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| ABSTRACT 

The integration of critical thinking (CT) and technology in English as a Foreign Language (EFL) classrooms has emerged as a vital 

pillar of Saudi Arabia's Vision 2030 educational reforms, which aims to foster innovation, global citizenship, and analytical 

competencies. However, systemic challenges—such as overcrowded classrooms, language proficiency disparities, and reliance on 

traditional rote-based assessments—hinder the effective implementation of CT-focused pedagogy. This study proposes a 

culturally responsive framework that combines CT development with innovative educational technologies to address these 

barriers. Utilizing tools such as artificial intelligence (AI), gamification, and multilingual scaffolding, the framework aligns CT 

activities with Saudi cultural norms and Vision 2030 goals. Employing a mixed-methods research design, the study investigates 

the perceptions, practices, and challenges of Saudi EFL educators through a 25-item Likert-scale questionnaire and semi-

structured interviews with 25 participants. Findings reveal a strong consensus on the importance of CT for achieving Vision 

2030’s objectives while identifying significant barriers, including limited teacher training, large class sizes, and the lack of 

culturally aligned EdTech tools. The study emphasizes the need for targeted professional development, policy alignment, and 

localized digital solutions to enhance CT integration. By addressing these systemic gaps, this framework provides actionable 

strategies to prepare a generation of critical thinkers who can navigate an evolving global landscape while preserving their 

cultural identity. 
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1. Introduction 

The integration of CT into English as a Foreign Language (EFL) education has emerged as a cornerstone of Saudi Arabia’s Vision 

2030 educational reforms, which prioritize fostering innovation, global citizenship, and analytical competencies. However, the 

implementation of CT in Saudi EFL classrooms faces systemic challenges, including overcrowded classes, language proficiency 
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disparities, and institutional hesitancy toward pedagogical modernization. Building on the foundational work of Elmahdi—whose 

research spans task-based learning, sociocultural adaptations, and e-learning sustainability—this study proposes a 

transformative framework that merges technology and CT development to address these barriers. 

Elmahdi’s pioneering studies on task-based approaches (2016) and vocabulary instruction challenges (2020) reveal a critical gap: 

while Saudi educators recognize CT’s value, they lack actionable strategies to reconcile it with institutional constraints. His recent 

work on e-learning sustainability (2024) further underscores the untapped potential of technology to democratize access to 

interactive, student-centered pedagogies. Yet, as noted in his collaboration on language anxiety (Bajri & Elmahdi, 2024), the 

absence of culturally responsive digital tools exacerbates disparities, particularly in linguistically diverse classrooms. 

This paper introduces a novel framework that leverages artificial intelligence (AI), gamification, and multilingual scaffolding to 

create CT-infused EFL activities aligned with Saudi cultural norms. For instance, AI-driven debate platforms could simulate real-

world scenarios using localized content (e.g., sustainability challenges in arid regions), while Arabic-English concept-mapping 

apps might bridge proficiency gaps. By addressing Prof. Elmahdi’s call for inclusive, motivation-driven instruction (2024), this 

approach not only responds to Saudi Arabia’s unique contextual challenges but also advances global discourse on equitable 

EdTech integration. 

The study seeks to answer three pivotal questions: How can technology enhance CT without compromising cultural relevance? 

What strategies mitigate structural barriers like large classes? And how do teachers perceive multilingual tools in fostering 

analytical skills? Employing a mixed-methods design—surveys of 100+ educators and pilot testing of a CT-focused app—the 

research aims to empower Saudi EFL teachers as architects of a curriculum that marries tradition with innovation. In doing so, it 

positions CT not merely as a pedagogical goal but as a catalyst for national progress, aligning with Vision 2030’s mandate to 

cultivate a generation of critical thinkers ready to navigate a rapidly evolving global landscape. 

2. Literature Review 

2. 1. Theoretical Foundations of Critical Thinking in Language Learning 

Decades of multidisciplinary study characterize CT as a cognitive skill set and metacognitive disposition, which underpins its 

inclusion into EFL instruction. Facione (1990) established analysis, evaluation, and inference as basic CT competences for EFL 

situations. These skills enable students to analyze complex texts, evaluate arguments, and reach rational conclusions—essential 

skills for essay writing and debate. In addition, Paul and Elder's (2001) definition of CT as “disciplined self-directed thinking” 

emphasizes metacognition—the ability to reflect on one's own thoughts. This promotes intellectual autonomy in EFL courses by 

having students examine reading assumptions or self-evaluate their speaking skills. These theoretical frameworks present CT as a 

transformative practice that links language learning and higher-order cognitive development, not only an academic goal. CT 

improves language proficiency, according to empirical investigations. Yang and Gamble's (2013) longitudinal study shows that 

CT-enhanced activities including problem-based discussions and reflective writing boost academic performance and language 

accuracy. CT techniques improve vocabulary and grammatical clarity by having students justify their opinions or synthesize 

different sources. Recently, Lan (2024) proposes adding civics aspects like climate change ethics and social justice to EFL 

curricula. This method improves analytical reasoning and contextualizes language learning in real-world concerns, supporting 

Saudi Arabia's Vision 2030 global citizenship goal. Comparing Arabic and English editorials on cultural heritage preservation 

might improve language skills and national identity awareness. These theoretical and empirical findings suggest that CT is 

essential to language instruction and the development of socially conscious communicators.  

2. 2. Current State of CT Integration in Saudi EFL Education 

2.2.1 Instructional Strategies for CT Development 

Two main CT-promoting methods are used in Saudi EFL classes, according to research. First, explicit education and teacher 

questioning (Zhao et al., 2016) teach CT skills such logical fallacies, evidence-based arguments, and source evaluation. Teachers 

may deconstruct opinion pieces to show how authors utilize rhetorical techniques, then ask Bloom's taxonomy-based questions 

like, “How would you evaluate this author's argument about renewable energy in Saudi Arabia?” Such questions require students 

to analyze assumptions, evaluate evidence, and draw conclusions, moving beyond memorizing to active learning. 
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Second, collaborative problem-solving (Koukpossi et al., 2024) leverages group tasks to foster teamwork and analytical 

reasoning. In Saudi contexts, this might involve debates on Vision 2030 themes, such as the feasibility of transitioning to 

renewable energy in arid regions. Students collaborate to research challenges (e.g., water scarcity’s impact on solar farms), 

negotiate competing perspectives, and propose solutions. These activities not only build CT skills like logical reasoning and 

creativity but also enhance English fluency through peer interaction, such as presenting findings or defending positions in 

structured discussions. 

2.2.2 Contextual Challenges 

Despite growing recognition of CT’s importance, systemic barriers hinder its effective implementation in Saudi EFL education. A 

primary challenge stems from large class sizes and language proficiency barriers (Zhao, C., Pandian, A., & Singh, M. K. M. 2016). 

Overcrowded classrooms, often exceeding 40 students, limit opportunities for individualized feedback, making it difficult to 

facilitate nuanced CT activities like Socratic seminars or peer-review workshops. Furthermore, students with low English 

proficiency struggle to engage with complex tasks requiring abstract thinking, such as analyzing metaphors in literature or 

critiquing editorial viewpoints. Teachers often default to simplified exercises focused on grammar drills or vocabulary 

memorization to accommodate these constraints. 

Institutional memorization is another obstacle (Elmahdi & Khan, 2015). Standardized tests emphasize rote memorization of 

grammar rules, vocabulary lists, and essay forms, discouraging educators from using CT-focused methods. Exams rarely provide 

open-ended suggestions to assess ethical issues or consider multidisciplinary views. Teachers are pressured to “teach to the test” 

rather than develop analytical abilities, which hinders innovation. Thus, many classrooms still use passive learning approaches 

instead of critical inquiry. 

The integration of CT and technology in EFL classroom can be applied in teaching foreign languages not only in Saudi Arabia but 

also outside it, in all classrooms, as students of foreign languages can be trained to think, analyze, Assess and integrate 

knowledge instead of merely memorize it. Instructors should encourage students to make discussions, debates and make 

judgements based on evidence. These techniques are common, so it can be applied outside the Saudi context. Instructors can 

teach their students who study English as a foreign language, to go beyond the rules of grammar and memorizing vocabulary to 

use the language more practically. In teaching literature, for example students can make predictions and inferences, analyze the 

characters and their actions, the incidents and their developments. Several respected authors and instructors have discussed this 

issue and its acceptability to be applied for students who study EFL worldwide, such as (Paul & Elder, 2021) in their book: Critical 

Thinking: Tools for Taking Charge of Your Learning & Your Life. In this book and many others widely utilized a framework for 

instructing students at all levels in critical thinking. For teachers, students, and anybody else looking to improve their critical 

thinking skills, this enlightening book is a vital resource.  It highlights many techniques to apply this strategy for all learners.  

2. 3. Technology as a Catalyst for CT Development 

2.3.1 Digital Tools for CT Skill-Building 

Introducing modern digital tools to Saudi EFL classrooms has transformed CT. Argumentation helpers (Warschauer, 2020) help 

students examine and shape logical disputes on ethical AI use and sustainable urban planning. IBM Debater helps students 

discover counterarguments and evidence gaps to build logical, evidence-based positions. In addition, gamification and inquiry-

based apps (Chapelle & Sauro, 2017) engage students in interactive problem-solving. Minecraft: Education Edition lets students 

collaborate on real-world problems like water conservation in arid locations while practicing English. These apps teach CT skills 

like hypothesis testing and decision-making in immersive, language-rich worlds. Gamification in education is new, however 

several educational websites use it to motivate and improve participation, according to Ali & AbdAlgane (2022). Gamification can 

help websites retain the race's core and improve user communication. Gamification uses games to help people solve problems 

and achieve goals in numerous situations, sectors, and daily activities (Ali & AbdAlgane, 2022). 

 

2.3.2 E-Learning in Saudi Arabia 

Saudi Arabia's e-learning landscape has changed post-COVID, creating CT integration problems and opportunities. Due to digital 

infrastructure differences between urban and rural locations, virtual conversations are difficult to hold (Mahyoob et al., 2024). 

Underused platforms like Blackboard Collaborate are also due to teachers' lack of training to switch from lectures to tech-

mediated pedagogies. However, task-based mobile learning (Agustina et al., 2022) has succeeded. CT-focused tasks like 

anticipating tale outcomes and analyzing environmental policies are combined with language exercises in apps like English with 
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Noni, allowing remote learners to practice analysis and argumentation independently. These tools support Saudi Vision 2030's 

innovation focus by showing how localized, mobile-first initiatives can overcome resource limits and improve CT outcomes. 

2.3.3. Culturally Relevant and Low-Cost EdTech Tools in Saudi EFL Contexts 

Integrating culturally relevant educational technology (EdTech) tools into Saudi EFL classrooms can significantly enhance CT 

skills, student engagement, and language proficiency while remaining cost-effective and accessible (Almuhammadi, 2024; 

Mahyoob et al., 2024). The following digital tools exemplify culturally responsive, low-cost options particularly suited to Saudi 

educational contexts: 

1. Padlet. Padlet allows collaborative creation of interactive multimedia walls where students and teachers can explore 

culturally resonant topics, such as Saudi heritage sites, Vision 2030 priorities, and Islamic cultural values. This platform 

facilitates collaborative analysis, synthesis, and reflective discussion, promoting CT and learner autonomy (Fuchs, 2014). 

AbdAlgane & Ali (2023) stated that Padlet is an efficient educational tool, particularly because it is accessible without 

requiring students to form accounts. It serves as a digital canvas enabling students to compose and disseminate 

content to selected others from any internet-enabled device (AbdAlgane & Ali, 2023). 

2. Edmodo. This platform provides customizable online classrooms, enabling the easy integration of Saudi-specific 

content such as local cultural identities and societal challenges. Its interactive discussion forums and collaborative 

project features support analytical reasoning and peer assessment (Trust, 2017). 

3. Nearpod. Nearpod allows educators to design interactive presentations tailored to Saudi culture, including virtual field 

trips to historical landmarks or interactive debates on local issues. Embedded polling, quizzes, and simulations foster 

critical analysis, evaluation, and reflective practice (Delacruz, 2019). 

4. Google Workspace for Education. Free applications like Google Docs, Slides, and Forms offer collaborative 

environments where students engage in culturally relevant group tasks, such as analyzing Saudi environmental issues or 

debating Vision 2030 initiatives. These tools facilitate peer feedback, critical writing, and evidence-based argumentation 

(Zhou et al., 2012). 

5. Socrative. Socrative enables formative assessment through quizzes and exit tickets designed around culturally relevant 

themes, promoting immediate reflective analysis and critical self-assessment (Awedh et al., 2015). 

6. Flip (formerly Flipgrid). This video-based discussion platform allows students to express opinions on culturally 

meaningful topics (e.g., Saudi family values, environmental sustainability) using translanguaging strategies to bridge 

linguistic proficiency gaps, thereby enhancing oral fluency, critical argumentation, and diverse perspective analysis 

(Green & Green, 2018). 

7. Canva for Education. Canva enables students to create visually appealing infographics and presentations on culturally 

specific topics like renewable energy potential in Saudi Arabia or local cultural preservation, promoting visual 

argumentation skills, creativity, and analytical thinking (Alsuwaida, N. 2024). 

8. Kahoot!. Kahoot’s gamified quizzes can be culturally customized, incorporating Saudi historical facts, Islamic ethics, or 

Arabic-English vocabulary. Such quizzes foster active engagement, quick analytical reasoning, and immediate formative 

feedback (Licorish et al., 2018). 

9. Wakelet. Wakelet allows collaborative multimedia curation on culturally relevant issues, such as Saudi traditions or 

Vision 2030 projects, requiring students to critically evaluate resources and synthesize diverse perspectives, thus 

promoting CT and research skills (Sanga, M. W., & Brogdon, S. L. 2023). 

10. Mentimeter. Mentimeter’s real-time polls and word clouds centered on Saudi-specific ethical or societal issues enable 

immediate classroom engagement and critical reflection, helping students analyze collective viewpoints and justify their 

positions (Mayhew et al., 2020). 

2.3.4 Practical Recommendations for Effective EdTech Integration 

For successful implementation of these culturally responsive EdTech tools in Saudi EFL classrooms, the following 

recommendations should be considered: 

• Customization and Localization: Teachers should adapt these tools by integrating culturally meaningful resources and 

Arabic-language support to ensure relevance and learner engagement (Almuhammadi, 2024; Elmahdi et al., 2024). 

• Translanguaging Strategies: Utilizing Arabic-English translanguaging, whereby students initially brainstorm and 

discuss ideas in Arabic before producing outputs in English, can significantly bridge proficiency gaps and deepen 

analytical thinking (Canagarajah, 2018; Elmahdi & Mohamad, 2024). 
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• Teacher Professional Development (PD): Targeted PD programs should equip educators with practical skills in 

effectively integrating EdTech tools and designing culturally relevant CT activities tailored to their classrooms (Li, 2023; 

Mahyoob et al., 2024). 

• Assessment Alignment: Formative and summative assessments should be redesigned to prioritize CT and analytical 

reasoning skills facilitated by these digital tools, thus aligning educational practices with Saudi Vision 2030’s 

educational reform objectives (Saudi Ministry of Education, 2023). 

In summary, leveraging these culturally responsive, accessible, and cost-effective EdTech tools offers substantial potential for 

enhancing CT and language proficiency in Saudi EFL classrooms, aligning pedagogical practices with national educational reform 

goals and fostering culturally meaningful learning experiences. 

2.4. Sociocultural Considerations in Tech-Enhanced CT 

2.4.1 Cultural Relevance in Digital Content 

To ensure technology-enhanced CT matches Saudi cultural norms, educators must prioritize native content and avoid Western 

biases. Elmahdi et al. (2024) suggest building CT tasks on Saudi heritage themes, such as evaluating Diriyah's history or 

discussing Bedouin traditions in urbanization. This strategy engages students by linking learning to their lives and national 

identity. Canagarajah (2018) warns against blindly adopting Western EdTech approaches, which emphasize individualistic 

problem-solving above communal or culturally nuanced reasoning. Kahoot! or Quizlet can be modified to include Arabic 

proverbs or regional case studies (e.g., Arabian Peninsula water scarcity) to make CT activities relevant to local situations. 

2.4.2 Multilingual Approaches 

Multilingual strategies are vital for scaffolding CT development in Saudi EFL classrooms. Elmahdi and Mohamad (2024) highlight 

Arabic-English translanguaging—such as brainstorming ideas in Arabic before drafting arguments in English—to bridge 

proficiency gaps and deepen analytical depth. For example, students might discuss ethical dilemmas from Islamic finance 

principles in Arabic, then translate their insights into English essays, enriching both linguistic and cognitive outcomes. Bajri and 

Elmahdi (2024) stated that teacher reluctance to L1 use is a hurdle. Many educators use monolingual policies because Arabic 

may hamper English learning. Institutions often prioritize standardized testing over comprehensive CT growth, causing this 

reluctance. Translanguaging's cognitive benefits (e.g., metacognition) must be highlighted in professional development 

programs to change these views. 

2. 5. Institutional and Policy Frameworks 

2. 5.1 Saudi Vision 2030 and Educational Reform 

CT is fundamental to educational transformation in Saudi Arabia's National Transformation Program (Vision 2030, 2016), which 

promotes innovation and global citizenship. The Saudi Ministry of Education's ETEC Framework (Saudi Ministry of Education, 

2023) requires CT integration in all EFL programs and emphasizes “analysis of ethical dilemmas” and “evidence-based 

argumentation” in standardized assessments. For example, updated English textbooks now include tasks requiring students to 

critique solutions to regional issues like water scarcity or evaluate the cultural implications of AI adoption. 

Saudi Vision 2030’s emphasis on educational modernization to foster innovation and global competitiveness is exemplified in 

Almuhammadi’s (2024) study, Examining the Integration of 21st Century Skills in EFL Instruction: A Case Study of Selected Saudi 

Universities. The research shows that King Saud University and Imam Abdulrahman Bin Faisal University are redesigning EFL 

curricula to align with Vision 2030, using project-based learning (e.g., sustainability debates) and digital tools like AI writing 

assistants to develop CT and technological fluency. While 67% of instructors use collaborative platforms like Padlet and 

Microsoft Teams to improve peer interaction and intercultural communication, Almuhammadi notes that inadequate teacher 

training—only 32% received formal instruction on integrating 21st-century skills—and assessment systems that prioritize 

grammar drills over analytical tasks remain. These findings underscore the urgent need for policy reforms, such as national EFL 

standards explicitly linking pedagogical practices to Vision 2030 outcomes and expanded professional development programs to 

bridge the gap between curricular goals and classroom implementation. Addressing these issues is critical to ensuring Saudi 

graduates possess the creativity, digital literacy, and problem-solving skills required for a knowledge-driven economy. 
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2.5.2 Teacher Training and Policy Gaps 

Despite policy advancements, teacher preparedness remains a critical barrier. Li’s (2023) mixed-methods study reveals that 68% 

of Saudi EFL teachers equate CT with basic comprehension tasks (e.g., summarizing texts) rather than higher-order skills like 

synthesizing interdisciplinary perspectives. This reflects a systemic issue traced to rigid curricula prioritizing grammar drills over 

analytical tasks (Allamnakhrah, A. (2013). 

To address this, the ETEC framework (2023) advocates for professional development (PD) programs focused on: 

• Designing CT activities using tools like AI debate platforms. 

• Balancing national curriculum standards with flexible, culturally relevant modules (e.g., analyzing Saudi folklore for 

narrative structures). 

To conclude this part, literature synthesis shows that integrating CT and technology in Saudi EFL classrooms is pedagogical 

essential and strategic alignment with Vision 2030's transformative ambitions. Theoretical frameworks and empirical studies 

support CT's role in developing analytical reasoning and language skills, but systemic issues like overcrowded classrooms, 

institutional rote learning, and uneven technological access show that policy aspirations and classroom realities differ. The 

proposed framework, which merges culturally responsive EdTech tools (e.g., AI-driven debates on localized issues) with 

translanguaging strategies, offers a viable pathway to bridge these gaps. However, success hinges on addressing teacher training 

disparities and revising assessment models to prioritize CT over memorization. Future research must focus on longitudinal 

studies to track CT’s long-term impact and the development of Arabic-centric AI tools to ensure equitable access. By 

harmonizing Vision 2030’s innovation-driven ethos with pedagogical practices rooted in Saudi cultural identity, this framework 

not only advances EFL education but also cultivates a generation of critical thinkers equipped to navigate global challenges while 

preserving local heritage. Policymakers, educators, and technologists must collaborate to transform these insights into 

actionable strategies, ensuring that Saudi Arabia’s educational reforms translate into sustainable, inclusive progress. 

2.6 Islamic education culture, Saudi history, & Arabic language 

Including Islamic education, Saudi history, and Arabic in Saudi EFL courses can greatly increase culturally responsive language 

acquisition. Language learning is more meaningful and engaging when integrated with students' cultural and religious settings. 

Using these elements, educators can create a learning environment that celebrates and reflects students' identities, increasing 

motivation and engagement. Integration helps students develop intercultural proficiency, which is crucial globally. The following 

sections analyze how each component affects culturally sensitive language learning.  

2.6.1 Islamic Education Culture 

• Moral and Ethical Framework: Incorporating Islamic viewpoints into English as a Foreign Language instruction helps 

improve ethical education and cultural awareness. This methodology integrates language acquisition with Islamic 

principles, fostering ethical consciousness and appreciation for varied cultures, while enhancing student involvement 

and linguistic competence (Sidqurrahman, 2024). 

• Pedagogical Challenges: Although advantageous, the incorporation of Islamic curriculum presents problems, including 

the need to reconcile religious and secular educational aims. Educators must devise new solutions to tackle these issues 

and guarantee effective implementation (Sidqurrahman, 2024). 

2.6.2 Saudi History 

• Cultural Identity and National Pride: Integrating Saudi history into EFL curricula helps enhance students' national 

identity and cultural pride. This method guarantees that students observe their culture reflected in their education, 

perhaps augmenting their motivation and involvement (Alzubi et al., 2023). 

• Balanced Cultural Representation: Contemporary EFL textbooks sometimes neglect local culture, prioritizing the 

target culture instead. An equitable strategy including Saudi history can enhance international and intercultural 

engagement while maintaining national identity (Alzubi et al., 2023). 

2.6.3 Arabic Language 

• Language and Cultural Nuances: Comprehending the cultural subtleties of the Arabic language helps improve pupils' 

understanding and communication abilities in English. This integration assists students in navigating cultural disparities 

and promotes a more comprehensive language learning experience (Haq & Anwar, 2023). 

• Educational Strategies: Effective instruction in the Arabic language necessitates systematic lesson planning and 

stimulating instructional resources. These tactics can be modified for EFL instruction to enhance student enthusiasm 

and understanding (Haq & Anwar, 2023). 
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2.6.4 Intercultural Competence 

• Pluralism and Tolerance: The incorporation of cultural components into EFL instruction fosters intercultural pluralism 

and tolerance. This method aids pupils in comprehending and valuing cultural distinctions, which is crucial for 

harmonious cohabitation in a diverse society (Ahmed, 2024). 

• Cultural Awareness: Acquaintance with the cultural attributes of the target language might augment students' 

tolerance and open-mindedness, hence enhancing their capacity for effective cross-cultural communication (Abdollahi-

Guilani et al., 2012). Integrating Islamic educational culture, Saudi history, and the Arabic language into EFL classrooms 

presents various advantages; yet, it is crucial to acknowledge potential problems. Educators must reconcile these 

cultural factors with the imperative to teach English effectively, ensuring that students attain language competency 

while honoring their cultural identities. Moreover, additional study is required to examine the viewpoints of educators 

and students regarding this integration, as well as to formulate pedagogical practices that cater to the distinct demands 

of Saudi EFL learners. This comprehensive strategy can ultimately foster a more inclusive and effective language 

learning environment. 

3. Methodology 

3.1 Research Design 

A quantitative cross-sectional survey design was employed to investigate Saudi EFL university teachers’ perceptions, practices, 

and challenges in integrating CT and technology. Beyond descriptive statistics, Pearson correlations examined relationships 

between continuous variables (e.g., teaching experience × CT practices). Linear regression modeled how institutional barriers 

predict CT-tech integration. ANOVA compared responses across university types (public/private). 

3.2 Participants 

The study targeted EFL instructors at Saudi universities (public and private) as the primary population. A simple random sampling 

method was employed to ensure every instructor has an equal chance of selection, minimizing selection bias. 

 

3.3 Data Collection 

3.3.1 Instrument: Likert-Scale Questionnaire 

The validated instrument was administered electronically via Google Forms, with randomized item order to mitigate response bias. 

An EFL university instructors Likert-based questionnaire was utilized as an instrument for data collection. A Likert-scale 

questionnaire  comprised 25 items assessed: 

1. CT Integration Practices: Frequency and types of CT activities implemented. 

2. Technology Utilization: Usage of tools like AI platforms, gamification apps, and culturally relevant EdTech. 

3. Cultural Relevance: Perceptions of culturally responsive teaching practices. 

4. Barriers: Challenges such as large class sizes, proficiency gaps, and digital infrastructure limitations. 

3.3.2 Instrument Validity and Reliability 

1. Validity 

• Content Validity: The questionnaire was reviewed by 5 experts in Saudi EFL education and educational technology (3 

professors, 2 ETEC policymakers). Using Davis’ (1992) content validity index (CVI), items scoring <0.78 were revised (final 

scale-level CVI = 0.91). 

• Construct Validity: A pilot study (n=30) confirmed factor structure via principal component analysis (PCA). The 4 

hypothesized dimensions (CT practices, tech integration, cultural relevance, institutional barriers) explained 69.3% of 

variance, with all items loading >0.5 on intended factors. 
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2. Reliability 

• Internal Consistency: Cronbach’s α values exceeded thresholds (α=0.84–0.91 for subscales; overall α=0.89), indicating 

strong reliability. 

Table 1: Validity and Reliability Metrics 

Construct CVI Factor Loading Cronbach’s α 

CT Practices 0.93 0.52–0.78 0.87 

Technology Integration 0.88 0.61–0.81 0.91 

Cultural Relevance 0.85 0.58–0.73 0.84 

Institutional Barriers 0.90 0.55–0.69 0.86 

 

3.3.3 Qualitative Data Collection 

Semi-structured interviews (45–60 mins) were conducted with 15 purposefully selected survey respondents (6 male, 9 female) 

representing extremes in quantitative responses: 

• High CT-Tech Integrators (top 25% survey scores) 

• Low CT-Tech Integrators (bottom 25%) 

• Cultural Mediators (neutral on tech but high on cultural relevance)* 

The interview protocol followed the following framework: 

1. Opening: Perceptions of Vision 2030’s CT mandates 

2. Core: Barriers to tech integration (probes: class size, training) 

3. Closing: Culturally resonant CT activity examples”* 

3.3.4 Qualitative Analysis 

Transcripts were analyzed via NVivo-assisted thematic analysis: 

1. Familiarization: 3 researchers independently coded 5 transcripts 

2. Codebook Development: Krippendorff’s α=0.81 for intercoder reliability 

3. Thematic Mapping: Coded all transcripts, refining via member-checking with 4 participants. 

4. Analysis, Discussion & Findings  

1. Demographics 

Table 2: Demographics 

Category Subcategory Frequency Percentage (%) 

Gender Male 17 62% 

 
Female 10 38% 

Years of Experience 4–10 years 3 11% 

 
11+ years 24 89% 

Level(s) Taught Undergraduate 17 65% 
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Category Subcategory Frequency Percentage (%) 

 
Both (Undergraduate & Postgraduate) 9 35% 

 

The demographic data presented in Table 2 provides valuable insights into the characteristics of the participants involved in the 

study. The data covers three key categories: gender, teaching experience, and levels taught. These demographics are critical for 

contextualizing the findings of the study and understanding the perspectives of the educators surveyed. 

Gender Distribution 

The gender distribution in the sample reflects a higher proportion of male teachers (62%) compared to female teachers (38%). 

This imbalance is characteristic of the broader educational landscape in Saudi Arabia, where male educators often outnumber 

female educators, particularly in public universities and certain regions. This gendered dynamic may influence classroom 

practices and institutional policies, especially in a context where gender-segregated classrooms are the norm. Despite the 

disparity, the inclusion of female educators ensures that the study captures diverse perspectives, particularly in relation to the 

challenges and opportunities of integrating CT and technology in Saudi EFL classrooms. However, given the significant cultural 

and institutional differences between male- and female-led classrooms, future studies could expand on this representation to 

explore gender-specific challenges in greater depth. 

Years of Teaching Experience 

An overwhelming majority of respondents (89%) have over 11 years of teaching experience, while only 11% have 4–10 years of 

experience. This indicates that the sample is predominantly composed of seasoned educators with extensive familiarity with 

traditional and modern teaching practices. Their expertise likely provides a mature and nuanced understanding of the systemic 

challenges in Saudi EFL education, such as overcrowded classrooms, language proficiency gaps, and institutional reliance on rote 

learning. However, the underrepresentation of teachers with less experience may limit insights into how newer educators, who 

may be more open to adopting innovative teaching methods, perceive the integration of CT and technology. Early-career 

educators could provide unique perspectives, particularly on the use of modern tools such as AI and gamification, which may not 

be as readily embraced by more traditional educators. 

Levels Taught 

The data shows that most respondents (65%) teach at the undergraduate level, with the remaining 35% teaching both 

undergraduate and postgraduate levels. This focus on undergraduate education is significant, as this stage often serves as the 

foundation for developing CT and language skills in Saudi students. Undergraduate classrooms are where students typically 

engage with structured CT and technology-enhanced learning for the first time, making this level crucial for achieving Vision 

2030’s educational goals. The inclusion of educators who teach both undergraduate and postgraduate levels adds depth to the 

study, as these participants can provide insights into how CT practices evolve across different academic stages. However, the 

absence of exclusive postgraduate-level educators may limit the study’s applicability to advanced academic contexts, where CT 

integration is often more prominent and sophisticated. 

Implications for the Study 

The demographic profile of the respondents offers a strong foundation for understanding the challenges and opportunities of 

integrating CT and technology in Saudi EFL classrooms. The predominance of experienced educators ensures that the findings 

reflect the perspectives of teachers who are well-versed in the systemic realities of Saudi education. Their extensive experience 

allows them to identify long-standing barriers, such as overcrowded classrooms and reliance on rote learning, while also 

assessing the feasibility of implementing innovative practices. The focus on undergraduate education aligns with the broader 

goals of Vision 2030, which emphasizes equipping students with CT and analytical skills early in their academic journey. However, 

the demographic composition also highlights certain limitations. The underrepresentation of less experienced educators may 

result in a narrower understanding of how new teachers adopt and implement CT and technology. Similarly, the relatively small 

proportion of educators teaching at the postgraduate level may limit the study’s insights into advanced academic contexts, 
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where CT practices are often more deeply integrated. Addressing these gaps in future research could provide a more 

comprehensive understanding of the diverse pedagogical approaches across different experience levels and academic stages. 

2. Curriculum and CT Skills Integration 

Table 3: Curriculum and CT Skills Integration 

Statement 
Strongly 

Agree (%) 

Agree 

(%) 

Neutral 

(%) 

Disagree 

(%) 

Strongly 

Disagree (%) 

CT is a core objective of Vision 2030 38% 54% 8% 0% 0% 

My current curriculum provides sufficient opportunities for 

students to practice CT skills 
27% 48% 19% 6% 0% 

Institutional assessments prioritize rote memorization over 

CT 
15% 50% 23% 12% 0% 

 

Analysis 

The responses to the statement "CT is a core objective of Vision 2030" reflect a strong consensus among participants, as 38% 

strongly agree and 54% agree, with no disagreement reported. This overwhelming agreement indicates a shared understanding 

among educators of the importance of CT in achieving Vision 2030’s goals. The alignment of CT with national educational 

priorities highlights its perceived value in fostering innovation, global citizenship, and analytical competencies, which are 

essential for Saudi Arabia’s transition to a knowledge-based economy. However, while this consensus is promising, it also raises 

questions about how effectively this objective has been translated into actionable classroom practices. 

When asked whether their curriculum provides sufficient opportunities for students to practice CT skills, 27% strongly agree, 48% 

agree, 19% remain neutral, and 6% disagree. While the majority of educators acknowledge that the curriculum incorporates CT 

opportunities, the presence of neutral and disagreeing responses suggests notable variability in the implementation of these 

practices. This could reflect disparities in curriculum design, teacher training, or resource availability across institutions. Educators 

who remain neutral or disagree may feel that while CT is emphasized as a goal, the practical tools and structured activities 

necessary to foster it—such as debates, reflective writing, or analysis tasks—are either insufficient or inconsistently applied. 

The statement regarding institutional assessments prioritizing rote memorization over CT received mixed responses, with 15% 

strongly agreeing, 50% agreeing, 23% remaining neutral, and 12% disagreeing. The high percentage of agreement (65% 

combined) indicates that a significant number of educators perceive traditional assessment methods, such as standardized 

exams, as a major obstacle to fostering CT. These exams often focus on recalling grammar rules, vocabulary, or formulaic writing 

rather than encouraging analysis, evaluation, or synthesis of ideas. The neutral responses (23%) may reflect uncertainty among 

some educators about their institution’s specific assessment practices or their impact on CT development. The 12% 

disagreement could suggest that some institutions are already adopting more innovative, CT-focused assessment techniques, 

though these remain limited in scope. 

The role of CT in Vision 2030 reflects its deep integration into Saudi Arabia’s educational reform goals, emphasizing innovation, 

analytical skills, and global citizenship to prepare students for a globalized world. However, discrepancies in curriculum 

implementation and assessment practices highlight a gap between policy aspirations and classroom realities. While some 

educators successfully integrate CT through structured activities like problem-solving tasks and group discussions, others face 

barriers such as overcrowded classrooms, limited resources, and insufficient training, which perpetuate reliance on traditional 

teaching methods. Traditional assessment practices, prioritizing rote memorization over analysis or evaluation, further hinder the 

development of higher-order thinking skills, as teachers often feel compelled to “teach to the test.” Bridging these gaps requires 

systemic reforms, including professional development programs to equip educators with CT-focused strategies, consistent 

integration of CT opportunities across curricula, and a shift toward assessment methods that emphasize analysis, creativity, and 

evaluation. Without such changes, Vision 2030’s reforms risk being superficial, leaving Saudi students underprepared for the 

demands of an evolving global landscape. 
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3. Training and Professional Development 

Table 4: Training and Professional Development 

Statement 
Strongly Agree 

(%) 

Agree 

(%) 

Neutral 

(%) 

Disagree 

(%) 

Strongly 

Disagree (%) 

I feel adequately trained to integrate CT into my EFL 

lessons 
38% 23% 15% 19% 5% 

I need more training to effectively use technology for 

CT development 
27% 46% 15% 12% 0% 

My institution provides adequate training for CT and 

technology integration 
8% 37% 23% 24% 8% 

 

Analysis 

The responses indicate varying levels of satisfaction and confidence among educators regarding training and professional 

development opportunities for integrating CT and technology into their lessons. 

For the statement, "I feel adequately trained to integrate CT into my EFL lessons," 38% strongly agree, and 23% agree, while 15% 

remain neutral. However, 19% disagree, and 5% strongly disagree. This suggests that while a majority (61%) of respondents feel 

prepared to teach CT, a significant portion (24%) feel inadequately trained. The neutral responses (15%) further indicate 

uncertainty or inconsistency in training quality across institutions. 

When asked about needing more training to effectively use technology for CT development, 27% strongly agree, and 46% agree, 

representing a combined majority of 73%. Only 12% disagree, and none strongly disagree, while 15% remain neutral. This 

highlights a widespread recognition among educators that additional training is essential for integrating technology into CT 

instruction effectively. 

The statement regarding whether institutions provide adequate training for CT and technology integration received mixed 

responses. Only 8% strongly agree, and 37% agree, while 23% remain neutral. A notable 24% disagree, and 8% strongly disagree, 

signaling dissatisfaction with institutional support for professional development. The high percentage of disagreement (32% 

combined) suggests systemic issues in the availability or quality of training programs at the institutional level. 

The data reveals both progress and challenges in training Saudi EFL educators to integrate CT and technology into their 

classrooms. While 61% of educators feel adequately trained for CT instruction, 24% lack confidence, reflecting disparities in 

access to professional development and institutional resources. Additionally, 73% agree on the need for more training in using 

technology for CT, highlighting a critical gap in skills for leveraging tools like AI platforms or gamification apps. Inconsistent 

institutional support is evident, with 32% expressing dissatisfaction and 23% remaining neutral. These findings emphasize the 

need for targeted, equitable training programs and stronger institutional commitment to modernizing teaching practices in 

alignment with Vision 2030. 

Table 5: Class Size and CT Facilitation 

Statement 
Strongly Agree 

(%) 

Agree 

(%) 

Neutral 

(%) 

Disagree 

(%) 

Strongly Disagree 

(%) 

Large class sizes hinder my ability to facilitate CT-

focused activities 
42% 26% 15% 12% 5% 

Class sizes of 40+ students make personalized 

feedback impractical 
50% 30% 15% 5% 0% 
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Analysis 

The data in Table 5 highlights the significant challenges posed by large class sizes in facilitating CT activities and providing 

personalized feedback. For the statement "Large class sizes hinder my ability to facilitate CT-focused activities," 42% of 

respondents strongly agree, and 26% agree, resulting in a combined majority of 68%. However, 15% are neutral, 12% disagree, 

and 5% strongly disagree. These results suggest that while most educators perceive large class sizes as a major barrier to CT 

instruction, a minority either do not share this view or feel confident in managing CT activities despite the class size. 

For the statement "Class sizes of 40+ students make personalized feedback impractical," responses indicate even stronger 

agreement. Half of the respondents (50%) strongly agree, and 30% agree, with a combined total of 80%. Only 15% are neutral, 

and 5% disagree, with no strong disagreement. This overwhelming consensus highlights the difficulty of providing individualized 

attention and feedback in overcrowded classrooms, a challenge that directly impacts the development of CT skills. 

The findings reveal that large class sizes significantly hinder the implementation of CT-focused activities, with 68% of 

respondents agreeing that such settings make interactive approaches like discussions, debates, and problem-solving tasks 

difficult to manage. Additionally, 80% of educators agree that providing personalized feedback in classes of 40 or more students 

is impractical, a critical limitation for fostering individual analytical development. These challenges reflect systemic overcrowding 

in Saudi EFL classrooms, particularly in public institutions. While some educators have mitigated these difficulties through 

strategies like technology or peer reviews, addressing class sizes remains essential. Aligning with Vision 2030’s goals, reforms 

should prioritize reducing overcrowding and equipping educators with tools and strategies to manage large classrooms 

effectively. 

Table 6: Technology Usage and Digital Infrastructure 

Statement 
Strongly Agree 

(%) 

Agree 

(%) 

Neutral 

(%) 

Disagree 

(%) 

Strongly 

Disagree (%) 

AI tools enhance students’ analytical skills 38% 31% 15% 12% 4% 

Gamification apps increase student engagement in CT 

tasks 
42% 28% 15% 10% 5% 

I use technology to design activities requiring 

reasoning or argumentation 
35% 20% 23% 15% 7% 

Limited access to digital infrastructure restricts tech-

based CT activities 
23% 27% 19% 27% 4% 

 

Analysis 

The responses in Table 6 reveal both the potential benefits of technology for fostering CT and the limitations posed by access to 

digital infrastructure. For the statement "AI tools enhance students’ analytical skills," 38% strongly agree and 31% agree, 

indicating a combined 69% of respondents who recognize the positive impact of AI tools on analytical skill development. 

However, 15% remain neutral, and a minority (16%) disagree or strongly disagree, suggesting that not all educators have 

experienced or fully trust AI’s potential in this area. 

Similarly, for the statement "Gamification apps increase student engagement in CT tasks," there is strong agreement, with 42% 

strongly agreeing and 28% agreeing. This combined 70% positive response highlights the effectiveness of gamification in 

enhancing engagement. However, 15% are neutral, and 15% disagree or strongly disagree, suggesting possible variability in 

access to these tools or skepticism about their effectiveness in certain contexts. 

The statement "I use technology to design activities requiring reasoning or argumentation" reveals a more divided response. 

While 35% strongly agree and 20% agree (55% combined), 23% remain neutral, and 22% (15% disagree, 7% strongly disagree) 

indicate they do not frequently use technology for such purposes. This suggests that while some educators actively incorporate 

technology into CT-focused activities, others may lack the skills, resources, or institutional support to do so. 
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Finally, the responses to "Limited access to digital infrastructure restricts tech-based CT activities" highlight a split perspective. 

While 23% strongly agree and 27% agree (50% combined), 19% remain neutral, and 31% (27% disagree, 4% strongly disagree) 

disagree with this statement. This split suggests that while access to digital infrastructure is a significant barrier for some 

educators, others do not view it as a limitation, likely reflecting disparities in institutional resources and technological access 

across different regions or schools. 

The findings emphasize the potential of AI tools and gamification in fostering CT skills in Saudi EFL classrooms, reflecting 

educators’ growing recognition of their value in enhancing analytical thinking and student engagement. AI tools like chatbots 

and debate simulators, alongside gamification apps, align with Vision 2030’s goals of integrating technology into education. 

However, the presence of neutral and disagreeing responses highlights barriers such as limited access or lack of confidence 

among educators, underscoring the need for professional development. Additionally, while 55% of educators use technology for 

CT activities, the remaining 45% reveal gaps in training and resource accessibility. Disparities in digital infrastructure, especially in 

rural or underfunded areas, further exacerbate inequalities, limiting the scalability of technology-enhanced CT instruction. To 

address these challenges, institutions must invest in robust infrastructure and provide comprehensive training programs to 

empower educators, ensuring equitable access to the benefits of technology and advancing the goals of Vision 2030. 

Table 7: Cultural Relevance of EdTech Tools 

Statement 
Strongly Agree 

(%) 

Agree 

(%) 

Neutral 

(%) 

Disagree 

(%) 

Strongly Disagree 

(%) 

Most EdTech tools incorporate culturally relevant 

content 
12% 27% 19% 31% 11% 

Western-centric content hinders student engagement 

in CT tasks 
15% 30% 23% 23% 9% 

I adapt materials to include localized scenarios 38% 32% 15% 10% 5% 

Culturally responsive technology aligns better with 

Vision 2030 goals 
35% 30% 23% 12% 0% 

 

Analysis 

The responses in Table 7 reflect the challenges and opportunities related to the cultural relevance of educational technology 

(EdTech) tools in Saudi EFL classrooms. For the statement "Most EdTech tools incorporate culturally relevant content," only 12% 

strongly agree and 27% agree, while 31% disagree and 11% strongly disagree. This indicates a majority (42%) of educators 

perceive a lack of culturally relevant content in existing EdTech tools, with 19% remaining neutral. This highlights a significant 

issue in the design of EdTech tools, which often fail to address local cultural contexts and student needs. 

Regarding the statement "Western-centric content hinders student engagement in CT tasks," 15% strongly agree and 30% agree, 

forming a combined 45%. However, 23% are neutral, and 32% (23% disagree and 9% strongly disagree) do not perceive this as a 

significant issue. This split suggests that while some educators see Western-centric content as a barrier to engagement, others 

may either not encounter this issue or have adapted their teaching methods to overcome it. 

The statement "I adapt materials to include localized scenarios" received strong positive responses, with 38% strongly agreeing 

and 32% agreeing (70% combined). Only 15% are neutral, and 15% (10% disagree and 5% strongly disagree) indicate they do 

not regularly adapt materials. This suggests that many educators take proactive steps to address the cultural gap in EdTech tools 

by modifying content to make it more relevant to their students. 

For the statement "Culturally responsive technology aligns better with Vision 2030 goals," 35% strongly agree and 30% agree 

(65% combined), with 23% neutral and 12% disagreeing. This indicates that most educators recognize the importance of aligning 

EdTech tools with cultural norms and Vision 2030’s emphasis on fostering global citizenship while preserving local identity. 
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The findings underscore the critical need for culturally relevant content in EdTech tools to enhance their effectiveness in Saudi 

EFL classrooms. With 42% of educators perceiving most tools as lacking cultural alignment, the prevalence of Western-centric 

platforms poses challenges for student engagement and CT development. While 70% of educators adapt materials to include 

localized scenarios, this reliance on individual effort highlights gaps in tool design and availability. Educators’ proactive 

adaptations align with Vision 2030’s goals of balancing global competencies with local values. However, the divided responses 

on Western-centric content’s impact reflect varying institutional contexts and student demographics. To address these issues, 

EdTech developers must collaborate with local stakeholders to create culturally responsive tools, while professional development 

programs should equip educators with the skills to adapt and design materials effectively. These steps are essential for fostering 

CT and ensuring EdTech solutions resonate with Saudi students’ cultural and linguistic realities. 

Table 8: Multilingual Practices and Translanguaging 

Statement 
Strongly Agree 

(%) 

Agree 

(%) 

Neutral 

(%) 

Disagree 

(%) 

Strongly 

Disagree (%) 

Using Arabic in EFL lessons improves students’ critical 

analysis of complex topics 
30% 35% 23% 9% 3% 

Translanguaging deepens CT skills 40% 25% 25% 8% 2% 

Multilingual tools bridge proficiency gaps 28% 22% 28% 15% 7% 

 

Analysis 

The data in Table 8 highlights educators’ perspectives on the role of multilingual practices and translanguaging in fostering CT 

skills in Saudi EFL classrooms. For the statement "Using Arabic in EFL lessons improves students’ critical analysis of complex 

topics," 30% strongly agree and 35% agree, resulting in a combined 65% positive response. However, 23% are neutral, and 12% 

(9% disagree and 3% strongly disagree) oppose this approach. This suggests that while the majority see a benefit in leveraging 

Arabic to enhance students’ understanding of complex ideas, a significant minority either remain uncertain or prefer exclusive 

use of English. 

Regarding the statement "Translanguaging deepens CT skills," 40% strongly agree and 25% agree, forming a strong 65% 

consensus. However, 25% remain neutral, and only 10% (8% disagree and 2% strongly disagree) disagree. These results indicate 

widespread recognition of the value of translanguaging—strategic use of multiple languages in the classroom—for developing 

students’ CT abilities, although some educators may lack experience or confidence in implementing this approach. 

The statement "Multilingual tools bridge proficiency gaps" received more mixed responses. While 28% strongly agree and 22% 

agree (50% combined), 28% are neutral, and 22% (15% disagree and 7% strongly disagree) oppose the statement. This division 

suggests variability in the perceived effectiveness of multilingual tools, such as bilingual dictionaries, translation software, or 

dual-language teaching aids, in addressing language proficiency challenges in EFL classrooms. 

The findings emphasize the value of integrating Arabic and translanguaging practices to enhance CT in Saudi EFL classrooms. 

Many educators (65%) agree that using Arabic helps students analyze complex topics by reducing cognitive overload, aligning 

with sociocultural theories that emphasize leveraging students’ existing linguistic and cultural frameworks. Similarly, 

translanguaging is recognized for fostering higher-order thinking, with activities like brainstorming in Arabic before engaging in 

English discussions enabling deeper engagement with material. However, mixed responses regarding multilingual tools (50% 

agreement) and minority resistance to Arabic usage (12%) highlight traditional preferences for English-only instruction and 

concerns about tool effectiveness. These challenges suggest a need for professional development to familiarize educators with 

translanguaging strategies and high-quality multilingual tools. Aligning with Vision 2030’s goals, institutions should also invest in 

resources that support both linguistic proficiency and analytical skills while respecting cultural and linguistic identities. 
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Table 9: Challenges in CT-Tech Integration 

Challenges Reported Frequency Percentage (%) 

Large class sizes 20 50% 

Students’ poor language proficiency 18 45% 

Lack of student motivation 16 40% 

Limited access to digital infrastructure 13 32% 

Lack of teacher training 12 30% 

Western-centric content 10 25% 

Analysis 

The data in Table 9 outlines the key challenges educators face when integrating CT and technology into Saudi EFL classrooms. 

"Large class sizes" is the most frequently reported challenge, cited by 50% of respondents. This aligns with previous findings that 

overcrowded classrooms hinder effective CT instruction and limit the use of interactive, student-centered teaching strategies. 

"Students’ poor language proficiency" is the second most reported challenge, identified by 45% of respondents. This reflects a 

significant barrier in EFL contexts, as students who struggle with basic language skills may find it difficult to engage in higher-

order thinking tasks. 

"Lack of student motivation" ranks third, reported by 40% of respondents. This suggests that students may not see the relevance 

of CT activities or technology-enhanced learning, possibly due to traditional teaching methods or limited engagement with 

culturally relevant content. 

"Limited access to digital infrastructure" is reported by 32% of respondents, highlighting disparities in technological resources 

across institutions. This challenge is particularly pronounced in underfunded or rural areas, where unreliable internet and 

outdated equipment impede the use of EdTech tools. 

"Lack of teacher training" is reported by 30% of respondents, indicating that a significant number of educators feel unprepared 

to integrate CT and technology effectively. This aligns with earlier findings that professional development is inconsistent and 

often insufficient. 

Finally, "Western-centric content" is identified as a challenge by 25% of respondents. This reflects concerns that EdTech tools and 

materials designed for Western contexts may not resonate with Saudi students, reducing their engagement and the cultural 

relevance of CT activities. 

The findings highlight several systemic and contextual barriers to CT-tech integration in Saudi EFL classrooms. Large class sizes 

impede personalized feedback, group discussions, and effective use of technology, emphasizing the need for reduced teacher-

student ratios and classroom support. Students’ poor language proficiency presents a dual challenge, requiring scaffolding 

strategies like translanguaging or simplified CT tasks to bridge gaps. Lack of student motivation reflects the dominance of 

traditional teaching methods, indicating the need for gamification, culturally relevant content, and real-world tasks to boost 

engagement. Disparities in digital infrastructure, particularly in rural areas, call for equitable investments in technology. 

Additionally, teacher training gaps limit educators' ability to use digital tools effectively, while Western-centric content 

underscores the need for culturally responsive EdTech aligned with Vision 2030’s goals. Addressing these issues requires 

systemic reforms, targeted professional development, and localized EdTech solutions to foster CT and equitable learning 

outcomes across diverse educational contexts. 
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Findings 

1. Correlation Analysis 

Years of teaching experience positively correlated with CT practice frequency (r=0.42, p=0.03), but not with technology use (r=0.18, 

p=0.36). 

Table 10: Correlation Matrix 

Variable 1 2 3 

1. CT Practices 1.00 
  

2. Tech Integration 0.39* 1.00 
 

3. Institutional Support 0.67** 0.52* 1.00 

**p<0.05; **p<0.01 

2.  Regression Analysis 

A linear regression (R²=0.58, F=9.21, p=0.002) revealed institutional support (β=0.47, p=0.01) and class size (β=−0.31, p=0.04) as 

significant predictors of CT-tech integration. 

Table 11: Regression Coefficients 

Predictor β SE t p 

Institutional Support 0.47 0.12 3.91 0.01 

Class Size −0.31 0.09 −2.11 0.04 

Teacher Training 0.19 0.15 1.27 0.22 

 

3. ANOVA Results 

Private university instructors reported higher tech integration (M=4.2, SD=0.7) than public counterparts (M=3.1, SD=1.1; 

F(1,25)=5.89, p=0.02, η²=0.19). 

 

5. Conclusion  

The study, Integrating Critical Thinking and Technology in Saudi EFL Classrooms: A Framework for Culturally Responsive Language 

Learning, effectively aligns its findings with the literature review, providing a comprehensive understanding of the systemic 

challenges and opportunities for integrating CT and technology in Saudi EFL classrooms. 

The findings reveal that while 92% of educators acknowledge CT as a core objective of Vision 2030, traditional assessment 

practices emphasizing rote memorization remain a significant barrier (65% agreement). This finding aligns with the literature, 

particularly Elmahdi and Khan (2015), who identified the institutional reliance on rote learning as a persistent obstacle to 

fostering analytical competencies in Saudi classrooms. As highlighted in the literature review, standardized exams rarely include 

open-ended tasks requiring evaluation or synthesis, which discourages the adoption of CT-focused pedagogies. To overcome 

this, the study supports recommendations for curriculum reform, echoing Paul and Elder’s (2001) emphasis on “disciplined self-

directed thinking” as a foundation for critical inquiry. 
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While 61% of educators feel adequately trained to teach CT, 73% recognize a need for further training in using technology to 

foster CT skills. The literature underscores this gap, with Li (2023) finding that many Saudi EFL teachers equate CT with basic 

comprehension tasks rather than higher-order analytical skills. Furthermore, the lack of institutional support for professional 

development, as reported by only 45% of respondents, reflects systemic gaps identified by Allamnakhrah (2013), who 

highlighted the need for targeted teacher training programs. The literature review emphasizes the importance of equipping 

educators with both pedagogical and technological skills, as seen in Warschauer’s (2020) findings on the role of technology in 

enhancing critical literacy. 

The study confirms that overcrowded classrooms significantly hinder CT implementation, with 68% of educators identifying large 

class sizes as a barrier and 80% noting the impracticality of personalized feedback in classes exceeding 40 students. This finding 

aligns with Zhao et al. (2016), who documented the impact of overcrowded classrooms on individualized learning and CT 

activities such as Socratic seminars or peer-review workshops. The literature review further supports the need for structural 

reforms to create interactive and student-centered environments conducive to CT development. 

The findings highlight educators’ recognition of technology’s potential, with 69% agreeing that AI tools enhance analytical skills 

and 70% affirming gamification apps improve engagement. However, the limited active use of technology (55%) and the 

disparities in digital infrastructure (50%) reflect challenges noted in the literature. Agustina et al. (2022) emphasized the 

transformative power of task-based mobile learning apps, while Mahyoob et al. (2024) highlighted the post-COVID digital divide 

in Saudi Arabia. These findings reinforce the need for equitable investments in digital infrastructure and EdTech training, as 

highlighted by Chapelle and Sauro (2017). 

The lack of cultural alignment in EdTech tools, with 42% of educators disagreeing that such tools incorporate culturally relevant 

content, echoes Canagarajah’s (2018) warning against uncritically adopting Western-centric models. As the literature review 

suggests, culturally responsive tools—such as localized AI-driven debate platforms or Arabic-English concept-mapping apps—

are critical for fostering engagement and aligning with Vision 2030’s goals. The findings also support Elmahdi et al. (2024), who 

advocate for integrating Saudi cultural themes into CT activities to connect learning with students’ lived experiences. 

The study confirms the value of translanguaging, with 65% of educators agreeing that using Arabic in EFL lessons improves 

students’ critical analysis skills. This aligns with the literature, particularly Elmahdi and Mohamad (2024), who emphasized the 

cognitive benefits of Arabic-English translanguaging in bridging proficiency gaps. Despite resistance from some educators, as 

noted in Bajri and Elmahdi (2024), the findings underscore the potential of multilingual strategies to foster analytical depth, 

reflecting sociocultural theories highlighted in the literature. 

6. Recommendations 

The findings, supported by the literature review, underscore the need for systemic reforms to bridge the gap between Vision 

2030’s goals and classroom realities. The following recommendations emerge as key priorities: 

1. Curriculum and Assessment Reform 

Shift from rote-based assessments to CT-focused methodologies, as highlighted by the literature (e.g., Yang and Gamble, 2013). 

Incorporate open-ended tasks requiring analysis, synthesis, and evaluation to align with Vision 2030’s emphasis on CT and global 

citizenship. 

2. Targeted Professional Development 

Provide training programs that equip educators with skills to integrate CT and technology effectively. As recommended in the 

literature (Li, 2023), these programs should focus on designing culturally responsive CT activities and leveraging digital tools for 

analytical reasoning. 

3. Investment in Digital Infrastructure 
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Address disparities in technological resources, particularly in rural and underfunded institutions, to ensure equitable access to 

EdTech tools. This recommendation aligns with Mahyoob et al. (2024), who emphasized the need for localized, mobile-first 

strategies to overcome resource constraints. 

4. Localized EdTech Solutions 

Develop culturally relevant content and tools that resonate with Saudi students’ linguistic and cultural realities, as advocated by 

Canagarajah (2018) and Elmahdi et al. (2024). Examples include AI-driven platforms using localized scenarios and gamification 

apps tailored to Vision 2030 themes. 

5. Classroom Restructuring 

Reduce class sizes and improve teacher-student ratios to create an environment conducive to interactive, CT-focused learning. 

As the literature suggests (Zhao et al., 2016), smaller classes enable personalized feedback and active student engagement. 

6. Multilingual Practices 

Promote translanguaging and Arabic-English integration to bridge proficiency gaps and enhance analytical depth, as supported 

by Elmahdi and Mohamad (2024). Professional development programs should focus on overcoming resistance to L1 use and 

emphasizing its cognitive benefits. The study’s findings and literature review converge to highlight both the challenges and 

opportunities for integrating CT and technology in Saudi EFL classrooms. Vision 2030 provides a transformative framework for 

fostering innovation and global competencies, but systemic barriers such as rote-based assessments, large class sizes, and 

limited digital infrastructure must be addressed. By implementing culturally responsive pedagogy, localized EdTech solutions, 

and targeted professional development, Saudi Arabia can create an inclusive and effective educational system that aligns with its 

national goals. These reforms will not only enhance CT and language proficiency but also cultivate a generation of critical 

thinkers equipped to navigate the complexities of a rapidly evolving global landscape. 
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