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Abstract 
In recent years, educators have emphasized the important role of critical thinking in university 
instruction. In foreign language classes, particularly, the ability to think critically has become a crucial 
attribute expected of university graduates. Teachers need to consider the development of critical 
thinking in designing foreign language curricula because language development and thinking are 
closely related and the teaching of higher-order thinking like critical thinking is very effective for 
students’ achievement and success in the 21st century. In Algeria, critical thinking has not yet 
permeated across EFL university curriculum and many English language classes fail to teach critical 
thinking. Educational and cultural surrounds could have important implications for the development of 
critical thinking among university students. This paper will first review the concepts of critical thinking 
and cultural conditioning. Then, it will examine the extent to which culture exerts an influence on the 
teaching and learning of critical thinking in EFL tertiary education in Algeria. To this end, qualitative 
research interviewing is used as a method for data collection.  

Keywords: Critical thinking, culture, cultural conditioning, EFL (English as Foreign Language), Algerian 
University. 

1 INTRODUCTION 
Critical thinking (henceforth CT) has been of vital significance and is seen as an essential learning 
outcome for higher education. Educators agree that improving students’ CT skills has a crucial 
influence on and lead to students' success in their academic studies and professionalism in their 
careers. For that reason, many colleges and universities offer courses designed to enhance the 
learners’ abilities to think critically [1]. Moreover, it has been the focus of education reforms in different 
parts of the world such as the U.S., England, New Zealand and Australia. Paul [2] states that CT is 
“the heart of well-conceived educational reforms and restructuring because it is the heart of the 
changes of the 21st century”. The Partnership for 21st Century Skills [3] reported that CT “empowers 
[students] to assess the credibility, accuracy and value of information, analyze and evaluate 
information, make reasoned decisions and take purposeful action”. An increasingly technologically 
complex and information rich age requires students who can critically analyze the source, content, and 
quality of the information provided as well as use that information effectively. In addition, Piaget [4] 
emphasizes the importance of CT as a valued educational goal "to form minds which can think 
critically, and verify rather than passively accepting everything offered”. Similarly, the growth of higher 
education and its integration with mainstream society including the workplace has led to a focus on the 
development of critical thinking as an attribute expected of employers to ensure economic 
effectiveness.  

Many institutions take the opportunity to profess their capability to impart CT skills to students [5]. For 
instance, many developed countries and developing countries such as "Saudi Arabia have developed 
rigorous education standards [6] and school curricula [7] in order to produce capable, creative, and 
critical school graduates” [6]. In the Algerian EFL (henceforth English as a foreign language) university 
context, ‘we need to teach critical thinking’ has become a kind of mantra for anyone with an interest in 
education. In spite of this concern, when it comes to the reality of CT in the Algerian university, critical 
thinking pedagogy has not yet succeeded to permeate across the curriculum (either as a separate 
discipline or infused) and make inroads into EFL higher education classes. Despite changes brought 
about by recent higher education reforms in Algeria, pedagogies have remained reflective of a set of 
traditional practices and attitudes towards teachers as an epistemic authority, knowledge as 
transmitted and rote memorization over active reflective learning. Recently, very few studies have 
focused on critical thinking [8]–[10] but even these are scarce and difficult to locate in the literature. 
Empirical research addressing CT and exploring ways to nurture it among Algerian EFL students is 
limited in comparison with the plethora of research conducted on CT in different worldwide contexts. 
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This current state prompts several questions, namely what place and what value does CT have in 
Algerian EFL higher education? How is CT perceived by educators in EFL higher education in 
Algeria? Still another vexed question emerges in this context about why CT has not yet succeeded to 
significantly encroach Algerian EFL university classes despite it witnessing a worldwide concern? To 
answer this second question particularly, it will not suffice to claim that there have not been greater 
efforts in spreading critical thinking pedagogy within Algerian EFL higher education or that the reason 
is the little examination and research on CT conducted in Algeria. It might yet be accepted as a 
superficial claim that can be taken for granted. In this article, attention is given to how CT is influenced 
by cultural attitudes and beliefs. Research on critical thinking development and influences by culture 
can provide a deeper explanation that helps unveil and provide interesting insights about any inherent 
personal, educational, social and cultural values which might affect or inhibit the cultivation of CT 
within EFL higher education classes in Algeria. If ingrained cultural values and practices are not 
consistent with those of the critical thinking pedagogy then to what extent can CT be promoted by 
educators and integrated into university EFL curriculum? This paper seeks to address this question by 
exploring the influence of culture on the development of critical thinking in Algerian EFL higher 
education.  

In what follows, definitions of the concepts of CT and cultural conditioning will be provided. Then, the 
relationship between CT and culture will be explored. This paper will then discuss the impacts of 
culture on CT development, notably the influence of the dominant culture within both the educational 
and social context on CT development, from the perspective of a sample of Algerian EFL university 
teachers and students using qualitative data gathered from interviews.  

2 CRITICAL THINKING DEFINED 
A multitude of CT definitions exist in the literature sharing to a greater extent similar content. Tsui [5] 
believes that “while there is no universally accepted singular definition of critical thinking, there 
appears to be some agreement as to what the term generally refers to”. Consequently, to understand 
the nature of CT some definitions proposed by leading researchers are presented in this section. 
Glaser [11] defines CT as "1) an attitude of being disposed to consider in a thoughtful way the 
problems and subjects that come within the range of one's experience; 2) knowledge of the methods 
of logical enquiry and reasoning; and 3) some skill in applying those methods". Glaser's definition is 
very important because it explains what individuals need in order to think critically and that include 
three major areas: dispositions and attitudes towards CT, knowledge of elements of reasoning and 
inquiry and certain skills to apply this knowledge. This holistic conceptualization of CT reveals two 
crucial dimensions of critical thinking in addition to knowledge of reasoning. These dimensions (a 
cognitive skilled-centered dimension and an affective dispositional-centered dimension) are synergistic 
in a sense that they complement each other. Dispositions of CT are essential to the effective use of 
CT skills and abilities in real settings. As Norris [12] has argued that "no matter what level of critical 
thinking skills someone possesses, it is of no practical benefits unless the person is disposed to use 
these skills when they are appropriate".  

Another crucial definition of CT is that of the Delphi panel comprising forty-six experts in CT 
instruction, assessment and theory. The panelists’ view has been noted as providing the most 
rigorously defined version of CT [13] and to be highly cited [14]. CT is conceived as 

Purposeful, self-regulatory judgment which results in interpretation, analysis, evaluation, 
and inference, as well as explanation of the evidential, conceptual, methodological, 
criteriological, or contextual considerations upon which that judgment is based. Critical 
Thinking is essential as a tool of inquiry […] and a powerful resource in one's personal 
and civic life [15]. 

This definition of CT includes skills of interpretation, analysis, evaluation, inference, explanation, and 
self-regulation. This taxonomy of skills constitutes the cognitive domain of CT. It recognizes the 
importance of metacognition (self-regulation i.e., self-examination and self-correction) as a central 
component of CT as it helps individuals to be mindful of and monitor their own thinking processes. In 
addition to these skills, the panel identified a set of dispositions or attitudes which characterize the 
‘ideal critical thinker’. These dispositions are closely linked to the skills outlined above and determine 
whether critical thinkers apply them in an appropriate way.  

The ideal critical thinker is habitually inquisitive, well-informed, trustful of reason, open-
minded, flexible, fair-minded in evaluation, honest in facing, orderly in complex matters, 
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diligent in seeking relevant information personal biases, prudent in making judgments, 
willing to reconsider, clear about issues, reasonable in the selection of criteria, focused in 
inquiry, and persistent in seeking results which are as precise as the subject and the 
circumstances of inquiry permit. [15] 

The dispositions associated with CT are often referred to as 'critical spirit' [16]. This spirit is defined as 
"a probing inquisitiveness, a keenness of mind, a zealous dedication to reason, and a hunger or 
eagerness for reliable information which good critical thinkers possess but weak critical thinkers do not 
seem to have" [15]. The cultivation of this spirit in individuals occurs through the modeling and molding 
of CT dispositions in individuals. Teachers play a central role in the process of modeling these 
dispositions to students. Dispositions can also be nurtured through enculturation i.e., through social 
and cultural contact at both institutional and interpersonal levels [17]. The former level refers to the 
cultural values, attitudes and beliefs existing within the educational surround including the classroom, 
whereas the latter involves the teacher’s behavioral messages, interpersonal contact and social 
interactions among students, between the teacher and students and even among family members. 

3 CULTURAL CONDITIONING 
The influence of culture on people’s thinking, behaviors and even beliefs is referred to as cultural 
conditioning. Frederick and Fang Huang [18] believe that “thought processes and decision-making 
abilities are often narrowed by cultural background or heritage”. For the researchers, culture which is 
passed down in society throughout generations conditions members of that society to hold certain 
beliefs, social norms and settings. These beliefs may be loaded with biases, ideologies or stereotypes 
that might stand as a barrier to the effective CT development. In understanding how culture interacts 
with thinking processes, cognition and behavior, researchers have examined the extent to which 
contextual variables provided by cultural backgrounds condition people’s cognitive processes by 
enhancing or altering individuals’ perception and behavior in real-life situations [19]. Different studies 
also have examined the ecological contexts of individuals which comprises culture, language, 
education, and social class to fully understand their cognitive capacity. For instance, Resnick [20] 
believes that thinking is a socio-cognitive practice and referred to social cognition. Therefore, it is more 
accurate for studies to take into account the sociocultural determinants of cognition as it helps 
understand individuals’ thoughts, behaviors, perceptions and actions. In the field of higher education, 
then, understanding the conditioning impacts of culture on cognitive functioning can help better explain 
individuals’ behaviors and perceptions to improve different aspects of educational research and 
practice including the level of teaching and learning of CT.  

A review of the literature on CT indicates that cultural conditioning can interfere with or assist CT 
development. Understanding cultural conditioning and its effects on CT is very important to help 
surface and examine any beliefs, values and attitudes about CT shaped by a certain culture. In other 
words, this would help understand how individuals from different cultural backgrounds conceive CT. 
This is because by living within a particular culture, people gradually start to adopt the behavior and 
belief systems of that culture [17]. The following section tackles the issues of the relationship between 
culture and CT, in particular the question of how culture exerts an influence on CT is addressed.  

4 CRITICAL THINKING AND CULTURE 
According to Atkinson [21] CT is “a non-overt social practice than a well-defined and teachable 
pedagogical set of behaviours”. Moreover, critical thinking pedagogy involves more than merely 
changing curricula or teaching students a list of prescribed skills. On the contrary, CT is a cultural 
thinking and like many educational practices, CT is culturally defined [22] and can only be informed, 
applied and understood within a context (or culture). Culture is viewed as the “set of values and beliefs 
people have about how the world (both nature and society) works as well as the norms of behavior 
derived from that set of values” [23]. It is also defined as “… that complex whole which includes 
knowledge, belief, art, law, morals, cultural tools, customs, and all other capabilities and habits 
acquired by man as a member of society” [24]. In this paper the concept of culture is extended to 
include both the educational context and sociocultural surrounds.  
The cultural environment or milieu in which a learner grows up (including society, family and school or 
college) is a major factor contributing to the development of CT. This emanates from Vygotsky’s [25] 
social constructivist theory which acknowledges the role of social and cultural influences on learning 
and development. By observing and living within a particular culture, people gradually start to adopt 
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the behavior and belief systems of that culture [17]. CT then from a social-constructivist perspective is 
a sociocultural activity, initially shared between people through interaction and gradually internalized in 
the individual. Fox [26] argues that   

This thing we call “critical thinking” or “analysis” has strong cultural components. It is 
more than just a set of writing and thinking techniques—it is a voice, a stance, a 
relationship with texts and family members, friends, teachers, the media, even the history 
of one's country.  

Culture and CT are bound. Therefore, because of cultural differences perceptions about CT may differ 
from one culture to another. Some cultures might not appreciate and are unsupportive of CT and this 
represents an obstacle to the CT process. Atkinson [21] argues that “different cultures may value more 
or less different approaches to thought, including in academic settings”. In addition to Atkinson, Fox 
[26] believes that CT is not so easily defined and is not at all simple to explain to someone who has 
been brought up differently. Individuals raised in a culture which does not value CT lack intellectual 
courage and a critical inquiring spirit. Davidson [27] studying the obstacles and opportunities for CT in 
Japan claimed that “Our students often come from authoritarian, hierarchical societies in which the 
unthinking acceptance of the ideas of one's teachers and elders is considered a virtue”. This claim 
reveals that Japanese society represents a difficult setting for the advancement of CT by rewarding 
the submissive and making the dissident uncomfortable [27]. This is because Japan is considered as 
a ‘peaceful society’ where social peace and uniformity are appreciated and people standing out can be 
punished. In spite of the lack of CT in Japan, Davidson’s research reveals that the government is 
considering a reformation of the education system toward CT. 

Taking into consideration the example of Japan and many other countries, my studies claim that CT is 
embraced much more in the West than in the East. According to this view, CT is a convention in the 
Western world and is “a prime distinguishing feature between Anglo-American academic models and 
‘non-mainstream’, or Confucian-based learning systems” [28]. Proponents of this view believe that 
students from Asian countries or ‘Confucian-heritage cultures (i.e., CHC)’ like Japan, China, Korea, 
Singapore avoid a critical approach to academic texts and are considered to lack an awareness of 
what is involved in critical analysis and reflection [29], [30]. Asian countries like the ones listed above 
are seen to lack a critical culture due to their educational systems based on “rote-learning, and their 
deference to teachers and scholars, where any critique can be construed as being impolite and 
disrespectful. For instance, the lack of critical inquiry in the Korean educational setting is due to “a 
long heritage [in Korea] of a passive, unquestioning role for students”. Moreover, they emphasize and 
value the group more than individualism and obedience to parents and teachers is a crucial aspect of 
Korean culture more than are individual rights [31]. The French, on the other hand, “pride themselves 
on being logical and pioneers of rational thought and Cartesian logic” [18]. Scholars like Bayle, 
Montesquieu, Voltaire and Diderot were considered critical thinkers. This interest in CT within the 
European culture dates back to the period of the Renaissance and Enlightenment where  

the search for truth was based on analysis, questioning assumptions, and philosophical 
insights… and a flood of scholars in Europe began to think critically about religion, art, 
society, human nature, law, and freedom within the world. They proceeded with the 
assumption that most of the domains of human life were in need of analysis and critique. 
[18] 

In brief, cultural conditioning and cultural differences are important factors influencing the development 
of CT. The cultural background of individuals influences what and how they think. Moreover, the 
cultural-educational context also impacts the development and practice of CT in higher education and 
hence needs to be addressed in order to gain a clear understanding about the influence of culture on 
CT development. Taking this into account, this paper examines the perceived influences of culture on 
the cultivation of CT in Algerian EFL higher education by exploring the perceptions of a sample of EFL 
teachers and students from Blida 2 university in Algeria. Before presenting key findings of the study, 
the following section describes distinctive elements of critical thinking pedagogy, as this will help 
examine the extent to which existing practices in Algerian EFL classes are consistent with critical 
thinking pedagogy.  

5 CRITICAL THINKING PEDAGOGY 
Critical thinking pedagogy is aimed at teaching strategies and skills that strengthen the quality of 
students’ capacities for sound reasoning across the curriculum. This pedagogy also imparts to 
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students a set of traits or attitudes and knowledge about CT. Outlined in the literature are several 
fundamental elements of critical thinking pedagogy. Burkhalter and Shegebayev [32] in a research 
conducted on CT in Kazakhstan defined the characteristics of critical thinking pedagogy. Teaching CT 
requires an active learning environment and not a passive classroom. Active learning is “an approach 
to learning that includes question-posing, inquiry, and self-directed learning. It is the opposite of rote 
learning” [32]. In this approach, students are challenged not simply to memorize but to question, 
interpret and examine information and resources. A second element of the critical thinking pedagogy 
is student-centered learning. This approach considers students as active participants in the classroom 
responsible for their learning and not merely receivers of information from knowledgeable teachers. 
Student-centeredness together with active learning alter the role of teachers and “oblige them to give 
up their monopoly on power through pure lecturing or dissemination of facts and become facilitators”  
[32]. Critical thinking pedagogy is also characterized by questioning of authority. Taking ideas for 
granted and accepting everything without questioning and checking the source oppose the teachings 
and principles of CT. Instead, students are asked to examine, become inquisitive and truth seekers 
which are essential traits of good critical thinkers. Finally, assessment of CT requires a ‘holistic 
method of grading’ which takes into consideration students’ understanding of ideas and their ability to 
produce, analyse and evaluate arguments instead of testing only their factual knowledge.   

6 METHOD 

6.1 Research question and design 
Central to this study are following research questions:  

• How is  CT understood and conceptualized by EFL teachers and students at Blida 2 University? 

• To what extent are existing pedagogical practices in Algerian EFL classes consistent with 
critical thinking pedagogy? 

• What is the impact of culture on the development of CT from the perspective of EFL university 
teachers and students in Algeria? 

To inform these questions, this study adopts a qualitative research design. Qualitative research 
“produces findings not arrived at by statistical procedures or other means of quantification…[and] can 
refer to research about persons’ lives, lived experiences, behaviours, emotions, and feelings as well 
as about organizational functioning, social movements, cultural phenomena, and interactions between 
nations” [33]. This study focuses on collecting and analyzing qualitative data gathered through in 
depth semi-structured interviews for teachers and students. The interviews are aimed at 
understanding teachers’ and students' perceptions of CT and more specifically attempt to explore how 
culture impacts the development of CT in Algerian EFL university classrooms.  

6.2 Participants and data collection procedures 
The participants in this study included a number of ten English teachers and ten English students from 
the Department of English at Blida 2 University. The selected sample comprises two teachers and two 
students from each level of study in the English department, i.e. first year, second year and third year 
of the Bachelor degree, as well as first year and second year levels of the Master degree. All the 
respondents were selected based on the snowball sampling strategy and their participation in this 
study was voluntary. Snowball sampling is analogous to a snowball accumulating snow. It is achieved 
by asking a participant to suggest someone else who might be willing to contribute to the study. 
Appointments were scheduled with the participating teachers and students to conduct interviews. The 
teacher participants were individually interviewed and the duration of each interview ranged from 20 to 
30 minutes. Students were interviewed in groups, each group comprising 3 to 4 members. An 
interview guide was followed to provide a framework of orientation. The semi-structured interviews 
contain open-ended questions and follow-up questions leaving the informants room to elaborate 
further when it was appropriate.  

6.3 Data analysis 
Data obtained from the interviews were subject to content analysis. “Content analysis mainly involves 
searching for meaningful phenomena in the data, assigning them descriptive codes and exploring their 
relations to arrive at themes, and to describe the data as a meaningful whole" [4]. Qualitative data 
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from the interviews were read, coded, categorized and then analyzed to extract patterns and themes 
emerging from the respondents' views. These themes were grouped under headings and were 
interpreted to reach the final findings. Several broad themes were identified related to the concept of 
CT, namely participants' conceptions and definitions of CT, characteristics and attitudes of the critical 
thinker, perceptions of CT pedagogy and existing pedagogical practices in EFL university classes, and 
perceptions of teachers and students role in a classroom that fosters CT. Other emerging themes 
include the participants' perceptions of factors influencing the development of CT in Algerian higher 
education. Emphasis in this study is placed on the impacts of educational and sociocultural contexts in 
the development of CT.  

6.4 Results and discussions 
The findings from the study are considered and interpreted in terms of the research questions as well 
as the themes that emerged from the collected data. The interviews conducted with ten English 
teachers and ten English students in the English Department at Blida 2 University revealed different 
perspectives about CT and the influence of cultural on its development in Algerian EFL higher 
education, as will be seen in the following discussion.   

6.4.1 Conceptions of critical thinking and characteristics of the Critical Thinker 
The data collected in this study revealed that the teacher and student respondents conceptualize CT 
differently. A close examination of the elicited responses reveals a greater influence of the participants' 
background and experience on their conceptions. Many definitions of CT of the sample used in this 
study are consistent with existing definitions of CT in the literature on the concept. These conceptions 
can be categorized roughly into: 1) CT as reasoning, logical thinking, 2) ability to analyze and 
evaluation thought, 3) CT as thinking independently without accepting for granted others' ideas. For 
instance, some teacher respondents define CT as 

"critical thinking for me means the ability to assess and evaluate others' thoughts and ideas. It 
means also not accepting blindly all what I read, but rather I have to ask myself why and how 
others are presenting their ideas and evaluate them using logical arguments" 

"the ability to evaluate, judge, analyse, debate and discuss, accept others' different opinions 
and point of views...critical thinking is being logical" 

"critical thinking is not innate as it can learned and taught, methods and skills are required to 
develop critical thinkers" 

Similar definitions were iterated from students who defined CT as 
"an ability or skill that allows you to evaluate whether the information presented is true". "It is not 
receiving without asking questions but making analysis".  

Respondents with similar conceptions of CT, when probed closely, were teachers who have already 
read or did research about CT and students whose teachers have explained to them the nature and 
importance of CT in the classroom. Perceptions and views of CT emerging from both teachers and 
students seem to be somehow confined by their previous experiences and not the result of specific 
training or instruction in CT. All teachers explained that they did not undergo before any formal training 
in CT. Additionally, the participants expressed their perceptions of the attitudes of the critical thinker, 
as these two teachers who believed that 

"a critical thinker is someone who always asks question such as what, how, why, in what way? 
a critical thinker also uses reasoned argument to justify his ideas and thoughts". 

"some critical thinkers have an inborn capacity for analyzing and discussing ideas. It is a sort of 
curiosity. Critical thinkers are thoughtful and responsible and open-minded". 

The student participants also view critical thinkers as 

"individuals who like to discover for themselves, and are knowledgeable enough because critical 
thinking requires knowledge of different domains to be prepared to think critically". 

It is important to note here that both participants believe that CT involves enough domain knowledge, 
a good command of the language, practice and hard working on the part of the thinker. Therefore, 
critical thinkers should not only acquire the skills and knowledge associated with CT abut also be 
prepared to have sufficient practice. Similarly, the respondents share the same perspectives about 
critical thinking as being an important learning outcome of EFL tertiary education.  
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6.4.2 Perceptions of the participants' role in promoting critical thinking  
The participants perceived that both teachers and students play critical roles in fostering CT in EFL 
university classes because it has a greater positive impact on students' learning and achievement. 
Among the roles the teacher respondents set for cultivating CT was the direct instruction of CT skills 
and setting enough opportunities to practice such skills. Teachers also highlighted the need for 
encouraging students to think critically by setting a positive learning milieu that supports questioning 
and discussion.  

"I think that teachers play a key role in developing their students' critical thinking skills. For 
instance they can encourage debate in class and interaction among learners. It is also important 
to allow them to express their opinions and be open-minded". 

"I believe that in order to help my learners become critical thinkers, I should give my learners 
the opportunity to read and analyze research articles and books where students are required to 
evaluate the relevance and quality of others' work".  

Equally, they give the same importance to students as responsible in developing their abilities to think 
critically  

"Students are responsible too for developing their critical abilities. They have to be active in 
class, engage in questioning instead of just listening to the teacher" 

"It is all about their attitudes. Students should be open-minded and motivated to learn to think 
critically".  

The students interviewed presented also similar claims about their roles in promoting CT, yet believing 
that teachers play a first role in guiding and training them about ways and strategies to think critically.  

"My teachers should teach me about the strategies because critical thinking like reading 
requires those".   

"My teachers keep telling us we need to think for ourselves and we should think critically but it is 
confusing how to do it. I think they need to show us the ways and give us real examples not just 
talk".  

Interestingly, the comments regarding teachers' and students' roles in relationship with CT 
development reveal an awareness on the part of teachers about their roles in fostering CT among their 
learners. However, there appears to be differences in terms of the students' perceived roles in learning 
to think critically for they tend to believe that teachers are the promoters of CT in the classroom. 

6.4.3 Perceptions of pedagogical practices and critical thinking in EFL university classes 
Despite recent reforms of the EFL university curriculum in Algeria, existing pedagogical practices 
which are dominant in English university classes remain mostly reflective of traditional teacher-
centered pedagogies and supportive of a set of practices and attitudes towards teachers as an 
epistemic authority, knowledge as transmitted and rote memorization over active reflective learning. 
Lecturing is also a dominant mode of instruction with students being passive in classes. Many 
teachers also complain about time constraints and the need to cover the syllabus hence leaving no 
room for the practice of CT in their classes.  

"Teachers don't really have the time to be well prepared to teach critical thinking. Also the 
problem of the time teachers can't let every student ask and ask again to build an analysis of 
the course being taught".  

"I don't think that my students are prepared to learn critical thinking, it is difficult for their level". 

"critical thinking in Algerian universities is not given the importance it deserves. My students for 
instance haven't yet reached the highest levels of thinking including: synthesizing, analyzing 
and evaluating but students are still in knowledge and comprehension levels" 

A student also describes the pedagogical practices adopted by teachers when teaching courses  
"we are used to have teachers explaining everything for us. This will be more helpful as the 
teachers know more and know the knowledge I need to learn. Of course I prepare my lessons 
and do research but my teachers know how to select the points I should focus on, my research 
leads me to vast and new ideas".  
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These views reflect contradictions between the participants' conceptions and understandings of CT 
and their actual practices for its development in the classroom. Although most participants agreed that 
CT and independent thinking are crucial, existing pedagogical practices are to some extent 
inconsistent with CT pedagogy which encourages active learning and reflection on the part of the 
learners rather than passively accumulating transmitted knowledge.  

6.4.4 Perceptions of cultural factors influencing critical thinking development in EFL higher 
education 

The above sections depict how CT is conceived and understood by  a sample of Algerian EFL 
teachers and students. The conceptions of CT were very similar highlighting a general consensus 
among the participants about the importance of such a concept. Yet while CT has been predominantly 
considered an important aspect of EFL higher education, existing pedagogical practices and 
participants' perceptions of their roles with regard to CT development are inconsistent. Teachers' 
views regarding CT development remain grounded merely in theoretical perspectives and their 
practices do not reflect elements of CT pedagogy.  

Many participants perceive that different factors interact with the promotion and expression of CT in 
English university classes in Algeria. This paper focuses primarily on the impacts of culture on CT, by 
exploring the extent to which educational and sociocultural surrounds could exert an influence on CT 
development. In terms with the promotion of CT in EFL classes, a number of participants perceive that 
the educational context acts as less supportive of CT and have not done well to facilitate the 
cultivation of students' CT abilities. Lack of teacher training in CT is the first and most important 
perceived reason in relation with the development of CT in EFL university classes. In addition, existing 
teachers' and students' beliefs about learning and teaching which are not consistent with CT 
pedagogy were also perceived as constraints to the promotion and practice of CT. One teacher voiced 
her concern about the practice of CT and that education is not doing enough teacher training 

"We all know that critical thinking is important, our students are also aware of this. But the 
question is how can we teach them critical thinking. To be honest, I don't know and I wish that 
we can receive an instruction in critical thinking so that we can teach it for our students".  

Similarly another teacher claimed that  

"Many students and teachers mix between critical thinking and criticism, so they are reluctant to 
learn to think critically. It is not allowed to criticize an authority figure like a teacher in an 
Algerian classroom, open-mindedness and having critical spirit is also absent. I mean it is not 
easy to practice critical thinking if it is confused with criticism" . 

One student also believes that  

"It is not easy to learn to think critically. I mean how can one learn to present his opinions and 
arguments while analyzing a text, a speech or en extract from a book written by a distinguished 
author".   

Similar to the educational context, culture and society in general act also as factors influencing the 
development of CT. Many traditional practices and values inherent in the Algerian culture could be 
inhibiting the development of abilities to think critically. These include: showing respect and being 
obedient to elders and authorities to the extent that the questioning of what they say or do is 
considered disrespectful. These ideas might have influenced the manner in which students perceive 
their teachers as a respected authority in class. This attitude towards teachers might inhibit learners' 
engagement with CT. Without attempting any generalizations, the dominant culture in Algeria like 
many other cultures in the Arab world is a conservative collectivist culture where individuals since a 
young age are taught to respect the group over one person. People from these cultures together with 
“values, attitudes and behavioural patterns derive from deeply held collectivist values and beliefs” [34]. 
Moreover, they are required not to question authority figures such as parents and teachers, respect 
elderly, obey all rules and conventions, be loyal and dependant to one’s family and conform to the 
group. That is because any form of critiquing and questioning are regarded as a “disrespectful 
behavior and opposing the accepted ways of doing things” [35]. Also, voicing thoughts and challenging 
existing beliefs, values and ideologies are not accepted or encouraged habits. 

Another distinguishing feature of the Algerian culture and many Arab cultures is that it is a high context 
culture where the communication systems are implicit rather than explicit [34]. Not everything is 
uttered and opinions are reserved in order to save face. Another characteristic of this culture is 
subjectivity as people from this culture tend to “place a high value on the display of emotions” [36] and 
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are concerned about people and their feelings which is referred to as ‘adab’ in Arabic. They like to 
reserve honor and dignity rather than search for facts and “humiliate the other person” [36]. The 
emphasis placed on subjectivity makes it distinct from the Western culture which rather stresses the 
importance of examining facts in a logical objective way without bias. However, this does not mean 
that individuals cannot be objective and emotionally unbiased. 

7 IMPLICATIONS AND CONCLUSION 
CT is a crucial outcome of higher education that teachers and educators should strive to promote 
among students. The findings obtained from this study offered several insights into how EFL teachers 
and students conceptualize and come to understand CT including their perceptions of the 
characteristics and attitudes of the critical thinker and of their roles in relationship with CT 
development. Critical thinking pedagogical practices were compared with existing pedagogical 
practices in EFL university classes in Algeria revealing inconsistency between the participants' 
conceptions and actual practices of CT. Many factors interact with the promotion and development of 
CT. Given that critical thinking and culture are bound, the present paper explored cultural influences 
on CT in higher education from the perspective of a sample of teachers and students in the English 
Department at Blida 2 University. As suggested from the findings of this study, Algerian cultural values 
might not be supportive of critical thought and this could inhibit and restrain the development and 
practice of CT. Similarly, the educational context might not also be supportive of CT practices. 
However, CT should not be confused with criticism and CT ability should not be thought of as lack of 
obedience or respect and questioning of authority. Based on this discussion, it is crucial for educators 
and teachers to take into consideration the development of a clear conceptualization of CT with 
respect to the cultural and educational milieu in which it is promoted. This is by drawing connections 
between students' and teachers' own cultural background and the context in which CT is learned and 
practiced. Accordingly, CT will make sense to students and their teachers and its development can be 
more effective and fruitful. 
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