenges encountered while implementing 

CP and 3) examine the changes in EFL writing classrooms because of CP. 

Regarding the first research question, the findings revealed that the interventions 

played an important role in raising EFL teacher awareness of CP. Although some 

of the main CP ideas were already familiar, a well-defined terminology was 

introduced to the teachers who then employed it in their classrooms. 

Based on the documents gathered during this intervention stage, there were 

certain benefits through which teachers obtained more knowledge about the main 

CP principles and how to implement them into their EFL writing classrooms by 

presenting and analysing examples taken from real classroom practices. The 

examples and tasks that were examined and practiced in the workshops 

encouraged teachers to consider discussing new topics in their classrooms with 

students. The teachers mostly taught from the already-provided topics yet from a 

critical perspective. This means that this phase assisted teachers in 

reconsidering their own practices and positions in their classes. In other words, 

the role of teachers as intellectual transformative agents was activated. 

Besides, the first research question was further explored in depth during the third 

stage by utilising multiple methods (observations, post-observation interviews, 

semi-structured interviews and reflective journals). The findings, accordingly, 

revealed rich data about teacher perception of CP as a new concept but also one 

that contains familiar and humanistic principles similar to those of their Islamic 

values, a questioning concept in which nothing is taken for granted and a concept 
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leads to empowerment. Within these premises, teachers revealed their 

enthusiasm and willingness to apply CP in their EFL writing classrooms. 

However, some challenges, which are the second investigated issues in this 

study, were also encountered while utilising CP. The first obstacle was related to 

the EFL students’ negative attitudes towards learning a foreign language, in 

general, and writing as a skill, in particular. Second, the low proficiency level of 

students in English and their negative feelings in EFL classrooms were among 

the major reported challenges. Finally, another important challenge lay in both 

teachers and students being used to traditional teaching procedures, approaches 

and environments, which assisted their resistance to CP.  

Furthermore, the findings, from the second and third stages, indicated teachers 

themselves to be among the main challenges that prevent CP implementation. 

Although the first highlighted challenge was teacher dependency on traditional 

teaching approaches and procedures, the main emphasis was directed at 

teachers’ feelings of marginalisation—being ignored without an effective-visible 

role in the curriculum designating process and being forced to follow provided 

plans and prescribed materials. The last reported challenge was related to the 

institution the teachers worked at. Issues such as heavy duties, administrative 

work and non-educational activities that the teachers were obligated to 

accomplish were considered to be among the major difficulties encountered, on 

top of which teachers were accordingly assessed at the end of the term but 

without receiving any proper training. This means that the overall environment at 

the institution was a major challenge that restricted criticality and creativity among 

EFL teachers and students. 

Despite the above challenges, the findings showed that the majority of the 

teachers were willing to implement CP in their writing classes for several reasons 
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and through several approaches under specific conditions. To start, CP improved 

teacher strategies and procedures in classes, where they utilised multiple 

approaches, such as the problem-posing model, critical reading material, critical 

dialogue, group work and student L1. In return, teacher assessment techniques 

improved and became more transparent. At the same time, CP improved student 

writing in terms of both content and structure. The improvements also reached 

students’ expressed ideas, opinions and solutions, which considered the diversity 

of their future readers. This is to say that the teachers have noticed some effective 

changes in their EFL writing classrooms after implementing CP. Nevertheless, to 

reach such critical improvements among EFL teachers and students, 

considerable time must be allotted, which is the first essential condition for CP 

implementation. In addition, the findings revealed another condition for CP 

implementation—gradation—as changes required both enough time and gradual 

implementation. By reflecting on the reasons for, approaches to and conditions 

of CP implementation, the findings answered the third research question 

regarding the possible changes in EFL writing classrooms because of CP 

implementation. To sum up, the above summary of the main findings of the study 

revealed that introducing CP into EFL writing classrooms was possible at the 

investigated institution but came with challenges, complexities and 

contradictions, as expected of any process that aims for change. 

 Contributions to the existing body of knowledge  

This study provides theoretical, pedagogical and methodological contributions to 

the existing body of knowledge, as explained below. 
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 Theoretical contributions 

The constant exploration and sharing of different perspectives, ideas and 

contexts are needed to strengthen CP position and importance (Lackovic, 2020; 

McArthur, 2010). This means that the farther exploration of different perspectives, 

the more understanding we reach, which is what this study adds to the growing 

body of CP literature as it attempts to strengthen this critical pedagogy in EFL 

writing territory in the Saudi context by exploring teacher perspectives. This is 

because there is a limited number of research studies that explore CP from a 

teacher perspective (Sahragard, Razmjoo, & Baharloo, 2014) and there is an 

urgent call to do so. Precisely, very few studies explored EFL teacher 

perspectives of CP in the Gulf area and those that did tackle CP theoretically by 

highlighting its importance and principles (Raddawi & Troudi, 2013; 2018) without 

taking teacher perceptions into consideration. This is to say that there is still a 

need for more studies to be conducted to further explore this critical approach 

among in-service teachers to investigate its potentialities and challenges in the 

Saudi context. Consequently, this study is, among the firsts, to introduce CP in 

the EFL writing territory in Saudi Arabia as an alternative approach to the 

traditional methodologies—the product and the process approaches—currently 

utilised by teachers and students. Likewise, exploring teacher perspectives would 

further clarify the meanings, principles, aims and purposes of CP, thus facilitating 

its implementation (Al Riyami, 2016) among teachers and students in EFL writing 

terrain by bridging the gap between theory and practice. 

Furthermore, the Islamic identity of the Saudi community was also considered 

while introducing CP to the EFL writing classrooms in this study. This is because 

Islam is the most distinctive factor that characterises the Saudi community. 

Hence, this study links the five integrated CP principles to Islamic principles to 
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restructure EFL writing aims, approaches, materials, practices and assessment 

tools based on both CP and Islamic tenets. In fact, the CP literature rarely 

considers the religious identity of individuals (Goodnurn, 1998) and, accordingly, 

very few studies address this crucial issue. Hence, this study is among the few 

existing studies that highlight the importance of considering participants’ religious 

identities. 

In addition, I have adapted a visible model that was established earlier by Al 

Riyami (2016) to introduce CP into ELT territory in her context, Oman, which 

includes three main components: raising awareness, work milieu and 

decentralisation. However, a fourth component was added in this study—

inclusion. Thus, to introduce CP based on the modified model, the teachers 

should first be aware of CP through constant reading, training and CPD sessions. 

Second, the work environment should be safe, critical and collaborative. Third, 

teachers must be treated as transformative intellectuals who are able to choose 

from and deal with the top-down curriculum, rules, teaching materials and 

assessment tools. Fourth, including teachers in the design process should be 

considered seriously because teachers are the entities who best know what and 

how to teach based on their students’ needs, interests and concerns (See section 

6.5). I also have introduced an approach for EFL teachers on how to implement 

CP in their writing classrooms based on establishing good relationships with 

students, engaging students in leaderships and decisions, negotiating with 

students the EFL writing aims, approaches, practices, materials and assessment 

tools and writing based on prior knowledge an personal experiences through the 

utilisation of the problem-posing model, dialogue, reading material, group work 

and students L1 (See section 6.6). 
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 Methodological contributions 

The critical paradigm was invoked to guide the methodology and the approaches 

utilised in this study. Accordingly, AR, this study’s chosen methodology, was 

conducted at one institution for the sake of improvement. This is because AR can 

be utilised to encourage individuals to think, question and provide alternatives 

that lead to improvements and changes (Stringer, 2014). However, critical 

research in TESOL and language teaching “is still in its infancy and is considered 

as a newcomer in comparison to more established traditions” (Troudi, 2015, 

p.89), such as the positivist and interpretivist standpoints restricting the research 

field in the Gulf area (Al Issa, 2015). Hence, in the Gulf region, AR is rarely utilised 

because there is still a “general reluctance and resistance to critical work and 

emancipatory action research” (Troudi, 2006, p.86) in the area. Consequently, 

conducting this study in the Saudi context is believed to correspond with the 

current rapidly developing movements in the country—in the hope that this study 

will be among those that encourage taking action to achieve improvements in 

their teachings. This is to say that this project has addressed two significant 

issues: one is pedagogy of writing, and the other is teacher professional learning 

and teaching, which justifies the choice of AR, in this study, which inherently 

addresses both teaching and teacher learning/development. 

Besides, this study utilised multiple methods: a questionnaire, group interviews, 

interventions, observations, post-observation interviews, semi-structured 

interviews and reflective journals. Most of the studies conducted in this field 

depend on either a quantitative method (questionnaire) or a qualitative method 

(interview) in their undertaking to understand CP. However, this study is believed 

to be among the few research studies that utilise both quantitative and qualitative 

methods to obtain rich data while exploring teacher perspectives of CP, its 
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challenges and possibilities in EFL writing classrooms in the Saudi context. The 

utilisation of multiple methods ensured triangulation validity that resulted in rich 

data obtained for reaching a better understanding of teacher perceptions of CP, 

together with the challenges and potentialities it brings to the EFL writing terrain 

in the Saudi context. 

 Implications 

Based on the findings of this study, there is an urgent need to abandon the 

banking model in education—which is based on rote knowledge and is teacher-

centred—in favour of a more critical one that is based on student needs, interests, 

concerns, experiences and cultures. This is an urgent need because “times have 

changed and so have the purposes and methods underlying teaching and 

learning English” (Al-Issa, 2005, p.32). Accordingly, in the writing terrain, different 

approaches should be utilised to improve student writing skills. Having skilled 

students who are able to critically think, evaluate, question and provide 

alternative solutions would result in producing empowered texts authored by free 

voices and identities that aim to change. To reach these critical changes, I 

introduce several implications in the following sections—based on the findings of 

this study—for EFL teachers and policymakers to take into consideration while 

implementing CP into the teaching/learning process. 

 Implications for EFL teachers 

Before introducing CP among students, teachers need to have sufficient 

knowledge about this critical concept, which requires openness and flexibility 

(Chandella & Troudi, 2013). Hence, EFL teachers need to be aware of new 

related methodologies for teaching writing, including CP. This can be achieved 

through constant exploration of CP and how it can be applied in EFL writing 
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classrooms by reading different resources, such as books, articles and research 

papers and by watching online videos. Furthermore, teachers can establish a 

friendly critical group at their own institution, where interested colleagues can 

start critical discussions and share practical experiences. In other words, CP 

could sufficiently be implemented through collaboration between teachers (Braa 

& Callero, 2006). 

After obtaining sufficient knowledge about CP, it is time to move on to its practical 

implementation in classrooms. The findings of this study revealed that one strong 

strategy for implementing CP is to allow dialogue among students through which 

they can discuss and share ideas and opinions. Dialogue is a powerful tool when 

operated regularly because it can “transform relationships, strengthen 

community, bridge real and perceived differences, and stimulate movement 

towards possibilities” (Roper, 2019, p.26) through critical reflection, investigation, 

analysis, interpretation and restructuring knowledge (Lodge, 2005). However, 

while allowing dialogue, it is important to consider both the culture of students 

and other global cultures because such consideration would result in empowering 

students (Zughoul, 2003), who would become more engaged while discussing 

issues that are relevant to them. 

In addition, the use of ‘screen culture’ (Giroux, 2011, p. 102), including videos, 

films, YouTube clips or other online websites, is highly recommended to 

encourage critical discussions (Álvarez, Calvete, & Sarasa, 2012) among 

students. This is because of its visual nature and fundamental position; especially 

today as social media and technology are essential in the lives of the new 

generation (ibid). This indicates that allowing dialogue based on cultural 

consideration would encourage EFL students to speak and break their silence in 

order “to become authors of at least part of their worlds” (Pennycook, 1997, p. 



 

331 

49), where they can, optimistically, imagine and build—from their imaginations—

some possible dreams. Accordingly, imagination is another essential element to 

consider while implementing CP, through which students can think of 

possibilities, alternatives and solutions for the discussed topic or their own 

conditions. By asking ‘why’ questions, students can reach the critical awareness 

that is necessary for understanding the underpinning assumptions of a discussed 

issue. Likewise, asking students to think ‘how’ difficulties could be overcome 

assists them to anticipate the future with hope, which is “an enabling, imaginative 

vision that takes us beyond the given and commonplace” (Giroux, 2011, p.5). 

Thus, CP is a pedagogy that allows students to imagine and, one day, to achieve 

their imaginative dreams through ‘hope’ that enhances the notion of establishing 

a better future in which they can break the existing boundaries and reach their 

expectations and even go beyond them. 

Another recommendation for putting CP into practice is to encourage students to 

work in groups to enhance dialogue. Students working with other group members 

usually have the opportunity to listen to, exchange and share ideas. Accordingly, 

such collaborative talks would increase student knowledge and understanding 

about a specific topic. Likewise, allowing students to use their L1 while taking part 

in the group dialogue is also emphasised in this study. L1 usage helps fostering 

confidence and subsequently improves the quality of student dialogues and 

conversations (Miles, 2004). Nevertheless, none of the above recommended 

strategies can be achieved in the blink of an eye. Changes in attitudes and 

practices require time and gradation because they are, often, very slow to 

develop (Troudi, 2015). Hence, allowing enough time and gradual 

implementation should be seriously considered while employing CP in EFL 

writing classrooms. 
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 Implications for policymakers  

Based on the study’s findings, there are several implications for policymakers at 

MoE as well as for those working at the college. Starting with workers at MoE, 

there is an urgent call for them to begin implementing critical pedagogies at early 

educational stages. In this manner, the young generations’ curiosity and critical 

habits of asking, questioning and discovering their surroundings can continue to 

be encouraged. Starting early, at primary stages, would enable students to 

understand and digest the transformative nature of CP more easily at higher or 

advanced levels (Al Riyami, 2016). Therefore, policymakers in higher positions 

should include critical materials that are related to the local culture of students, 

as well as to different global cultures, to encourage EFL students to think and 

reflect with tolerance, appreciation and respect. This is necessary in order to 

achieve the critical objectives for teaching EFL writing, in Saudi Arabia. Thus, to 

reach the critical goals of teaching EFL writing, policymakers at MoE should 

consider switching the traditional methodologies, materials and assessment tools 

for critical ones. 

Another recommendation for policymakers at MoE, based on this study’s 

findings, is to be flexible. In other words, the rigid top-down approach that 

obligates teachers to follow and teach from the provided knowledge and materials 

should be reformed. This means that a space should be allotted for teacher 

criticality and creativity, allowing them to include their own experiences and 

voices while teaching so that they can modify the provided curricula based on 

their students’ needs, interests and concerns. Simply put, EFL teachers need to 

be more involved in the teaching/learning process and to have their knowledge, 

experiences, ideas and opinions taken into consideration when designing the 

curricula. Hence, there should be a mutual dialogue between policymakers and 
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teachers because dialogue among key workers brings about effective changes 

in education (Hargreaves, 1994). Dialogue among all stakeholders—including 

authorities at MoE, deans at institutions, teachers and students—would allow 

agreements to be reached on how and what to include in order to improve and 

develop critical education (Al Riyami, 2016). Accordingly, the level of fear or 

resistance from all sides would be reduced (ibid).  

In addition, the findings of this study revealed several implications for 

policymakers at the college level that would allow a smooth implementation of 

CP. College authorities—such as the dean and deputies—should be aware of CP 

as an educational approach to encourage teachers to implement it in their 

classes. This is relevant because, at the beginning of the CP implementation 

process in this study, some of the participants thought that they were doing 

something against the college’s regulations, resulting in their resistance to CP. 

This concern bothered both Saudi and expatriate EFL teachers at the college. 

Consequently, having authorities at the college who are knowledgeable about CP 

would encourage teachers to implement it safely into their classrooms without 

fearing the evaluation process at the end of the academic year. Because of the 

evaluation process that assesses teacher performance at the college, the 

teachers in this study were afraid that implementing CP would negatively affect 

their assessment and, accordingly, their promotion. Based on the findings of this 

study, the reason for such fear was the fact that the evaluation criteria which 

teachers are assessed does not include any critical aspects. Hence, mutual 

dialogue should exist between the authorities at the college and the teachers, 

through which the evaluation criteria would be made transparent and involve 

certain critical principles. As a result, teachers would then feel safe to implement 

some CP principles that are already included in the evaluation forms. 
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Furthermore, trusting in the ability of teachers as intellectual transformative 

agents who can develop critical materials based on their students and contexts 

would serve as an effective criterion to be evaluated upon.  

Finally, the assessment process operated at the college is another essential 

obstacle that hinders CP implementation. Relying on tests as a primary 

assessment measurement assists in preventing CP, in which the dependency on 

writing only for the final exam ignores the real purposes of writing—for social 

change and improvement. Based on the study’s findings, utilising alternative 

assessment tools, such as portfolios, is highly emphasised. Assessing students 

via both formative and summative assessment processes is also highlighted, 

which means that certain aspects of Critical Language Testing (CLT) should be 

utilised in the college assessment system rather than merely relying on testing 

alone. To sum up, the above provided recommendations might assist CP 

implementation into the college system, where teachers and policymakers can 

select and modify what is needed and when based on the current situation at 

their institution.  

 Recommendations for further research 

Based on the presented findings, this study also provides recommendations for 

future research studies. First, since this AR was conducted at one institution, it is 

also important for it to be applied at different institutions to further explore teacher 

perceptions of CP as an educational approach for teaching writing. Second, this 

critical concept could be conducted among stakeholders, such as policymakers 

and administrators, to measure the degree of their agreement or disagreement 

with implementing CP as a teaching approach. Third, it is also recommended to 

apply CP among EFL students to explore their perceptions of CP and examine 

whether it can have any impact on their writing process and achievement, in 
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particular, and on the overall quality of their educational experiences and 

language proficiencies, in general. Including teachers, stakeholders and students 

in the process would broaden and deepen our understanding of CP as well as of 

its challenges and changes in the EFL writing terrain in Saudi Arabia. Fourth, CP 

can be introduced into the teacher education program among pre-service 

teachers to explore their perceptions of it. In fact, including CP principles in 

teacher education curricula would prepare future teachers to “name and 

interrogate potentially harmful ideologies and practices in the schools and 

classrooms where they work…in order to increase the chances of academic 

success for all students” (Bartolomé, 2004, p.98). The lack of ideological clarity 

‘translates into teachers uncritically accepting the status quo as “natural”’ (p.100). 

Fifth, CP could be also applied to other language skills (reading, listening and 

speaking) to further examine its effect on student performance. Sixth, introducing 

CP among students at primary stages is also suggested to encourage the young 

generation to “read and act upon the world around them” (Bartolomé, 2004, p. 

98). 

Seventh, challenges preventing CP implementation must be investigated in more 

depth to understand the factors behind its delay in the Gulf region, in particular, 

and in the EFL field, in general. This examination should be done through 

ideology critique and critical discourse analysis studies to question certain taken-

for-granted ideologies and practices in the Saudi context, such as ELT teacher 

job security (Troudi, 2015). Through such studies, hierarchical power relations 

and ideologies within educational institutions would be revealed (Al Riyami, 

2016). Eighth, since most of the conducted action research studies are limited to 

a short period of time, it is suggested that longitudinal individual case studies or 

critical ethnography research studies are conducted over an entire academic year 
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in order to carefully examine both teacher and student practices and 

achievements while implementing CP. This can involve multiple methods, 

including, for example, diaries in which both teachers and students can write and 

reflect from the beginning of the implementation process. Finally, several internet-

based action research studies are also recommended in which certain social 

media and online collaborative tools could be involved, such as blogs, Twitter, 

Facebook, Skype, etc. This is important because social media has become “an 

increasingly integrated part of our lives” (Stringer, 2014, p.230), especially 

nowadays when technology and the internet are considered to be necessities.  

 Personal reflection on the thesis journey 

I decided to pursue my studies because I found myself always searching for 

different approaches and pedagogies to change and improve my own practices 

inside my classrooms. This is simply because I always wanted to be a better 

teacher—one who never believed in perfection but in the importance of constant 

improvement. Encountering CP as an educational approach was a key starting 

point because of its critical agenda that aims to change and improve the 

educational system, in general, and teacher professional practices, in particular. 

In the end, CP changed me on both the educational level, as a researcher-

teacher, and on the personal level, as a human being.  

Beginning with educational improvements, I could feel a growing level of maturity 

in the manner I looked at and understood my surroundings differently, from a 

critical standpoint. In other words, there was a noticeable shift in my ontological 

and epistemological assumptions about what education is. A better 

understanding arose towards the nature of the knowledge provided in the 

educational system, as well as towards the political supremacy behind it and the 

role it plays in introducing a particular form of knowledge, a particular form of 
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power, a particular form of social values and a particular narrative of the world. 

Put simply, I realised that education is not neutral. With this wide-open spirit, I 

began the challenge of implementing CP—not as a skill but as a critical 

consciousness and a critical way of thinking and knowing, with the intent to work 

differently in a traditional context, which seemed to be a risky mission. Such a 

risk, however, was not merely because of the traditional nature of the educational 

context in Saudi Arabia but also because of the problematic nature of the 

integrated critical paradigm guiding this project. Nevertheless, the more I read 

about CP, the more I started to understand my fears and doubts as natural 

humanistic features and, at the same time, as sources for seeking more 

knowledge, evaluating different perspectives and discovering different realties 

based on love, care, tolerance and imagination, where there is no absolute truth 

or one fixed solution. This is because nothing is ever fully completed or finished 

and, as a researcher, I should always work on the side of struggle that never ends 

and of curiosity that never stops. Such transformative change has positively 

affected my personality as well.  

CP became part of my life as a mother, wife, sister, woman, colleague and proud 

human being with an Islamic-Arabic identity who aims to understand and live with 

others in peace, tranquillity and harmony. This cannot be achieved without 

‘tolerance’, an essential virtue in Freire’s critical work, which assists us in doing 

and learning different things with different people. The virtue of tolerance allowed 

me to respect the rights of others in deciding what is suitable for them. I 

remembered that I asked the participating teachers at the beginning of this study 

if I could help them design their own lesson plans based on CP principles. 

Although I tried to sound as if I were more of an expert-friend cooperating with 

colleagues, deep inside I did not want these teachers to mess up. I wanted to see 
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them applying CP properly, thus throwing aside my ideal belief about nothing 

being completely perfect. At this stage, the teachers’ resistance to my 

interference taught me a critical lesson—seeing them struggling in classes and 

then reflecting on their struggles thrilled me and showed me how gradation is 

essential for CP implementation and how teachers’ voice is matter. In brief, this 

AR is about: 

giving a ‘voice’ to practitioners and to community members. It is also about 
helping others (our students, our patients, our clients) to find their own 
voices, to encourage them to speak out, to ask questions, to contest 
conventions and prescriptions, including those of professional practitioners. 
(Winter, 1998, p.54) 

Thus, learning about CP awakens such responsibility by encouraging me to 

conduct this AR, with its critical agenda, in my own context and for the sake of 

improvement and change, especially with the rapidly developing movements in 

my country in various sectors, including education. Such a responsible critical 

passion has coloured my days throughout this journey. The notion of constant 

thinking, reflecting, investigating and doubting, highlighted by CP, encouraged 

me to see the world as a place full of undiscovered ideologies, approaches and 

knowledge. For me, CP was not only a specific skill or tool to use here, however. 

It was a critical consciousness that was awakened and that allowed me to 

understand myself, my little boys, husband, family and friends—all of whom were 

also engaged in this development process, unknowingly, by discussing and 

sharing different experiences with me. Having seen the sweet effectiveness of 

CP in my own life, I became more determined to go back to work and to continue 

what I began through this postgraduate research journey, further exploring CP in 

practice.  
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 Conclusion: Unfinished project 

The aim of this study was to introduce CP at the institution in which I work to 

improve both EFL teacher practices and student performances in writing 

classrooms. In other words, I argued that implementing CP—as an educational 

approach—would present an alternative to the banking model on which the EFL 

system in the Saudi context operates. However, since this study was built on the 

critical principle that nothing is to be taken for granted, there was no guarantee 

that the situation would be improved completely. At the beginning, the teachers, 

for example, were worried that employing CP would affect their annual 

evaluation, potential for promotion or even their job security in the worst-case 

scenario. Consequently, some of them were cautious and selective about what 

sounded suitable and acceptable, while others were adventurous and open to 

new ideas. For both groups, the entire experience was innovative and full of 

challenge, resistance, frustration, struggle and hope.  

Throughout this journey, it became clear that a special CP aspect lies in its 

nature—that of an incomplete or unfinished project in which there are many 

things to learn about and investigate in practice (Freire, 2003). This is because 

of the constant thinking, reflecting and questioning processes that take place and 

result in actions that seek improvement and social justice both inside and outside 

schools (Giroux, 2009). What makes CP a struggle for some technical teachers 

is that there are no specific, detailed guidelines or steps on what to do and how 

to do it. It is left up to the criticality and creativity of teachers to adequately employ 

CP based on their student contexts, cultures, needs, interests and concerns. This 

does not mean, however, that teachers are completely left alone—the literature 

is full of numerous examples of various practices in different contexts, where 

critical teachers can choose what seems to be most suitable for application after 
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modifications or alternations are made to the selected practices to suit their 

specific contexts. Teachers should always look at CP as an unfinished approach 

in which there is a constant discussion of “where it can, how it can, with whom it 

can, [and] when it can” (Freire, 2007, p. 64). Thus, it seems that there is always 

a possibility for CP to be applied in education, once teachers are aware of it and 

willing to accept the challenge it brings to their lives.   
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Appendix 2: level 5 course description 
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Appendix 3: questionnaire 

Final version of the questionnaire 
 

 
 

Questionnaire about the Current Practice of EFL 
Writing in the Higher Education Institutions in Saudi 

Arabia 
 
 

Dear teacher,  

 

I am a PhD candidate at the University of Exeter. I am currently 

working on my thesis and part of its requirement is the enclosed 

questionnaire. It aims to collect data regarding your opinion about the 

current practice of teaching EFL writing in the higher education 

institutions in Saudi Arabia. Your participation is voluntary and you 

can choose not to take part. However, your decision to participate will 

not only help me in my research but also provide you, as teachers 

experiencing the situation, with important information. Your answers 

are valuable in providing a deeper insight into the current practices, 

and hopefully, reflect your voice in order to improve the EFL writing 

terrain in Saudi Arabia. Please note that all your responses will be 

used confidentially for research purposes only. Estimated time to read 

and answer the questions will be 15 minutes. 

Your Sincerely 

 Huda Al-Aateeq 

ha328@exeter.ac.uk 
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SECTION ONE  
Personal Information:  
Please put (√) next to the appropriate response:  
1. Education level:  
□Bachelor Degree  

□ Master Degree  

□ Doctorate Degree  

2. Gender: □Male □Female  
3. Nationality: ____________________  
4. Years of experience in ELT:  
□ Five years or less  

□ Ten years or less  

□ Twenty years or less  

□ More than Twenty years  
5. Years of experience in ELT in Saudi Arabia  
□ One year or less  

□Five years or less  

□Ten years or less  

□More than ten years 
SECTION TWO  
To what extent do you agree with the following statements?  
Please put (√) in the appropriate box. 

(1) Teaching writing in the Saudi context  
The Item  
 

Strongly 
agree 

Agree Uncertain Disagree Strongly 
disagree 

1.1 The aim of writing in 
English is to help 
students reach 
accuracy in the final 
product. 

     

1.2 The aim of writing in 
English is to help 
students reach fluency 
in the final product.  

     

1.3 the aim of writing in 
English is help 
students to think 
critically. 

     

1.4 The aim of writing in 
English is to make 
changes in students’ 
lives. 
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1.5 The aim of the 
writing programme in 
my college is to 
develop students’ 
critical awareness of 
the world around them. 

     

(2) Writing materials 
The Item Strongly  Agree Uncertain Disagree Strongly 

disagree 
2.1 Good ELT 
textbooks are the 
ones that are free of 
controversial issues 
such as addiction, 
corruption, etc. 

     

2.2 Most the topics 
discussed in the 
writing textbooks 
are relevant to our 
students’ culture. 

     

2.3 The topics 
discussed in the 
writing classroom 
should be based on 
students' contexts. 

     

2.4 The writing 
syllabus should 
encourage students 
to discuss the social 
issues surrounding 
them. 

     

2.5 The writing 
curriculum should 
encourage students 
to discuss economic 
issues. 

     

2.6 The writing 
curriculum should 
encourage students 
to discuss political 
issues. 

     

(3) Writing Teaching Approaches  
The Item Strongly 

agree 
Agree Uncertain Disagree Strongly 

disagree 
3.1 Teaching English 
in my college is 
based on the 
communicative 
approach. 
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3.2 Teaching writing 
in my college is 
based on the 
product approach 
that focuses on 
grammar. 

     

3.3 Teaching writing 
in my college is 
based on the 
process approach 
that focuses on the 
writing stages (pre-
writing, writing, 
editing). 

     

3.4 I follow one 
approach while 
teaching writing. 

     

3.5 Lecturing is the 
best way of teaching 
writing. 

     

3.6 I modify the 
content of the 
writing textbooks to 
suit my students’ 
needs. 

     

3.7 I encourage 
students to read 
critical materials 
before writing. 

     

3.8 students can 
choose the topics 
they would like to 
write about based on 
their interests. 

     

3.9 Negotiating what 
to teach and how to 
teach writing with 
students leads to 
confusion. 

     

(4) Writing Assessments  
The Item Strongly 

agree 
Agree Uncertain Disagree Strongly 

disagree 
4.1 I prefer to use 
testing to assess my 
students’ writing. 

     

4.2 Portfolio is 
appropriate for 
assessing my 
students’ writing.  

     

4.3 Students should 
be consulted on the 
content of the tests. 
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4.4 Students should 
be trusted to self-
evaluate their 
written work. 

     

4.5 Peer reviews 
should be trusted as 
a source to provide 
feedback. 

     

4.6 The final product 
of the work that is 
error-free and 
coherent is what 
matter the most. 

     

(5) Teachers' Role in writing classrooms  
The Item Strongly 

agree 
Agree Uncertain Disagree Strongly 

disagree 
5.1 The role of the 
writing teacher is to 
provide the 
knowledge to his/her 
students about a 
chosen topic. 

     

5.2 Writing teachers' 
responsibility is to 
teach students from 
the textbooks. 

     

5.3 The main role of 
the writing teachers 
is to train students 
for the tests. 

     

5.4 Writing teachers 
should encourage 
students to choose 
topics for classroom 
discussion. 

     

5.5 Writing teachers 
should use the 
current issues 
relevant to students’ 
interests. 

     

5.6 Writing teachers 
should help 
students to question 
issues in their 
society. 

     

5.7 Writing teachers 
should bring about 
social changes in 
the contexts where 
they teach. 

     

(6) Students' Role in EFL Writing classrooms 
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The item  Strongly 
agree 

Agree Uncertain Disagree Strongly 
disagree 

6.1 Students' 
previous information 
about a topic should 
be discussed at the 
beginning of the 
class. 

     

6.2 Students should 
have the right to 
challenge what their 
teachers say. 

     

6.3 Students are 
receptive to what the 
teacher is telling 
them to do. 

     

6.4 Students can be 
engaged in 
discussions 
regardless of their 
level of proficiency. 

     

6.5 A good student 
is the one who 
always asks 
questions. 

     

6.6 Students can 
share the decisions 
made in the writing 
classroom. 

     

6.7 Students can 
decide for 
themselves what to 
learn in a writing 
course. 

     

6.8 A good student 
is the one who 
obeys rules. 

     

6.9 The students can 
play the role of the 
teachers sometimes 
and teach their 
teachers. 

     

6.10 Students are 
encouraged to 
challenges the 
taking-for-granted 
issues in his/her 
society. 

     

 
SECTION THREE 
Please answer the following questions: 
1. Have you heard of critical pedagogy? (If No, please go to question 4) 
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…………………………………………………………………………………………… 
a. If yes, where did you hear about it? 

…………………………………………………………………………………………… 
b.  Can you define it? 

……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………………………………………………………………………… 
 
2. Have you practiced critical pedagogy in your writing classrooms? If yes, 
please provide a scenario where you implemented critical pedagogy in your 
writing classrooms? 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………………………………………………………………………… 
 
3.Do you think it is possible to implement critical pedagogy in Saudi Arabia? 
Why if yes or no? 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………  
 
4. Would you like to attend a workshop about critical pedagogy? This workshop 
will shed light on the main tenets of critical pedagogy and provide practical 
activities of how to implement these tenets in teaching writing classrooms. 
□YES □ NO 
If YES, please can you provide me with your email address? 
Email address: ...................................................................... 
Thank you for your cooperation 
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Appendix 4: group interview 

Group interview 
Thank you for being willing to take part in this interview. I would like 
to assure that your original names will not be included in the study 
and the data will be used for research purposes only. So, this is a 
group interview and I will ask the questions to all teachers. You are 
free to manage the discussion the way you want. So, I will start with 
some opening questions regarding your names, nationalities, years 
of experience in teaching English language and years of experience 
in teaching English language in Saudi Arabia or outside of the 
country. So, please start the way you like. 
Note: The interview questions will vary based on the teachers’ 
responses during the interview. 

1. What is your name, nationality, years of experience in 
teaching English language and years of experience in 
teaching English language in Saudi Arabia or outside of the 
country? 

2. Can you describe your philosophy in teaching English? In 
teaching writing?  

3. What are your goals as an English language teacher?  
4. From your prospective, what is the main goal of English 

language teaching? of teaching writing? 
5.  What do you know about criticality in education? A general 

view? 
6.  Have you ever heard of critical pedagogy before? 
7.  There was in the questionnaire an open ended question (have 

you heard of critical pedagogy before and then if yes can you 
define it). So, have you tried to define a critical pedagogy in 
the questionnaire? 

8. Can you define critical pedagogy? 
9. Can you think of some principles of critical education?  
10. Have you been involved with critical or democratic 

education?  
11. Can you tell me about a course where you have had 

embraced some critical principles?  
12. Can you tell me about some techniques or approaches 

you have try to implement any critical principles while teaching 
writing?  

13. What were the benefit of implementing the previous 
principles? 

14. Now tell me about the changes you try to make but were 
not successful?  
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15. At the end now suppose you are trying to encourage 
your colleague to change her way of teaching to be critical in a 
way so what would you say? 

Thank you  
 
Group Interview (2) 
Thank you first of all for being willing to take part in this interview. I would 
like to assure you that your original names will not be included in the study 
and the data will be used for research purposes only. So it's a group 
interview and I will ask the question to all of you and you are free to manage 
the discussion the way you like. So I will start with some opening questions 
regarding your names, your nationality, years of experience in English 
language teaching and years of experience in English language teaching in 
Saudi Arabia in case if you are not Saudi or if you taught English in a 
different place. So please start the way you prefer. 
Participant 1: My name is Noor. I'm Saudi. I worked here for about 9 years. 
Participant 2: Shaha, I'm an Indian. I am here since 2011 and still working. 
Do you have any teaching experience before? 
Yeah, I had five years teaching experience in engineer college…like you have 
high and secondary schools, we do have colleges there. We call them as junior 
college and when you got the bachelor we call it senior college. So, I have 
experience of teaching. I have experiences of 5 years in India and 7 years in 
Saudi Arabia. 
And the age of the students? 
It's 18 and 19 years. It is like a prep year. 
Participant 3: My name is Meera. I'm teaching English for 10 years and I'm a 
Saudi teacher. 
Participant 4: My name is Fateen. I'm teaching English for 12 years and I'm a 
Saudi teacher. 
Participants 5: Hannah with 2 years experiences 
Can you describe your philosophy in teaching English? In teaching 
writing? 
Noor: I think that my philosophy is to help students to understand the subject, 
facilitate the subject for the students, try to make the students understand and 
enjoy in the class and apply what they taught in the class in their life. 
Shaha, for me knowledge has to be involved. Besides that they should be given 
the freedom enough to critically interpret because we do have difference of 
opinions. So, we should encourage them especially when we discuss issues that 
you know we shouldn't go beyond the borders of the culture or religious issues 
as we need to subside things. You know, I don't have the philosophy of just 
lecturing them or filling the buckets. I just want to provide good knowledge they 
rely on.  
Meera: for me teaching a language is all about equipping the students with the 
basic skills that they need in order to complete their learning outside the college 
context. So, I think that I use different teaching philosophies and methodology 
based on different courses I teach. Regarding the skill courses, what I'm gonna 
focus on is equipping them with the basics and skills as well as following what I'm 
asking to follow regarding the curriculum, the topics that are assigned by the 
authority in the teaching institution. Regarding other courses that are not skills 
that are pure linguistic courses for example, it depends on the nature of the 
course. some courses give the teacher a chance to apply the philosophy of 
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investing learners in a way that their thinking skills, problem solving skills, to be 
independents but some courses don’t allow this. In general, I'm a type of a 
facilitator more than teacher. 
Fateen: I am encouraging students’ autonomy all the time. I want my students to 
be independents who have confidence in themselves and who are able to do the 
work themselves without relying on my presence. 
Hannah: it is simply based on friendship.   
What are your goals as an English language teacher?  
Noor: the most important thing is to enable the students speak and write and 
apply all the English skills that we know: writing, speaking, and also listening, 
reading. We want the students to master all these skills and to use it in their life. 
As Meera said that we want them not only in the college to apply these things but 
outside the college. We know that job market and a lot of things now in daily life 
require this language which is now a very important language. For this reason, 
we want really to make the students perfectly master all these skills. And we know 
that it's not an easy task. It is very complicated, but at least we try our best to help 
the students to really cover all the skills. 
Shaha: for me English is a global language. It is the lingua franca of the world. 
Every person needs to have they need to exercise it because the world's literature 
it's available in English. So, students should exercise it. So, English should be 
one of the major languages students should practice. 
Meera: I totally agree with what they said regarding the language as a lingua 
franca or an international language that has its effect on life in general not only in 
education. It is like a ways for the learners to learn about other cultures. They try 
to follow what is suitable to them from that culture so my goal of teaching English 
is to enable the students to use this language in a good way or let's say good 
enough to help them to reach whatever goals they have in their life. 
Fateen: To help students master the four skills in order to communicate with 
others in and outside the country. 
Hannah: Having strong-independent students. 
From your prospective what is the aim then of English language teaching? 
of teaching writing?  
Meera: I think the aim of teaching the language is to make the Saudi people able 
to globalize with other countries. Interrupted by Shaha: to be part of the 
world…they should be equal with other countries of the world. 
Merra continues: also it may support the investment and the economics of the 
country. It gonna play or providing many inhabitants lets say Saudi people who 
have the ability to speak/write in English language is gonna support the country 
in order to invest such people in many fields that support the country 
economically, politically, socially from different aspects. Interrupted by Shaha: to 
compete with other people in the world in every sector. 
Noor: I think also let's say in political prospective, we know that English belongs 
to great people and I notice that even children like the American culture. So I 
think now from the beginning even if the children notice that this language is great 
why? Because of the great people who use this language. Now Saudi Arabia we 
know that we have to take the most important culture for this reason this culture 
must be taught in our courses. (Interrupted by Meera) 
Merra: I'm gonna sum up by saying that the aim of teaching is seeking for 
improvement in general for the country and for the education specifically. (then 
Noor continues) 
Noor : even in science all the equipment or the devices came from English people 
so we have to know this language. (Shaha repeats) 
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Shaha: so, we can compete with them. 
Fateen: I agree with them that English is a need now. It is an International 
language people can use to communicate with each other. So, I can say for the 
sake of communication and investment as well since high jobs’ rates goes to 
those who speak the language, I mean English language. 
Hannah: Have individuals who can communicate, persuade and live 
independently.  
What do you know about criticality in education?  
Noor: It is teaching students some critical thinking skills. [Pause] Critical, I think 
it's a positive word. At the beginning I treat this word negatively but I notice now 
criticality is very important. If we based anything on criticality, I think this will have 
something special or excellent things. Why? Because critical It means that as I 
know, many opinions and I have to criticize the point until I reach to the truth or 
until I reach to the reliability of the things so I think critical is very important in all 
courses. Also, it is about improvement.  
Shaha: I agree criticality doesn't mean something negative. It is about critical 
thinking skills. It can be appreciation either. It can be your own depth of study. It 
can be your interpretation. Usually we have typo process that critical means 
something negative. It is not negative. It can be appreciation as far as your study 
concern mainly appreciative. In critical environments, students have the chance 
to think and reflect on the discussed topic come up with completely new ideas 
about different discussed issues to come up or interpret different and new 
meanings. This is all for the aim of improving our students.  
Interrupted by Noor 
Noor: it's a type of improvement to have strong-independent students. 
Merra: for me in relation to that question at the first time that I see the word critical 
teach or critical strategy what comes to my mind is critical thinking and once I 
read the questionnaire I feel that there is something that I don't know. So, I tried 
to Google the word critical pedagogy in order to be able to have clear or accurate 
answer for the questionnaire. For me I didn't know information about critical 
pedagogy before reading the questionnaire. What I have understood is that in 
critical education, we are not helping learners to improve themselves only but we 
are helping a whole society to be developed.  
Fateen: Critical education is connected to critical thinking in my opinion where 
you search, analyze, think and read between the lines to understand. When we 
understand, we can change and improve our conditions. It is about having strong 
learners. It is about criticizing to reach what is correct or accurate.   
Hannah: to think out of the box to find solutions. 
You answered the next question which is have you ever heard the word 
critical pedagogy before? So, Manal said no. 
Shaha: I answered the question I said no in the questionnaire, and I did not 
google it even. 
Noor: I didn't hear it before. As Manal said I think it is critical thinking. 
Merra: I can define from what I read. based on what I read I think that it is 
something that's totally different from traditional classes or even communicative 
classes that we are trying to apply. It has something different in the freedom that 
the learners have inside the class and teachers too. And here in this context we 
lack that freedom. If my students study in a critical environment where their words 
count, their writings would reflect their confident and independent personalities 
and ideas as well. See, we do not focus too much on expressing personal 
opinions or experiences in the writing classrooms because at the end I want my 
students to write academic texts coherently and without grammatical mistakes 
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about a specific-assigned topic. There is no emphasis on what do you think and 
why do you think so. Who cares about what we think? Just provide your claims 
and facts in your writing and do it without mistakes. 
Shaha: no idea about it. 
Noor: I think it is about encouraging critical thinking among learners. 
Merra: I think it's difficult to declare definition for something that we don't know. 
Noor: but I think it is something innovative, something new, something that as 
Manal said it/s not like our traditional classes, but it is something new which 
improves the method of teaching, to improve the students to be independents. 
This is to facilitate the learning process.  
Fateen: I can define it as improving students’ critical thinking ability to analyze 
and understand different issues. I think also CP facilitates the learning process in 
which it encourages students to be active and engaged in several activities and 
in the learning process. 
CP is to think, evaluate and act upon. 
Because you've discussed something about criticality in education. Can we 
be more specific and can you think of some principles of critical education?  
Hannah: relying on our students’ knowledge and experiences. 
Merra: maybe there gonna be a more needs of analysis, it gonna be more 
depending on analysis that's done for the students in order to decide what and 
when to teach. This what comes to my mind so this way we can give the students 
freedom to choose something or to be more communicative in class and I keep 
repeating the word communicative because it is being communicative language 
teaching, but critical pedagogy is totally different so maybe it gonna be something 
that gives more freedom for the learners and teachers. This is to encourage 
independency I think to come up with something new. So, students should build 
the Knowledge in class with the teachers.   
Noor: I think it gives more freedom to students only to be more responsible to get 
the learning themselves because what I notice now my sister for example in high 
school now concentrates on how students educate herself (self-learning) That's 
what I noticed now the new method for teaching that they concentrate on the 
learners to get the knowledge. As teachers before, we had more responsibility to 
do. Now, we share the responsibility as Manal said with the students. So, we 
focus now more on sharing the responsibility with the student. Shaha interrupted  
Shaha: regardless of the proficiency learning meaning we are gonna involving all 
the students. Everyone is engaged with rights. This is to have strong-inependent 
students and persons. It is a life-long process, I think (Manal added) 
Merra: so we are gonna say maybe the basic principle is student voice worth 
much involvement. Also, I think CP focuses on students’ prior information and 
experiences as the start point. In fact, I encourage my students to use their prior 
knowledge and experiences when they discuss the topic before writing. I want 
them to learn the concept of sharing, listening, appreciating and respecting others 
regardless their ethnicity or background and despite the overall challenges. So, 
this is all to facilitate the learning process in first and their future as we are 
teaching our students how to live.  
Noor: allowing students to criticize the education process itself. They said that we 
don't like this. We want this. This thing is not suitable for us. why? Because they 
are the learners. They feel. Now I deliver the lecture. But I'm not sure. Let's 
assume he is a good learner, he will give us opinion. He said that you taught the 
lecture, but we need something. I think It is more demanding. (Merra interrupted)  
Merra: what about the teachers? All what we said now is about the students.  
Shaha: minimum rule. 
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Merra: I don't think the teacher should have a minimum role simply because 
teachers should guide everything. 
Noor: only guiding. 
Shaha: only guiding. Major responsibility should be on the students themselves. 
Noor: but guiding it is a difficult task. 
Meera: who can guide the teacher? So, I don't know whether they gonna only 
focus on learners regarding principles or we gonna have the teachers, I have no 
idea. 
Noor: we need to know. You know I think criticality must be applied on both 
students and teachers. I think if we share knowledge with our students, then we 
are critical and if our students take responsibility of their own learning they are 
critical. I think at the end a major principle of any educational process should 
leads to empowerment. 
Fateen: I am giving you the last principle now, (all laughing). I think engagement 
is an essential principle in a critical education where all students get the chance 
to negotiate the syllabus or the subject matter you are teaching them. Also, 
teaching should be a life-long process.   
Have you been involved with a critical or democratic education in your life? 
Involved as a learner, student and then involved as a teacher? 
Hannah: yes of course. 
Merra: for me never. If we gonna speak about critical in what we define regarding 
listening to the students’ voice, even if I do it as a learner, I have never ever been 
in such a context as a teacher even if I give the students a chance to express 
themselves, I'm gonna be controlled by the department and by university, by the 
curriculum. So’ I don't think that I'm gonna listen to their voice. I'm gonna give 
only what I'm able to have. 
Shaha: the same. 
Fateenh: Even if I am flexible with my students and allowing discussion but it is 
restricted to the norms and rules provided by our culture or even higher authority 
sometimes. Flexibility does not mean that we are totally free to say or write what 
is inappropriate in our society.  
Noor: as I said if students what they said make sense to me, I try it with the 
students. Use their own information and experiences as well. 
Merra: are you allowed to try it everywhere? 
Noor: not everywhere. 
Manal: any time are you allowed to try with students? 
Noor: no, of course not. Sometimes I said sometimes. I feel students for example 
what they said is logic and when I went home, I keep thinking of it. If I think it 
makes sense to me, I try it. If it's ok, I can do it. 
Merra: As EFL teachers here in this restricted context, we have only the chance 
to, let's say, a little bit modify the provided materials as I change the topics and 
choose different ones based on my students’ interests and needs. But, we don't 
have the chance to be democratic at all or to change a whole curriculum. This is 
the reality. I only add what I feel it is accepted in case I got caught or questioned. 
Shaha: we can’t go to some issues with the university. 
Noor: but sometimes you try. right 
Shaha: no, I am really scared now. I'm really controlling myself. I don’t want my 
students to go there. 
Merra: we do modify. 
Then can you tell me now about a course where you have had impressed 
some critical principles? Because you said you modify. Give me an 
example. 
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Meera: A course that called art of speech. They were teaching the students 
presentation skills, discussion skills and debate skills. The course curriculum 
even they decided on the topics that you need to follow. In this course, I modified 
because students are not gonna be able to debate on topics that has no relation 
to the real context. They have no information about it. They have no experience 
about it. How they are gonna be able to discuss. So, I take the responsibility to 
shift to other topics that has a direct relation to the students’ lives so they have 
background information. They have their own experience that they can share it 
in order to support their point of view. In this course, I focused on their critical 
thinking skill, but students were the ones who chose the topics and the students 
who chose their own being in a different rule so I'm not gonna impose the vision, 
I'm not gonna imposing the topics even if the topic is something not allowed in 
the country. For example, first topic that we discussed was women driving cars 
before allowing women to drive cars in Saudi Arabia. I can remember that lecture 
because it was too hot topic to the extent that the time was over and the students 
keep speaking and discussing their different point of views. Why this happened 
because it has direct relation to their actual life and their interests. I think this is 
the only class that I have chance to modify and moderate and I took the 
responsibility personally. I'm not have to. 
So what if someone came and said why did you do that? 
Merra: I think I explained that it is a must because the students are not gonna 
learn. 
Does it affect your evaluation? 
Merra: no it doesn't as long as the students satisfied, it doesn't because the 
objective is achieved the students are able to discuss. So, everything is fine 
because the objective is achieved (students are able to discuss). 
This is what we want at the end. So, can you think of a course where you've 
implemented some criticality miss Shabana? 
Shaha: no. 
Noor: I remembered in the essay course first of all I chose the topic for the 
students and I heard that the students said some of the topics are boring 
(laughing) and I tell the truth I think it is something boring. And then ok we improve 
and tell me what the things that you want to talk about or write about. They gave 
me some topics then I chose 2 topics. I chose four topics because these topics 
students must write about so this time I gave the students the freedom and I feel 
that they are very happy when they write about the topics that they would. 
Fateen: similar experience to Noof’s. I allowed students sometimes to choose 
topics they want to write about. They like to talk about personal experiences while 
we’ve been following textbooks’ topics that are reflecting on unrelated issues 
most of the time. 
Hannah: I allow discussions and freedom of choice in many classes. 
Can you tell me then about some techniques or approach you have tried 
during that course? so what are the approaches or techniques that you 
used to make the class critical? 
Merra: if we gonna speak about the critical in term of students’ voice what I insist 
from the beginning, I use group work, group discussion, debates and dialogue. I 
try to teach them that understanding others and accepting different views are 
essential. So, when you are talking, you shouldn't convince others of your point 
of view. Just discuss it, make a rational for it and that's enough. And when you 
do this, you will learn how to listen carefully and understand different opinions. 
And when you understand, you need then to respect and accept different 
opinions and peoples. 
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Noor: you know I was making a presentation on how to write an essay. It was a 
very difficult skill for the students I mean writing. I noticed some students until 
now even they are in level 5, they still do not know the topic sentence. It really 
was difficult for me when I explain. I told them the draft will be doubled because 
we know that the first draft some of the students I said that I will not correct the 
first drive because it's very bad. And of course I didn't say that it's very bad, but I 
said that you have many mistakes grammatical and spelling mistakes and also 
the planning of their writing it is not appropriate. When I told them for example 
that you have to be argumentative in your writing, they do not write anything about 
argument. Just write informative way of writing. So, when I talk to them in class, 
they do not reply? However, discussion with each student individually I noticed 
that it is very better than in the class. So, what I'm asking the students for 
example, today I have 5 students. Each student will have 30 minutes with me to 
discuss her essay. It really benefits them. I noticed the improvement in their 
writing. I do this during my office hour. Honestly, I took this from when I was 
studying at Leeds/UK, I noticed that the teacher chose the student individually 
and talk to him about his mistake. So, when I was a student there I benefited so 
I apply it here. I take each student individually half an hour and I said you write 
here why and you write here why and I said the first draft is bad I'm not accept it. 
Give me second draft. So, it's very difficult. Writing skill for the students is very 
difficult. Even when the students chose a difficult topic, I told her choose another 
topic and I told her you have to read about the subject or the topic you want to 
write about. You have to read a lot about it. Reading also improves the way they 
writing. So, I noticed that the students see the improvement of the students. 
Shaha: there are usually literature courses. So, from literature courses obviously 
I do have to listen to their interpretation. They have their own findings, they have 
their own experiences, they have their own things so I have to listen. I just give 
them the freedom enough to interpret. I think with CP, the teacher needs to be 
alert to what is new and interesting to implement in the classroom with a full 
consideration to the needs and interests of her or his students.  
Fateen: I notice that students do not read enough in a writing class. So, before 
writing, I ask them to read about the topic we chose. When they read, they can 
discuss. When they discuss, they listen to each other’s. When they listen, they 
respect and accept others in addition they widen their knowledge from listening 
to multiple-perspectives.  
Hannah: Basically group work and discussions. 
So what you have said about the correction policy and their voice or 
discussion these are all critical principles and these belong to critical 
education. So what were the benefits of implementing these staff in your 
courses? Because for sure there will be some maybe benefit. so what do 
you think the benefit of asking student to come back and to read and to 
rewrite and bring the draft again? 
Noor: to make sure of the quality of the work that we did is improved. To make 
sure that each step we have done it in a proper way and we noticed that at the 
end will reach the good work from the students. If I don't do these steps, I will not 
get the good work from the student. So from the beginning I have to help students 
to do the steps properly and to make sure that what they write they are convincing 
of what they writing and how to write to express their opinion. So if I didn't do 
these steps, I will not make sure that the work will be successful. 
Merra: for me giving the students chance to have their own discussion inside the 
class, to choose the topics is gonna be more motivated for the students and it 
gonna make them more enthusiastic and confident to ice-break the silence inside 
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the class because they have their own experiences so they gonna be more willing 
to share so they are gonna be less silent inside the class. So, they will listen to 
different perspectives, share ideas with others, search and read to support their 
views which will help them before writing. Simply put, classrooms’ 
discussions/debates assist students to improve their listening, speaking, reading 
and writing skills. These are the benefits that their anxious level is gonna be lower 
because they have background information about the thing that they are speaking 
about. They have a chance to contact with other or discussion with others freely 
with students and the teacher is monitoring from the other side. So I think it gonna 
be more motivated. 
Shaha: giving the students the freedom to put their point of view. They become 
more enthusiastic as they get more involved. So, I can say involvement. 
Fateen: reading before writing benefited students in which it widens their 
knowledge about the topics in addition to that they are reading about the topic 
from different perspective. This will enable them to understand more, accept 
more and be aware of what is going on around them.  
Hannah: new ideas to share and benefit from.  
In a classroom can you think of a change that you wanted to make but were 
not successful?  
Merra: sometimes students refuse to participate in topics that are taboos for 
example or topics that are politically blocked in certain contexts in Saudi Arabia. 
Sometimes choosing such kind of topics is gonna face resistant by students and 
they gonna keep saying I don't know, maybe, they give the minimum response. 
This is I tried to so once we try to discuss certain type of political views, students 
keep silent and they say that clearly we don't want this topic although some of 
them use that topic. They say this topic is difficult. We may face different type of 
problems so let's change it. Then I listen to what they need and I change it. Also, 
peer assessment. I try to use peer assessment for role plays so 2 students are 
gonna do the role play or maybe group of students and the other group may 
gonna have a checklist and try to assess it. Students got angry. I don't know why. 
I tried to have discussion with the students but what I listened to their point of 
views and they are not satisfied with it so I avoid it. I avoid peer assessment. 
Shaha: Even group work when you give them a group work they want to choose 
their own group. Why is the reason because we don't match. This is really a big 
word that I come a cross. So, this is why sometimes I plan to have a group 
presentation don't work. 
So what do you do in this case? 
Shaha: I have to minimize as I have to give them a chance to choose their own 
group. This is what I have to do because I have to control the class. I do not want 
to go against their needs. 
Merra: I tried once to force the students to work in a specific group because I was 
forced too in that course art of speech. There was part that includes 10 role play 
sessions then larger discussion sessions then at the end of the term we work with 
debate. At the first of the term regarding role play, I give them the freedom and 
what I noticed is that the weak students work together and weaker students are 
not learning from each other so I found myself facing a problem. During the group 
discussion, I divided with myself based on the students’ proficiency level. I put 
two excellent students in each group and 2 average and 3 weak students inside 
the group and I told them that it was a hard thing that I did it. I told them the whole 
group gonna have the same marks to insure that excellent students are gonna 
help weak students and weak students are working hard trying to get benefit from 
the group in which they are. So, they did a good job in that part, but 
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psychologically they were not secure enough or comfortably enough inside the 
class. And the third and fourth phase which is the presentation and debate I gave 
them the freedom to work in their own groups. Sometimes we found ourselves 
forced not to be critical to choose. Certain type of situation I think forces us to be 
more traditional to force students to be together. I'm gonna give them the freedom 
in certain cases but not in all cases . I am not gonna be too democratic unless I 
discover something else. (laughing) 
Noor: I noticed that preparatory year students unfortunately have bad idea that 
they cannot write or they cannot read. When I want to for example ask them to 
read, they keep silent. We don't know how to read. Write. We don't know how to 
write. They lack motivation to write  
Shaha interrupted: Unfortunately it is a huge problem from these students. The 
low proficiency level. 
Noor: this is a big challenge. They refuse to listen to the teacher at all. They just 
want to ask give us mark. We cannot do anything. This is the problem I faced 
with these students. They care about mark only. Some of the students’ proficiency 
level is low. They are weak students. 
Shaha: we find in the department the same thing. Average students  want to 
speak but they look around and they think that others might laugh with them. So, 
they keep silent.  
Noor: and some of them they do not know the importance of learning English. 
They say that for example science department. Why we learn this language or 
from Arabic or Islamic department so the idea I told them today reading class 
about the words that they used in airport. I told them ok you are in Arabic 
department but when you go to the airport do you know what these words? They 
said no. I said ok now it's time to learn this word. And I tried to tell them that these 
words help you in airport in a place that sometimes you need help. So why you 
don't learn it now. So I feel that some students participate and they show that 
they want to learn this language but it's very difficult with these students. 
Faten: not only students do not want to talk about taboos, teachers also are afraid 
of such sensitive topics. I don’t know how to lead them. I stay away from them.  
Hannah: not all prefer group work so it does not work always.  
So, in general what are the challenges you encountered while attempting to 
be critical in the classroom? 
Merra: regulation of the institution departments, limits that the curriculum puts for 
us. sometimes we have the chance to moderate and other courses we don't have 
the chance to. Time limit too doesn't allow us to modify. We have to follow certain 
objectives, certain topics and specific text books. So, I should not go out this 
unless I end up with what I'm required to do. Then, I might add, but I don't have 
time to add. See how complicated it is, and how I am restricted with the limited 
time they provide. How can I then be a critical teacher who apply new techniques 
or methods in my writing classroom? So, for me this is the most important 
challenge I have even if I have more information about critical pedagogy if I try to 
apply it inside the class the rigid curriculum that I have, the specification that's 
describing what I should do in each week and in each class controls me. This is 
the big challenge. The institution also considered another challenge.  
Shaha: rigid curriculum, lack of motivation. That’s it.  
Noor: as Manal said also the regulation it's very difficult. It's like a system we have 
to follow in the college. If we want to example invent something new or come up 
with something new, we have to start from the first year of the college because if 
the students know from the beginning for example, now we noticed the students 
they didn't know how to take note, how to for example summarize, a lot of the 
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things that they should know they didn't know. until to the fourth year they did not 
know about these things. So all these should be one of the requirements the 
university students should apply this regularly and they must know the 
importance of these things. But unfortunately here, no. the first year of the college 
they give us a short knowledge or something that does not help students to 
complete their study. So, I think the major problem is in the first year. Anything 
new or anything should be applied, should be applied properly in the first year of 
college. Otherwise it will be difficult for the students to apply when they go for 
example go to the third year or second year. The college has its regulations as 
well. Also, students’ lack of motivation to learn English and to write in English is 
another challenge. 
Merra: Even if you are asking to apply something in the first year the basic 
challenge that we have that we don't have the freedom to change anything. Do 
we have the freedom to make any changes? No. the institution itself the college 
itself let's say the curriculum designers inside that institution is gonna be the body 
who is controlling all these changes. So, the limits that we have as teachers I 
think we all agree that we have this as the basic challenge.  
Fateen: a big challenge as I said earlier might be the teachers themselves who 
used to follow traditional rules and know nothing about critical education. We 
need training. We need workshops. We need to read about real practices and 
experiences and how it works in similar contexts.  
Hannah: students, we teachers, them authority, our society sometimes. 
So as a conclusion now. Like suppose you were trying to encourage your 
colleagues to implement the concept of criticality in their teaching what 
would you say? 
Meera: that's a difficult question. (all laughing)  
Noor: be free but not too much with the students (laughing). freedom it's not a 
negative word. Not the freedom that you example let the students to take the 
roles of the teacher, no. we know that the education process or the learning 
process is interactive between the teacher and the students. Ok? But this time 
we want to be interactive but in a proper way. We want the students to hear his 
voice or her voice but not like as Manal said when we were students we cannot 
do anything. We cannot for example discuss in a freeway. But now I ask the 
students to discuss to for example participate, give us your opinion, give us your 
view or prospective but you still you have some rules you have something you 
have to follow. Why? Because we want to teach you. We want you to be a good 
graduate student. So even I give them the freedom but in a way that I make sure 
that I will work in the correct way. So there is some freedom. 
Merra: if we gonna speak about criticality as listening to the student voice as we 
defined it (Shabana interrupted): use controversial issues. Others can express. 
Other can discuss some critical issues. Controversial issues has to be discussed. 
Merra: give yourself a chance to try something new. Avoid doing the same thing 
that you have been to when you I was a student. Reflection is a need. So, this 
might be the advice. Allow yourself to discover something new. Try to reflect on 
these new strategies. Give yourself and your learners a chance to have 
discussion. 
Merra: for me if I'm gonna give advice to my colleague in order to encourage them 
to use critical teaching methods or pedagogy or whatever it is, I'm gonna tell them 
that if you want your class alive, if you want your students to learn much more, 
you may try to have the class as learner- centered more than teacher centered 
and you might focus on helping students to learn more than teaching them. 
Teachers need to change their roles in the class. That's it. 
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Shaha: I go with Manal learner-center than teacher center giving them the 
freedom that's allowed. Also, teachers’ traditional roles in leading the class should 
be changed. 
Noor: I don't want to be tough with them because they have some concept about 
the teachers that they are tough. No. he is not tough at all. He is a learner or a 
helper for you. If I'm successful in convincing the students that I'm helper. (Manal 
interrupted) 
Merra: they gonna accept things better. Yeah I agree with you. Just be flexible. 
Noor: yeah they ganna accept you. As I reflected before about the essay class, I 
said you write here, what do you mean by here, ok if you say here in a proper 
way and in a nice way I noticed the students read and they come many times to 
my office even not office hour. We write this. What do you think. I feel the students 
now as I'm a student like them. Now I participate with them as a student. Sit with 
them normally and give them the information generously not for example as some 
teacher. You have for example to read, I give them some duty but not too much. 
In this way I noticed the students can write. Even not all of the students but at 
least some of the students. So if I'm successful at convincing the students in my 
way, I think the students will be encouraged to love the subject and to work 
properly. 
Fateen: try to give up on the controlling role we play is difficult. So, challenge 
yourself and allow your students to share responsibilities with you. By doing this, 
we might feel that it is not only our job to teach students, but we are sharing and 
learning from our students at the same time. 
Hannah: be updated and open to new approaches and try them out. 
Ok thank you very much. 
 
 
  



 

405 

Appendix 5: Workshop slides 
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Appendix 6: books used in the workshop task 2 
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Appendix 7: workshop tasks 

Critical Pedagogy Workshop 3  
 
 

 
1. From reality: Examining textbooks - college level (20) 

 
Aim: to raise teachers’ awareness to the ideologies used in their 
textbooks, to trace any influence of criticality in these examples, and to 
compare with textbooks issued to L2 learners in the centres 
 

• Examine these examples from textbooks used at the college levels  
 
 

• In your opinion, which group sounds more critical? 

 

• Give reasons that support your judgment 

  

• Write a compare/contrast paragraph about the nature of ELT textbooks 
produced to the English industry (EFL/ESL) contexts and the ones 
produced to learners in the centres by referring to the design of the 
activities (are they relevant to students’ context, participatory in nature, 
emancipatory, do they affect their lives, etc.). 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………………………………………………………………………… 
……………………………………………………………………………………………
…………………………………………………………………………………………… 
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2. Lesson plan: (30 minutes)  

Aim: to create a lesson plan using aspects of Critical Pedagogy.  

• Work with your group to design a lesson plan using aspects of critical 
pedagogy by following the problem posing model steps. 
  

• Introduce your lesson plans to the whole group.  
 

• Comment on each other's lesson plans.  
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3. Reflection and Feedback (10 minutes)  

Evaluation form 

1. Have you understood the rationale behind the necessity of implementing 
CP in EFL? 
……………………………………………………………………………………
……………………………………………………………………………………  

2. Have you understood the main tenets of critical pedagogy? 
……………………………………………………………………………………
…………………………………………………………………………………… 

3. Would you implement some aspects of critical pedagogy in your 
teaching? 
……………………………………………………………………………………
…………………………………………………………………………………… 

4. Would you include some activities in your teaching using some tenets of 
critical 
pedagogy?..................................................................................................
.................................................................................................................... 

5. Are you willing to implement critical pedagogy in your teaching? Please 
provide reasons for your answers. 
……………………………………………………………………………………
……………………………………………………………………………………
……………………………………………………………………………………
……………………………………………………………………………………
……………………………………………………………………………………
……………………………………………………………………………………
……………………………………………………………………………………
…………………………………………………………………………………… 

6. What were the most applicable tenet(s) of critical pedagogy in Saudi 
EFL classroom? 
……………………………………………………………………………………
……………………………………………………………………………………
……………………………………………………………………………………
……………………………………………………………………………………
…………………………………………………………………………………… 

7. What were the least applicable tenet(s) of critical pedagogy in Saudi 
EFL classroom? 
……………………………………………………………………………………
……………………………………………………………………………………
…………………………………………………………………………………… 

8. Any other comments or suggestions  
……………………………………………………………………………………
……………………………………………………………………………………  
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Appendix 8: Task 2 lesson plans 
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Appendix 9: Observation form and example 

Teacher:  

Students’ level:  

Date: time:  

Observation: 

Area Note 

Classroom’s arrangement 
and atmosphere  

 

Objective of the writing 
lesson: (helping students 
to think critically, making 
changes in students’ 
lives, developing 
students’ critical 
awareness of the world 
around them) 

 

The nature of EFL writing 
materials/topics (using of 
controversial issues and 
generative themes to 
invoke considerable 
discussion and analysis; 
derived from the learners’ 
life situations, needs and 
interests; related to 
our students' culture; 
based on their social, 
economic and political 
situations) 

 

Methods used in EFL 
writing classrooms 
(applying problem-posing 
approach, modifying the 
content of the writing 
textbooks to suit 
students, encouraging 
students to read critical 
materials before writing, 
allowing students to 
choose the topics they 
would like to write about 
based on their interests, 
considering students’ 
previous information 
about the topic at the 
beginning of the class, 
engaging students in a 
cycle of dialogue, 
reflection and discussion, 
having a voice, permitting 
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them to play the role of 
teachers, having the right 
to challenge what their 
teachers say, challenging 
the taking for granted 
issues in their society, 
negotiating what and how 
to teach writing with 
students) 

Assessment procedures 
in EFL writing classrooms 
(using critical alternative 
assessment tools, 
considering formative 
assessment, consulting 
students on the content of 
the tests, trusting 
students to self-evaluate 
their written work, 
appreciating peer reviews 
as a source to provide 
feedback) 

 

Teacher’s role in the class   

Students' role in EFL 
Writing classrooms  

  

Teachers’/students’ 
relation  

 

 
Additional comments:  
 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………. 
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Post-observation interview: 
I would like to thank you for allowing me to attend your writing classes. The 
reason of this short interview after each observation is to help me understand 
how you have implemented CP in your lessons. It won’t take more than 10 
minutes. Some questions will top-up through the discussion. If you have any 
concern, please let me now.  
 

1. Briefly describe the aim of the lesson and whether it is achieved or not. 
2. What did you try to implement exactly from CP?  
3. Was it successful in your opinion? 
4. How was your students react to the lesson?  
5. Have you seen any difference in their writing after CP? 
6. Describe if there is any difference between your lessons before 

implementing CP and after.  
7. Have you encountered any difficulties while planning and producing this 

lesson?  
8. Are you satisfied with the classroom procedures?  
9. What do you think about the possibility of implementing some of CP 

principles in the writing classrooms/courses?  
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Teacher: Fateen 

Students’ level: Advanced (level 5)/writing 

Date: 02-12-2018 time: 8 am 

Observation (6) 

Area Note 

Classroom’s arrangement 
and atmosphere  

 

-The same classroom arrangements  
-The teacher is standing at the front, and the students are sitting 
in rows. 
-15 students attended this class.  
-The teacher is preparing the screen. She passes some printed 
articles about today’s topic “runaway girls”.  
She starts with a video about some Saudi girls who escaped 
and fled to different countries.  
-The girls are watching carefully. 
-Regarding classroom’s atmosphere, it is full of excitement, joy, 
challenge and emotions. The teacher and students were 
challenging each other. 
 

Objective of the writing 
lesson: (helping students 
to think critically, making 
changes in students’ 
lives, developing 
students’ critical 
awareness of the world 
around them) 

The aim of the lesson is to: 

- raise students’ critical awareness of the issue of power and 
relate it to their lives. 

The nature of EFL writing 
materials/topics (using of 
controversial issues and 
generative themes to 
invoke considerable 
discussion and analysis; 
derived from the learners’ 
life situations, needs and 
interests; related to 
our students' culture; 
based on their social, 
economic and political 
situations, 

  

-The discussed topic is controversial: 
If you have a power, what would you be/do. 
-The topic is chosen by the teacher after negotiation with her 
students. The teacher prepares some topics and asks her 
students to vote earlier. Then, the teacher chooses topics 
based on the highly-voted number.  
-from the discussed topics, it seems that the teacher is careful 
in her selection. She chooses topics based on her students’ 
needs and interests as she asks them about the preferred 
topics they like to write about and the students suggest new, hot 
and close issues from their own society.  
-so, today’s topic is related to students’ culture, social and 
economic life.   
 

Methods used in EFL 
writing classrooms 
(applying problem-posing 
approach, modifying the 
content of the writing 
textbooks to suit 
students, encouraging 
students to read critical 
materials before writing, 
allowing students to 
choose the topics they 
would like to write about 

-the teacher introduces the topic as a problem, she follows the 
5 steps pf problem-posing model. She starts with a video about 
power. After the video, the teacher asks her students to work 
with partners to write down a list of words that describe the 
content of the video. All are working and discussing together. 
The teacher makes sure that all are working. The students 
generate a list.  
Then, the teacher asks them to define the problem. All are 
working and engaged like bees. Then, after that they start to 
share their definitions. 
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based on their interests, 
considering students’ 
previous information 
about the topic at the 
beginning of the class, 
engaging students in a 
cycle of dialogue, 
reflection and discussion, 
having a voice, permitting 
them to play the role of 
teachers, having the right 
to challenge what their 
teachers say, challenging 
the taking for granted 
issues in their society, 
negotiating what and how 
to teach writing with 
students) 

 

Then, the teacher asks them to connect the topic to their life. 
Then, the teacher asks them to provide solutions to the 
problem. 
-hot discussion among the students is established.  
After the hot discussion, the students read an article about 
power.  
They are discussing and expressing their feelings towards the 
article. 
-The students challenge their teacher and the teacher challenge 
them. They agree on respecting each other’s’ opinions even if 
they do not agree. 
-The students’ voice is clearly heard and appreciated.   

Assessment procedures 
in EFL writing classrooms 
(using critical alternative 
assessment tools, 
considering formative 
assessment, consulting 
students on the content 
of the tests, trusting 
students to self-evaluate 
their written work, 
appreciating peer reviews 
as a source to provide 
feedback) 

- The teacher asks the students to start writing their essay. 
They have 50 minutes to write.  

-Some students get the chance to share their introduction in 
class. 

They provide one draft as formative, and they provide one-
final draft that is count. 

-There is a sign for peer reviews in which the students read 
and comment on their partners’ ideas. 

Teacher’s role in the class  -The teacher allows her students to lead the class this time.  
-The teacher listens to her students’ examples, praises them 
and provides a wide space for discussion. 
-The teacher is direct to the point and so organized. She is well 
prepared. 
-The teacher is open to everyone and every new idea. 
-The teacher is more a facilitator than a leader in this class.   
  

Students' role in EFL 
Writing classrooms  

-the students are working in pairs. During the discussion, the 
students are arguing and engaging in an effective dialogue 
about the provided topic. 
-The students are willing to take part in dialogue. They show 
signs of being responsible on their own learning as they were 
reading, searching and submitting their homework 
assignments.  
-The students are leading the class this time.  

Teachers’/students’ 
relation  

Love, care, support and appreciation from the teacher side 
towards her students.  
From the students, they appreciate their teacher’s effort in this 
class. 
 

 
Additional comments:  
In this class, Fateen enhanced her students’ imagination. She asked her students 
to imagine themselves in a higher position where they lead the educational 
process in Saudi Arabia. With questions like “what position would you choose? 
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Why did you choose it? What would you add or change? Why would you change? 
How would you change?”.  

 
Post-observation interview: 
I would like to thank you for allowing me to attend your writing classes. The 
reason of this short interview after each observation is to help me understand 
how you have implemented CP in your lessons. It won’t take more than 10 
minutes. Some questions will top-up through the discussion. If you have any 
concern, please let me now.  
Fateen: you are welcome, please start.   
Please comment on the following: 
   
Briefly describe the aim of the lesson and whether it is achieved or not. 
The aim of the lesson was to raise students’ awareness about power and its use. 

What did you try to implement exactly from CP?  

The questioning principle for sure, but this time I encouraged students’ 
imaginations. I wanted them to imagine themselves in positions, higher positions, 
to tell us what would they do.  

Was it successful in your opinion? 

Yes, it was. Every student was excited to think of a higher position. 

How was your students react to the lesson?  

Some of the students reached very sensitive issues or effects of power of different 
positions. They discussed the consequences of these positions on our social, 
economic, political and culture as well. 

Have you seen any difference in their writing after CP? 
 
The students in this class criticised some positions in a very effective way by 
providing suggestions on how to change some wrong practices. This is for the 
sake of enhancement. It is the first time I see my students discussing in such a 
considered way with tolerance and respect. 

Describe if there is any difference between your lessons before 
implementing CP and after.  

Honestly speaking, it is the first time I use this technique while teaching. It’s great. 
It’s different, special, unique what shall I say. I couldn’t imagine how smart and 
creative my students are. They have beautiful-critical minds where they imagined 
themselves leading not only the whole class, but also the whole world.  

Have you encountered any difficulties while planning and producing this 
lesson? I would say time.  

Are you satisfied with the classroom procedures? Yes, I am very satisfied to 
see my students talking and leading the class.  
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What do you think about the possibility of implementing some of CP 
principles in the writing classrooms/courses? As I said before, some of the 
principles are realistic and part of our daily life and human nature such as 
questioning. Therefore, I believe CP is possible in the writing classrooms.  
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Appendix 10: Interview form and example 

Interviewee:  
Number of interviewee:  
Level teach/skills:  
Location of the interview:  
Date:  
Length of the interview:  
 
 
Note: The interview questions will vary from one teacher to another based 
on their responses during the interview. However, here are some questions 
to be presented to all participants:  
 
To answer the first inquiry regarding teachers’ awareness of CP principles, the 
following questions will be asked: 

1. What is your teaching philosophy? 
2. What do you think EFL teachers’ goals should be? 
3. What are your teaching goals? 
4. What are your teaching goals in a writing course? 
5. In your classroom, how does the writing process proceed? 
6. In your writing class, who chooses the topics and based on what? 
7. What kind of topics do students write about? 
8. In your opinion, is there any need to connect the written word to the outside 

world? 
9. How do you assess students’ writing? What are the criteria? 
10. Are students engaged in the assessment process? 
11. In your opinion, what a good writing would be? 

 

We will reflect now on the CP workshop. 

1. Have you heard of CP before the workshop? 
2. What have you learned from the workshop? Did it add anything to your 

understanding of Critical Pedagogy (CP)?  
3. How would you define CP in general?  
4. How would you define CP in writing? 
5. Do you think CP is important in the EFL/writing classroom? 
6. Do you think that CP can improve students’ writing?  
7. Do you think that implementing CP will affect your teaching strategies? 

Explain. 
8. What do you think of writing in English as a means to raise students' 

awareness of themselves and the world around them? 
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9. what do you think about engaging students in dialogue and maximize their 
participation in your class? 

10. Do you think education should empower students? 
11.  Do you think education should be a lifelong process? 
12.  Do you think that you are willing to implement CP in your teaching? 
13. Do you think you are ready to implement CP? 
14. What is your overall reflection of the concept of CP? 
15. What is your overall reflection of the CP workshop? 

 
 

I will move to talk about the potential of CP in ELT. 

1. Do you think that CP is a need for higher education institutions in Saudi 
Arabia? 

2. How can EFL writing teachers implement CP principles in their classes 
while they are teaching from the assigned materials?  

3. Do you think as a writing teacher that you should have the opportunity to 
negotiate the syllabus and the subject matters with your students to come 
up with agreed topics based on their experiences, needs and interests?  

4. Do you think that students should have the right and voice to share and 
choose the subject matters?  

5. Do you think that students should be engaged in the assessment process? 
6. Do you think CP would change students’ writing strategies and outcomes? 
7. What approaches or methods can facilitate such a critical implementation 

in the writing classrooms? 

We will discuss the challenges of CP in ELT.  

1. In your opinion, is it difficult to implement CP in your classrooms?   
2. What are some challenges you may encounter in implementing CP? 
3. From your perspective, what factors might hinder students from applying 

CP while writing? 
4. After being exposed to CP, what do you wish to see different or changed 

in the ELT system in general and teaching writing in specific in the higher 
education institutions in Saudi Arabia? 

5. If I ask you to provide a final thought about CP, what would it be? 

My reflection: 
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Interviewee: Meera 
Number of interviewee: 6 
Level teach/skills: advanced – Applied linguistics 
Location of the interview: Library 
Date: 28/11/2018 – 3 pm  
Length of the interview: 60 minutes 
 
 
Note: The interview questions will vary from one teacher to another based 
on their responses during the interview. However, here are some questions 
to be presented to all participants:  
 
 
To answer the first inquiry regarding teachers’ awareness of CP principles, the 
following questions will be asked: 

1. What is your teaching philosophy? 

Investing in the new generation. It is not about conveying or providing knowledge 
but teaching should be about learning skills for life, values.  So, a teacher is just 
a facilitator of learning more than a bank of knowledge. 

2. What do you think EFL teachers’ goals should be? 

EFL teachers should teach students how to master the language as well as 
teaching them something about cultures since they are studying another 
language, they should be aware of the other language’s culture, compare it with 
their own and reflecting on both focusing on the idea that learning another 
language does not mean imitating this language’s culture. No. 

3. What are your teaching goals? 

I have some personal goals which is to be one of the most effective source of 
inspiration for my students. So, to be unforgettable teacher and who is always 
remembered. A teacher who has an effect, good effect on students in general, in 
all sides whether academics, personal, values all these things. On the teaching 
level, my goal is to help my students to learn and to keep that learning outside 
the controlled academic phase.    

4. What are your teaching goals in a writing course? 

Teaching writing course should be about helping students to master writing as a 
well piece of written product that carry a massage about a specific genre 
correctly, accurately and make it more enjoyable I mean the text. 

5. In your classroom, how does the writing process proceed? 
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Usually it is following the pre-writing, writing and post-writing process. I follow the 
process approach in teaching writing. In the pre stage, it is about activities that 
help students worming up, brainstorming, helping students to generate ideas 
based on discussion, sharing point of views and all these things. There ganna be 
finding, exploring or sharing ideas to develop them. in the writing stage, I am 
monitoring and facilitating their writing ability. They goanna write in class, and I 
focus on forcing the students to write in class because it is very important. In the 
final phase, it is about providing feedback, focusing or the repeated mistakes 
without mentioning names, giving a summary for the rules that should be followed 
in the writing process.   

6. In your writing class, who chooses the topics and based on what? 

See, it depends. Some of the topics in the writing course should be obligatory by 
the course specification or textbook. If it is practice, it is flexible to be by the 
teacher or the students. Sometimes when my students do not or could not agree 
on a topic, I chose for them. It is based on their interests and needs for sure.  

7. What kind of topics do students write about? 

Books include too general topics, boring topics sometimes. Students chose topics 
that are related to their social context. Sometimes I found myself choosing these 
general topics to avoid the blame on choosing controversial issues. So, it is a 
variety of topics but usually it goanna be something general, academic, 
something has relation to facts in life or social context.  

8. In your opinion, is there any need to connect the written word to the outside 
world? 

See. If we are asking the same person to write about something he experienced 
and something new or abstract for him for sure definitely the topic he has 
experience with is goanna be more developed, more intense regarding meaning 
ideas. So, I am with having writing topics based on the students know and are 
familiar with. So, they can express their ideas and themselves. 

9. How do you assess students’ writing? What are the criteria? 

I provide a rubric after checking its relevance to the discussed writing genre. 
The students write following the criteria in the rubric in order to have the 
expected grade. Then, I grade their papers and provide a final grade. This is 
how the current assessment process works in my writing classes. I am in 
control of the assessment process including feedbacks without engaging 
students.  
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10. Are students engaged in the assessment process? 

No not at all. Sometimes in minor activities we do peer feedback or correction 
but it doesnot count. So, inside the class, we do sometimes a type of activity 
to develop ideas or some structures. But this is not including in the formal 
assessment. It is informal assessment. But regarding formal assessment it is 
all teacher-based. 

11. In your opinion, what a good writing would be? 

A good writing in general would be a piece of writing product that carry a message 
clearly, accurately with correct grammar with proper punctuation that follow all 
the writing rules as well as well developed connected piece that has a coherent 
and cohesion. A good writing is a piece that a reader enjoys reading it. 

 

We will reflect now on the CP workshop. 

1. Have you heard of CP before the workshop? 

No, I have never ever heard about CP as a concept. I have read some articles 
about the importance of relating topics to the culture or social life but not under 
CP. 

2. What have you learned from the workshop? Did it add anything to your 
understanding of Critical Pedagogy (CP)?  

See. From the workshop, I have learned about connecting the social life to the 
classroom is a need and must where students can interfere and give their 
opinions. I learned that the teacher should not do everything inside the class. 
Yes, I believe that the teacher should be a facilitator but after that workshop I 
discover another meaning for facilitator which is not only facilitate learning but 
help facilitate helping students to create their learning context. I learned that it 
would be more positive in the productive classes such are speaking and writing 
because it goanna give students more chances and opportunities to achieve the 
goal of such courses especially in the foreign language context because here we 
do not have exposure and if they have something that is related to them controlled 
by them, it goanna be more involving to the students. In fact, I think CP is taking 
its principles from Islam or it is quite similar to our Islamic principles. We are all 
equal. We reach God by questioning. We support and help each other. We share 
our money with poor people so we have love and care for others. The Islamic 
principles are critical in nature, this is what I realise and conclude from the 
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workshop. 

3. How would you define CP in general?  
I think it is a teaching context in which a student has more freedom to participate 
and select the material in developing procedures inside the class in which the 
learner not taught but learn throughout activates monitors by the teacher and all 
should be related to students’ context such as social, political, economy and 
whatever context they live. 
 

4. How would you define CP in writing? 
For me, I think it should mean having students as the major participants in 
designing and choosing the teaching materials, activities and assessment as 
well. So, the students are the core of the class and goanna be the essential part 
of the class. It is a method that creates a learner-cantered class. 
 

5. Do you think CP is important in the EFL/writing classroom? 
For sure, it is important since it involves the maximum involvement of the students 
in the class. See, in foreign language, learners could hardly find the needed 
exposure to this foreign language. Using CP in class increases this opportunity 
for students have the chance to be more involved. Even low-motivated learners 
will be encouraged to speak up because for sure every student has something to 
participate especially if it is related to them which will be reflected in their writings. 
It goanna provide the maximum involvement so it goanna be more learner-
cantered class and more exposure to the language. It does not mean to be perfect 
or have a perfect class. The teacher should be there watching, monitoring, 
helping and facilitating. This involvement is vital in all classes. For example, 
questioning the taken-for-granted knowledge in order to change and come up 
with something new, advanced or something even developed that benefits the 
whole community is essential in any classroom not only writing. I also started to 
question my role in classroom as an active soul.      
  

6. Do you think that CP can improve students’ writing?  

If we are speaking about the writing content I think CP will have vital influence 
and the impact on students writing. I think it will affect positively because 
throughout discussion, agreement and disagreement happens in the discussion 
phase in the writing class, students will have their ideas more developed on what 
they are discussing because they know it and feel it and have something to say. 
So, the content of the writing going to be more developed. Regarding are the 
criteria of the writing other than content like grammatical rules, spelling, 
punctuation I mean mechanics of writing and the language itself, may be 
regarding the language it will help as well because students will listen to different 
concepts from their peers and teacher in the discussion. They will learn new 
words. So, it helps. Let me add here Huda that we are basing our teaching on 
solid relationship with our students as responsible entities who can challenge 
everything. 

7. Do you think that implementing CP will affect your teaching strategies? 
Explain. 

Yes, it will affect it. It’s goanna make the teacher more or it needs or maybe it 
forced the teacher to modify the teaching strategy to be more flexible, and the 
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teachers role will be more monitoring rather than lecturing. I think also it depends 
on the flexibility of the teacher. So, I think with CP our strategies should be 
different because the nature of the class has to be different. The strategies that 
the teacher have should include a plan B inside the class.so yes it is totally 
different from the traditional strategies we are doing even when we are trying to 
engage students more but it is traditionally controlled. Everything is controlled by 
the teachers regarding activities or materials. The first thing CP will change is it 
that teacher are not controlling everything any more, and the teacher should 
accept. 
 

8. What do you think of writing in English as a means to raise students' 
awareness of themselves and the world around them? 

See, when you asked me above about my teaching philosophy, I told you it is 
about investment in my students and if I really believe in the idea of investment 
in the new generation and, one great start for investment is raising students’ 
awareness of themselves and the society, about accepting others’ opinions, 
about arguing and not fighting, about things that are stated as facts, for sure it’s 
a chance as a new method of teaching, it is a chance to help them to critically 
look at each decision they make, considering each choice they have, for sure it 
will improve them on the personal level. It also causes improvement on writing as 
a skill. So, we are achieving a duplicated goal and this could be nothing other 
than a positive thing. 
 

9. what do you think about engaging students in dialogue and maximize their 
participation in your class? 

See, I think students learn a second language in order to use it outside the 
classroom and in other contexts. This is the basic goal they have when they 
choose to study English language. So, we are teaching them skills beside 
linguistics and literature but what they are going to have outside the classroom 
when they graduate or joining the job market is these conversations with others. 
so, focusing on helping and then speaking out, expressing themselves 
accurately, teaching them how to use or let’s say how to behave well in any 
spoken discourse, it’s going to be a must and it should be a need or a goal that 
learning a language should care about and include it as a base or goal of any 
language program. And when I said behave, I meant accepting others, 
understanding others’ point of views, knowing how to disagree with others politely 
and respecting them. 
 

10. Do you think education should empower students? 
While the educational system is redesigned, the government has stated that we 
want to have free education to develop the Saudi nation. So, in order to develop 
your nation, you need to develop or empower young learners by making them 
able to speak, analyse things, criticise things, study each option they have from 
different angles so all these are under the umbrella of empowerment. I think 
education should be in the basic source of empowerment because it is going to 
provide learners with the correct meaning of empowerment. If we are not going 
to empower them here inside the classroom or inside the educational institutions, 
they may get the word in a negative way where terrorism might start. So, the 
positive meaning of empowerment should be started in the educational system 
of any country. What happened long time ago and the controlling way of teaching 
created extremists. Those who did not have the chance to think or speak or share 
were waking up wrongly, they hated and killed others who belong to a different 
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religion or group. Our students need to be empowered safely inside critical and 
democratic educational settings where they have the chance to think, reflect, 
engage, negotiate, listen, understand, appreciate, respect and accept others. 
This is how we empowered our students. and our educational system should be 
the source of empowerment that leads to live in harmony with different humans 
as at the end we are all human beings. What would you expect from the new 
generation who used to describe, discuss, express, negotiate, reflect and decide 
on what is better. They will always think of how to do things better for their own 
benefit first and then for the whole community. In the writing classroom in specific, 
I would expect having critical writers who produce unique written texts 
considering their own lives and the surroundings. 
 

11.  Do you think education should be a lifelong process? 
I don’t only think so but I believe in that education should be a lifelong process 
because in each situation even my number one learners will benefit and learn 
some lesson. From being a kid to a mature person, you are still learning. Even 
teachers are learning and should have the idea that they may learn from their 
learners. This is their flexibility that I mentioned before. 
 

12.  Do you think that you are willing to implement CP in your teaching? 
Wallah,I hope to, but it depends on whether I will be administratively supported 
or not. We are speaking about the Saudi context, this context has too many limits. 
But if it comes to me, for sure I will implement CP without thinking. I am with 
anything that provides wideness for me and my students. I love to try new things, 
things that are different. 

13.  Do you think you are ready to implement CP? 
And this level, I’m not ready because I need improvement on the teaching skills, 
I need more improvements regarding the concept of critical pedagogy. yes I could 
design a some plan implementing some of critical pedagogy principles. Yes, I can 
understand what is critical pedagogy but I need improvements regarding 
difference details like materials, I want to attend different workshops regarding 
aims are using different models. All the things that we had encountered in the 
workshop, I need to be able to do it myself. 
 

14. What is your overall reflection of the concept of CP? 
It I think that it is something. It is like opening the student eyes from a wider angle. 
So, it is a development. I cannot say it.  The idea itself is not connected in my 
mind, give me a second please. I think that it is something about should be 
considered because it is a need for the new generation, it aligns the future 
promising vision of 2030 as we are in a big mission where the whole country is 
taking responsibility of being Saudi Arabia. So, if we are thinking of improving the 
country we need to start from education by changing the traditional methods in 
teaching. We need this freedom especially in this level, the college level. 
  

15. What is your overall reflection of the CP workshop? 
It opens my eyes on something new, something absent in my context. It widens 
the self-improvement needs. I think the person who attended that workshop will 
have a different goal regarding self-improvement as a teacher, as a person, as a 
parent. I think it was in general a positive thing a nice experience. It shed the light 
on the importance of analysing, criticising, changing, reflecting and acting in order 
to make an appropriate decision. It isn’t about right or wrong, but it is more about 
the ability to do or encouraging others to do. 
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I will move to talk about the potential of CP in ELT. 

1. Do you think that CP is a need for higher education institutions in Saudi 
Arabia? 

Few minutes ago, I said that if it doesn’t find a place in all educational stages, it 
should be at least included in postgraduate and undergraduate levels. Yes, it is 
a must in higher education at least in the last two years of higher education levels 
and students should be ready to start the field with the ability to think critically, 
negotiate, search and looking critically to even minor things in their lives. How 
can we still be traditional in this craziness we are living in as everything is 
changing rapidly and we are changing as well. Unfortunately, it is from top-down. 
A controlling authority is controlling us, administration. Sorry it is not controlling 
but it is banding us. 

2. How can EFL writing teachers implement CP principles in their classes 
while they are teaching from the assigned materials?  

As long as we do not have the chance to change the things we have, creating a 
balance is going to be a hard task for ESL/EFL teachers. See, we can have critical 
pedagogy as partial usage for implementation in our classes and I think it would 
be implemented in practice or activity phase otherwise we couldn’t change the 
reality. I only can add or modify the provided materials to sort my students 
situations. 

3. Do you think as a writing teacher that you should have the opportunity to 
negotiate the syllabus and the subject matters with your students to come 
up with agreed topics based on their experiences, needs and interests?  

See, if you are talking about skills like speaking, writing, listening and reading, 
I’m 100% I agree with or fight for negotiating the syllabus with students because 
as long as they love the topics and they feel that it is related to them, they goanna 
be more predictive in which they have something to say. So, many silence 
problems inside the classroom will be solved by allowing students to choose 
topics they want to talk about. However, another courses that include knowledge 
about the language itself such as linguistics, I am talking here about Saudi 
students, they tend to simplify things or care about having things simplify. So, I 
think negotiating syllabus in these courses shouldn’t be done with students. So, 
skills courses which are the core of teaching a second or foreign language yes 
students should be engaged choosing topics and syllabus and their voice should 
be heard regarding what we are discussing to increase their involvement and 
encouraging them participation in the class. 

I think you answered the following question which is: 

4. Do you think that students should have the right and voice to share and 
choose the subject matters?  
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Laughing, I’m done. 

5. Do you think that students should be engaged in the assessment process? 

I think if students are participating in the assessment process, they will learn 
something for sure, but the question here is whether they are ready for this or 
not, weather they have courses that teach them the real meaning of 
assessments, whether they have validity in their assessment, whether their 
assessment is reliable all these things make me rethink about it and worry a bit. 
I think they will be learning if they are engaged in the assessment process but I 
need to make sure that they are not affecting themselves or others negatively. 
So, yes if they are aware of how and why they are engaged in this process. If 
they are aware, it is welcoming and I will try it for sure. Honestly speaking I 
couldn’t provide a clear-cut answer here because I haven’t tried this before but I 
am willing to try it for sure. 

6. Do you think CP would change students’ writing strategies and outcomes? 
Yes for sure since teachers strategies are changed, learners the strategies will 
be changing as well. They will be more independent, they will be more caring and 
responsible is to do more work. They will be more involved in which they are 
using the language more. So, I think it’s going to affect their strategies in general. 
As I told you, I follow the process approach with my students. So, with CP and 
problem-posing model in specific, my students start with brainstorming, 
connecting, categorising, equalising, titling, ordering, paraphrasing, framing, 
voicing and finally self-correcting. We have been practising on this from the 
information you gave us in the workshop. Regarding the outcomes I think they 
need to be testing, but from what I have seen till now, changes in the produced 
texts this term after implementing CP is noticeable at least on the personal level. 
Students’ voice could be heard in their writings. I think that its goanna have an 
effect on the person level, on the thinking skill level of their writings based on their 
creativity and imagination.   
 

7. What approaches or methods can facilitate such a critical implementation 
in the writing classrooms? 

I think their task-based teaching could help where they will have a task and with 
CP the student will have the opportunity to design the task or the topic. Also, 
communicative approach can be modified through combining some of the critical 
pedagogy elements or principles what’s traditional approach is definitely 
excluded from teaching. Maybe content-based methods that focus more on 
content in which they choose a content that is related to their experiences and 
live I think we could create something critical. Using reading materials, group 
work, although some students do not like it and consider it waste of time, dialogue 
all are important.  

We will discuss the challenges of CP in ELT.  

8. In your opinion, is it difficult to implement CP in your classrooms?   
It is not an easy task but at the same time I am not goanna say it is impossible. 
So, I’m going to say that there will be some challenges. 
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9. What are some challenges you may encounter in implementing CP? 

It has some challenges on teacher level, on the learner level and on the 
administration or authority as well. So we goanna have them one by one. On the 
teacher level, the teacher should be developed and trained to be a transformative 
educator rather than the usual idea of being a traditional instructor. The teacher 
should to be in a training program that includes suitable and possible scenarios 
because it is not going to be easy inside the classroom. Teachers will have 
difficulties and challenges. So, the teachers should be prepared to deal with 
different situations. So, training is the first difficulty or challenge that should be 
solved. Other than this, it would be difficult to control or implement critical 
pedagogy if they don’t themselves, I mean teachers, have control on materials, 
strategies or the course they are teaching. You know, we are unable to choose 
the chorus we want to teach. So, the teachers found themselves first to follow 
specific criteria, procedures, specification designed from top without being able 
to participate in designing this is the specification. I can see that this is the big 
challenge that we have. So, you have an objective that should be obtained at the 
end of the term and you have time limit only some few months and List of chapters 
and topics you need to cover and finally your evaluation will be on how you cover 
what you are asked to do and the strategies that we are using and even each 
strategy is provided of course in the specification that we have to follow. We are 
required to follow everything as if they are coming from a Holly book that you 
should follow a step by step. With these difficulties, how can we be critical in such 
a fully controlled atmosphere that receives instructions from higher authoerity. 
This is a big challenge I believe. The authority or education administration in 
Saudi Arabia participate in that thing by creating these specifications for the 
teachers. They are killing the teachers’ freedom. So, if there is an ambitious or 
passionate teacher who is willing to change, yes I can do it inside the classroom 
but if the students complain or the authority body knows about this, that teacher 
is goanna be blamed and the evaluation will be affected for sure. Also, this society 
governs by traditions and judgements.  So, judgements are given to people based 
on what they are saying. So, the basic thing that scares students from 
participating is going to be fear. We are living in a small community, and it is scary 
that others judge you wrongly. That’s why many prefer to keep silent. All these 
things are challenges and difficulties encounter teachers and prevent them from 
moving forward. 
 

10. From your perspective, what factors might hinder students from applying 
CP while writing? 

Fear is going to be the basic factor. Fear of discussing social issues, fear of 
presenting their point of views to others if they are different from the common use 
or ideas in the community, fear of expressing their inner views or perspectives. 
Sometimes people do not accept each other’s idea we could not deny that in our 
community we still judge others although we’re having a new generation who 
have more awareness than what we had before regarding some sensitive issues, 
still they judge others. So, judgements are given to people based on what they 
are saying. So, the basic thing that frightens students to participate is going to be 
fear. We are living in the small community, and that that is a scary that others 
judge you wrongly. If you said something others do not like. They will speak about 
it and judge you which would reflect a bad reputation. Another challenge is that 
students are used to be in a typical and traditional classes for many years. So, 
trying something new is not an easy task for them. Accepting the idea that they 
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have the right or ability to express themselves, things were taboos before are 
okay to be discussed now, challenging the teacher and saying no which is 
forbidden in our classes are now okay with critical pedagogy. It is hard for 
students understand this. I believe that these challenges would affect them. So, 
they resist you. I remembers when I was a student that I hated a teacher because 
I thought she wasted my time when she opens the space for discussion. I judge 
her as non-professional teacher who knows nothing about teacher. I did not 
appreciate her efforts until I became a teacher and tried this method with my 
students. I realised that she was engaging us in dialogue and encouraging us to 
express our feelings to reflect on our own experiences. When I have done this in 
my classes, my students loved me and when you students loved you, you will be 
able to convince them to speak up. Also, assessments may hinder students from 
participating freely or participating fully in such a critical environment. The 
students should be 100% sure that the teacher is critical in nature and would 
facilitate this critical environment inside the classroom. As a student, if I see my 
teacher critical in nature, in talking, in thinking, in dealing, in assisting me without 
being negatively affected, yes I be critical as my model teacher. So, the trust 
factor between students and teachers in which the teachers allow the self-esteem 
or allow the students to spell out what they have without any restrictions.  
 

11. After being exposed to CP, what do you wish to see different or changed 
in the ELT system in general and teaching writing in specific in the higher 
education institutions in Saudi Arabia? 

Actually, “I hope or I wish that the ambitious teachers are taken into 
consideration and giving some freedom to practise what they feel appropriate. 
I am not against the overall objectives of every course, but let the teachers 
achieve these goals using their own methods. Give me this flexibility to choose 
the materials, the books or to use whatever method I want to achieve these 
goals. We need many sources and materials in our classes. I am not again I 
am not against these goals for the program in general or foe each course but 
I want these goals to be achieved based on me. I want them to be teachers-
based. Also, I wish to have more training for the teachers. This training is 
goanna be just like paving the way for the teachers. I wish that students I’m 
going to be more engaged in their learning process in all aspect. In a writing 
classroom, there shouldn’t be more giving information. It should be a class of 
application where students practice writing more. I wish to have a writing 
course where my students have the chance to write as much as they can. If I 
am a learner, I would to have a written text that is done inside the classroom 
and received feedback on it regarding the contents not the structure or 
mechanics. I want my students to read before writing. I want my students to 
have the ability or confidence to correct their papers themselves. Feedback 
should be given in several ways rather than a final grade such as discussing 
common errors done by the students from their own writing texts rather than 
teaching grammar. So, in a writing classroom, developing idea should be 
done inside the classroom. It shouldn’t be a class based on theoretical 
framework rather practice. I think we’ve had enough from this traditional and 
boring process. So, I wish to have a class in which there are more and more 
and more writing, I mean real writing not sentences. 

 
12. If I ask you to provide a final thought about CP, what would it be? 
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It would be a teaching methodology that care more about learner as a whole and 
that is learning and improving at the same time. A methodology that helps 
teachers to go deeper inside the learners’ mind, framing some values, excepting 
others, understanding others. It is a methodology dad helps student to rethink 
about things that they have taking for granted before. It is a method that may 
create or may provide a society with members who are able to evaluate things 
more deeper and more better. We need time. We need balance. And we need to 
move step by step. 

My reflection: 

Meera is an example of a teacher who is willing to change and implement new 
methodologies in her classes. She told me that CP aligns with her visions of being 
a role-model teacher. She believes in the necessity of establishing a good 
relationship with her students in order to engage them in discussion, choose 
topics they want to write about and be able to talk freely without restrictions. She 
believes in establishing a safe environment for her students where they accept, 
respect and don’t judge each other. With CP, Meera is a good example of a 
transformative educator who is willing to change things around. She is a decision 
maker and stubborn who does not care about regulations because I remember 
she told that she has changed the whole provided approach in one of the classes 
and achieved the course objectives following her own ways based on what her 
students’ want and need. She is a risk taker because she told my that her 
evaluation might be affected because she did not follow the provided 
methodology but she said “I don’t care about authority. I only care about my 
students. Let them question and investigate if they care, but they do not care”.   
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Appendix 11: reflective journal and example 

 
Course:  
Date:  
Instructor:  
 
Reflective journal ( ) 
 
Please comment on the following: 

1. How did the implementation of some of CP principles in the writing class 
go through? 

2. Have you encountered any difficulties while planning and producing this 
lesson? 

3. What was different? 
4. What do you think about the possibility of implementing some of CP 

principles in the writing classrooms/courses? 
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Course: Composition (3) 
Date: November 28, 2018 
Instructor: Hannah 
 
Reflective journal (4) 
 
Please comment on the following: 

1. How did the implementation of some of CP principles in the writing class 
go through? 

I would like to share my joy today because of the joining of 3 students who 
preferred the traditional method of teaching and writing. I did not push them 
or force them to do anything but they told me after the class that they like it, 
enjoy it and love it this way. I think giving them the freedom to decide in such 
an encouraging environment pushed them to speak up to break their silence 
and resistance.  

2. Have you encountered any difficulties while planning and producing this 
lesson? 

I felt that I was losing control a bit inside the classroom in which some 
students were continue talking and discussing while other students were 
busy writing. I did not want to give an order and stop them. However, they 
interrupted others and did not finish the written task. I know discussion is 
essential in the writing class and would develop students’ ideas. But I was 
upset that my students didn’t write enough in this class. I would say time 
is not enough. Two hours a week for writing is not enough. So, I would say 
time is a big challenge in today’s class. 

What was different? 

CP teaches me how to consider my students in the teaching process in 
which we sit together and comment on what to add or change in the 
coming classes. My students are integrated in the writing classroom where 
they suggest and think of hot topics in social media regarding their own 
culture. They also can reflect on what is happening elsewhere in a 
respectful-considering way. I also taught grammar in my writing class this 
term implicitly based on my students’ suggestion as we were choosing 
some common grammatical errors from their written texts and started 
practising together. So, we assessed each other in a supportive way. 

3. What do you think about the possibility of implementing some of CP 
principles in the writing classrooms/courses? 

We are living in a sensitive time I think. We are about to give up the old 
myths we believed in long times ago. The government is ready and 
working hard to change the society vision towards the self, women and 
others. Our students are willing to change as well. We just need time to 
make things look normal to those who are against change. To achieve 
empowerment in EFL classrooms, ELT textbooks and the chosen topics 
should be related to our students’ culture so they can talk and express 
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their opinions based on reality. When students start their learning process 
from what they have and know, they will be empowered. 
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Appendix 12: conference presentation 
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Appendix 13: permission letters 
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Appendix 14: ethical approval 
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Appendix 15: consent forms 

Consent Form (Group Interview) 

 

GRADUATE SCHOOL OF EDUCATION 

I have been fully informed about the aim of this study which is to 
introduce critical pedagogy among English language teachers at 
tertiary level in Saudi Arabia. This study also aims to explore EFL 
teachers’ views towards its implementation at the EFL writing 
terrain, in specific, and to investigate its feasibility and challenges 
from teachers' perspectives. My participation in this study will be 
through interviewing me in a group of 5 participants for 45-60 
minutes. Although, the interview will be recorded, all information I 
give will be treated confidentially as the researcher will make every 
effort to preserve my anonymity. I understand that there is no 
compulsion for me to participate in this research and, if I do choose 
to participate, I may at any stage withdraw my participation. I also 
understand that any information which I give will be used only for 
the purposes of this research, which may include publications.  

Printed name of participant: 

Signature of participant: 

Date:  

One copy of this form will be kept by the participant; a second 
copy will be kept by the researcher. Contact phone number of 
researcher: 00966595666712/0047490215020 

If you have any concerns about the project that you would like to 
discuss, please contact: Huda Al-Ateeq (ha328@exeter.ac.uk)  

or Salah Troudi, (S.Troudi@exeter.ac.uk) 
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Consent Form (individual interview) 

 

GRADUATE SCHOOL OF EDUCATION 

I have been fully informed about the aim of this study which is to 
introduce critical pedagogy among English language teachers at 
tertiary level in Saudi Arabia. This study also aims to explore EFL 
teachers’ views towards its implementation at the EFL writing 
terrain, in specific, and to investigate its feasibility and challenges 
from teachers' perspectives. My participation in this study will be 
through interviewing me for 40 minutes. Although, the interview will 
be recorded, all information I give will be treated confidentially as 
the researcher will make every effort to preserve my anonymity. I 
understand that there is no compulsion for me to participate in this 
research and, if I do choose to participate, I may at any stage 
withdraw my participation. I also understand that any information 
which I give will be used only for the purposes of this research, 
which may include publications.  

Printed name of participant: 

 Signature of participant: 

 Date:  

One copy of this form will be kept by the participant; a second 
copy will be kept by the researcher. Contact phone number of 
researcher: 00966595666712/0047490215020 

If you have any concerns about the project that you would like to 
discuss, please contact: Huda Al-Ateeq (ha328@exeter.ac.uk)  

or Salah Troudi, (S.Troudi@exeter.ac.uk) 

  



 

454 

Consent Form (Observation + Post-
Observation Interview) 

 

GRADUATE SCHOOL OF EDUCATION 

I have been fully informed about the aim of this study which is to 
introduce critical pedagogy among English language teachers at 
tertiary level in Saudi Arabia. This study also aims to explore EFL 
teachers’ views towards its implementation at the EFL writing 
terrain, in specific, and to investigate its feasibility and challenges 
from teachers' perspectives. My participation in this study will be 
through observing me teaching in writing classrooms. After each 
observed session, I will participate in post-observation interview to 
reflect on the observed lesson. The post-observation interview will 
take up to 10 minutes only. The data from the observation will be 
transcribed in note fields. The data from the post-observation 
interview will be recorded. However, all information will be treated 
confidentially as the researcher will make every effort to preserve 
my anonymity. I understand that there is no compulsion for me to 
participate in this research and, if I do choose to participate, I may 
at any stage withdraw my participation. I also understand that any 
information which I give will be used only for the purposes of this 
research, which may include publications.  

Printed name of participant: 

 Signature of participant: 

 Date:  

One copy of this form will be kept by the participant; a second 
copy will be kept by the researcher. Contact phone number of 
researcher: 00966595666712/0047490215020 

If you have any concerns about the project that you would like to 
discuss, please contact: Huda Al-Ateeq (ha328@exeter.ac.uk)  

or Salah Troudi, (S.Troudi@exeter.ac.uk) 
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Consent Form (Reflective Journal) 

 

GRADUATE SCHOOL OF EDUCATION 

I have been fully informed about the aim of this study which is to 
introduce critical pedagogy among English language teachers at 
tertiary level in Saudi Arabia. This study also aims to explore EFL 
teachers’ views towards its implementation at the EFL writing 
terrain, in specific, and to investigate its feasibility and challenges 
from teachers' perspectives. My participation in this study will be 
through writing some reflective journals about my experience in 
implementing critical pedagogy principles in my EFL classrooms. 
All information I provide will be treated confidentially as the 
researcher will make every effort to preserve my anonymity. I 
understand that there is no compulsion for me to participate in this 
research and, if I do choose to participate, I may at any stage 
withdraw my participation. I also understand that any information 
which I give will be used only for the purposes of this research, 
which may include publications.  

Printed name of participant: 

 Signature of participant: 

 Date:  

One copy of this form will be kept by the participant; a second 
copy will be kept by the researcher. Contact phone number of 
researcher: 00966595666712/0047490215020 

If you have any concerns about the project that you would like to 
discuss, please contact: Huda Al-Ateeq (ha328@exeter.ac.uk)  

or Salah Troudi, (S.Troudi@exeter.ac.uk) 
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Consent Form (Workshops) 

 

GRADUATE SCHOOL OF EDUCATION 

I have been fully informed about the aim of this study which is to 
introduce critical pedagogy among English language teachers at 
tertiary level in Saudi Arabia. This study also aims to explore EFL 
teachers’ views towards its implementation at the EFL writing 
terrain, in specific, and to investigate its feasibility and challenges 
from teachers' perspectives. My participation in this study will be 
through attending three workshops about critical pedagogy. Each 
session will take an hour. All information I provide will be treated 
confidentially as the researcher will make every effort to preserve 
my anonymity. I understand that there is no compulsion for me to 
participate in this research and, if I do choose to participate, I may 
at any stage withdraw my participation. I also understand that any 
information which I give will be used only for the purposes of this 
research, which may include publications.  

Printed name of participant: 

 Signature of participant: 

 Date:  

One copy of this form will be kept by the participant; a second 
copy will be kept by the researcher. Contact phone number of 
researcher: 00966595666712/0047490215020 

If you have any concerns about the project that you would like to 
discuss, please contact: Huda Al-Ateeq (ha328@exeter.ac.uk)  

or Salah Troudi, (S.Troudi@exeter.ac.uk) 

 
 
 
 
 
 


