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Abstract
An investigation into professional development practices within the Saudi
Arabian higher education system suggests a gap in higher-order thinking skills
needed to help build the nation‟s knowledge base for the future. This is despite the
fact that the sector has policy development aimed at securing the Saudi Arabia‟s
global position within a digitally networked world. Added to this observation the
literature highlights the relative absence of evidenced based studies relevant to Saudi
Arabia. Hence, this study sought to redress this problem within one Saudi Arabian
university involving Faculty of Education students (N= 244).
The approach taken was to examine the effectiveness of using a problembased learning approach as a means of facilitating students‟ higher-order thinking.
The research aimed to explore students‟ perceptions of the opportunity to develop
higher-order thinking within a blended learning environment over the course of one
semester. An action research approach was used to audit the current learning
practices and identify changes needed to meet the goals for the research. Next, an
intervention was implemented to improve the students‟ learning outcomes by using
problem-based learning approach throughout one semester period. Three main
instruments were used to gather the data throughout the semester. These were
questionnaires, documents (three assessment tasks, diary entries and online
discussions posts) and semi-structured interviews (focus group and one-on-one). The
data obtained were analysed using the Structure of Observed Learning Outcomes
taxonomy (SOLO) for all written documents and SPSS software for analysing the
questionnaires.
Quantitative results from the three assessment tasks and online discussion
posts demonstrated that there was a statistically significant effect for the three
assessment tasks and online posts. Additionally, qualitative findings from these
documents and interviews indicated a substantial improvement in students‟ thinking
abilities from surface to deep thinking and from concrete to abstract thinking. This
outcome suggests the merit of including more elements of problem-based learning in
professional development courses for teacher training in Saudi Arabian higher
education.
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Chapter One
Introduction

1.1 Introduction
In the current complex era of globalised communications, producing
graduates who possess the ability to make decisions, think critically and solve
problems is an essential target of any pedagogical process. The importance of
encouraging students to develop their thinking skills has become a fundamental goal
for all educational sectors. Higher education has concentrated on producing workreadygraduates in the knowledge-based economy (Campbell, 2012; Phusavat,
Ketsarapong, Ooi & Shyu, 2012).Educators in highereducation colleges consider
higher-order thinking as a basic grounding for the learning process (Miri, David &
Uri, 2007; Phillips, 1997) and graduating their students to think critically is a core
component (Alqarni, 2008; Campbell, 2012; Ocansey, Chepyator-Thomson&
Kutame, 1992). As an illustration, the Association of American Colleges and
Universities (2005) has chosen and emphasised major intellectual and practical skills
to be acquired by universities‟ students. Higher-order thinking skills, as well as
written and oral communication skills, quantitative and information literacy,
teamwork, and integration of learning, are skills in great demand by academics and
employers (Association of American Colleges and Universities, 2005). In Australia,
the graduate capabilitiesstandards under which TEQSA grants accreditation of
courses is being interpreted by universities here in similar ways (Australian
Government,

2011).

These key graduate capabilities are:

literacies and

communication skills; inquiry and analytical skills; and personal and professional
skills. Similarly, Singapore endeavours to integrate creativity, innovation and
informed debate with a global knowledge-based hub to become a key player in the
higher education sector across the world (Olds, 2007). Enhancing students' thinking
usually enables them to be capable of facing ongoing life problems. They will also
have the ability to change and contribute to development in their societies.
Along with the information and technological revolution, the global
movement towards enhancing students‟ intellectual abilities has been gathering
momentum. According to Kim (2009) and Pithers and Soden (2000), one of the
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salient reasons for this emphasis is the presence of sophisticated technologies
thatproduce abundant information. Every day we read and listen to new information
we have not encounteredbefore (Alqarni, 2008; Pithers & Soden, 2000). Thus,
merely preparing learners with literacy and numeracy skills is insufficient for the
future (Khateeb, 2012). Learners should be able to evaluate, sort and reject poor
quality information by being able to distinguish between reliable and unreliable
information and sources (Jafari, 2009). These trends are not new. For instance, in
1995 Beyerstressed that individuals needed to make reasoned judgements about
information in terms of its accuracy, credibility and usefulness, based on criteria.
Employers in workplaces are likely to prefer individuals who are qualified
and who have high level thinking skills to help them succeed in their
work,contributing to the development of their institutions. As reflected in current
policy documents related to graduate capabilities, employers desire graduates who
are equipped with personal skills such as problem solving, communication and
critical thinking (see also Association of American Colleges and Universities, 2005;
Australian Government, 2011). Consequently, educators in higher education
institutions have a significant responsibility to prepare, equip and assist current and
future generations to possess thesedesired thinking skills by employing new learning
approaches in their teaching and learning activities (Pisutova-Gerber & Malovicova,
2009).
To meetcontemporary societal demands, active learning approaches and new
technologies need to be effectively used and blended. Using active learning
approaches and new technologies and methods, such as blended learning hasmany
advantages and consequences (Derby & Williams, 2010; Khateeb, 2012; Magnuson,
2005; Yang, Chuang, Li & Tseng, 2012). Active learning approaches that involve
authentic problems and engage students in an active learning environment (such as
blended learning) create „a highly conducive atmosphere for learning with the
appropriately blended elements of utilising problem-based learningand information
communication technology in conjunction‟ (Derby & Williams, 2010, p. 54). The
efficacy of these approaches in blended learning environments can increase the
possibility of developing students‟ higher-order thinking and deep learning. It can
also address: learners‟ diversity and needs; learner-centred learning; the careful
design of learning activities and materials; the flexibility of time (Derby & Williams,

Chapter One

Introduction

3

2010; Khateeb, 2012; Magnuson, 2005; Taradi, Taradi, Radic & Pokrajac, 2005;
Yang et al., 2012).Using collaborative strategies in Saudi educational situationsas a
collectivist context(Smith & Bond, 1993; Triandis, 2001), may support and meet
students‟ needs, interests and competencies. Hence, the need to foster such skills in
the current digital generation (Alzahrani, 2011) has become a vital demand for many
educators and employers globally.
Paradoxically, perhaps, within the global contexttraditional societies face
significant challenges in transforming their social, economic and environmental
responses to the knowledge revolution phenomenon,including open access to online
information. Saudi Arabia as a nation in many ways is still regardedas a traditional
and less developed society; it is recognised as deeply conservative (Onsman, 2011;
Robertson & Al-Zahrani, 2012).The nation has rigid cultural norms and behaviours
that shape the daily life of its population. Nevertheless, Saudi Arabia is a rapidly
developing nation because „international competitiveness is likely to … impact
significantly and possibly irrevocably on Saudi cultural traditions and religion
norms‟ (Onsman, 2011, p.1). Consequently, the economic, health, public and higher
education and digital technology consumption sectors are growing quickly.
Therefore, nations like Saudi Arabia have multiple dimensions in the
challenge to meet global change forces. One is recognising the limitation of the „old
ways‟ and embracing change and transition in a modern society and economy
(Alasmari, 2008; Aljarf, 2007). Determination is required to enhance the social
capital of citizens through education that aligns outcomes with global trends. Leaders
as indicated in the Organisation for Economic Cooperation and Development
(OECD) (2009) figuressuch as Finland, Singapore and Japan are nations that have
embraced new technologies, with astrong emphasis on building skills and attributes
that most align with contemporary thinking. Illustrative of the challenge is the
response of universities in developing nations around the world, and their
interpretations of graduate attributes for higher education. For example, in Saudi
Arabia the central policy is to promote the use and application of digital
technologiesto improve desirable capabilities in students (Ministry of Higher
Education, 2009) and meet the demands and goals of development plans (Ministry of
Economy and Planning, 2005; Ministry of Education, 2005; Ministry of Higher
Education, 2009). All these national plans are linked to strong public policy, which
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supports the development of digital technologies in the education sector, and all
other aspects of daily life. Thus, most universities hold policies that align with the
national direction.
Certainly, the national economy reflects a nation of online technology
adopters. For exampleWorld Bank (2014) figures indicate that Saudi Arabia is the
leader in terms of mobile devices and internet usage (see Table 1.1). However, a
very conservative approach remains within higher education practices and in school
curricula (Alamri, 2005; Alebaikan, 2010; Alqarni, 2008;Alzahrani, 2011;Jafari,
2009; Khateeb, 2012; Robertson & Al-Zahrani, 2012).
Table 1.1
Mobile Cellular Subscriptions per 100 People (The World Bank, 2014)
Mobile Cellular Subscriptions (Per 100 People)
Country Name
Australia
Canada
China
United
Kingdom
India
Japan
New Zealand
Saudi Arabia
Singapore
United States

2002
64
37
16
82

2003
72
42
20
91

2004
81
47
25
100

2005
90
53
30
109

2006
95
57
35
116

2007
101
61
41
121

2008
103
66
48
125

2009
101
71
56
130

2010
101
76
64
130

2011
108
80
73
131

2012
106
76
81
131

1
64
61
23
82
49

3
68
64
32
87
55

5
72
74
40
96
63

8
76
85
60
103
69

14
79
91
79
109
77

20
85
100
111
129
82

29
87
108
138
134
86

43
92
109
167
139
89

61
97
108
188
145
92

72
105
109
191
150
95

69
109
110
185
153
98

The number of internet users and information and communication
technologies (ICT) applications had increased by the end of 2012. According to the
Communications and Information Technology Commission (2010), the number of
internet users rapidly increased from three million in 2005 to over 11 million users
by the end of 2010, for an approximate 27 million population. The World Bank
(2014) additionally indicates that Saudi Arabia is situated in the top of mobile
cellular subscriptions (see Table 1.1).
Acknowledging the Saudi context reflects international trends, this study was
designed to investigate the effectiveness of using an active learning approach to
facilitate students‟ higher-order thinking.A further goal was to provide a clear picture
ofthe existing gap between higher education public policy and curriculum
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implementation. Findings provide pedagogical suggestions for the Saudi educational
system, andstrategiesto enhance the quality of learning outcomes. The following
sections present and discuss an overview of the research context and background to
provide a clear picture ofSaudi Arabia, including itshistory, culture, religion and
educational policy. Further, the main areas of the present research regarding higherorder thinking, problem based larning and blended learning environments in Saudi
higher education are discussed.

1.2 Overview of the Saudi Arabian Context and Background
1.2.1 Saudi history.
Saudi Arabia lies in the southern Asian continent. Most of the Arabian
Peninsula is occupied by Saudi Arabia, bordered by the Red Sea tothe west and the
Arabian Sea tothe east. Several countries border Saudi Arabia from the north, east
and south. Those countries (clockwise) are: Jordan, Iraq, Kuwait, Bahrain, Qatar,
United Arab Emirates, Oman and Yemen,occupying the southern corner of the
Arabian Peninsula (see Figure 1.1).

Figure 1.1.Map of Saudi Arabia (Source: Royal Embassy of Saudi Arabia, accessed 2013).

Riyadh city (see Figure 1.1),located in the central area ofthe main 13
administrative provinces, is the capital city of Saudi Arabia. This city has particular
significance as the seat of a centralised and monarchist government. All government
structures and functionsarelocated in Riyadh. This has been sosince its
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establishment, and specifically when it was united under King Abdulaziz bin
Abdurrahman Al Saud in 1932. Historically, Saudi Arabia has played significant
roles in the Gulf region, as well as in the Arab world (Ministry of Foreign Affairs,
2013; Onsman, 2011). These roles‟importance increased when oil was discovered in
1938.Oil provided income to build the modern nation (Ministry of Foreign Affairs,
2013). The estimated amount of Saudi oil reserves, production and exports is more
than 25 percent of the world‟s total (Ministry of Petroleum and Mineral Resources,
2013). Saudi Arabia is ranked first in the world in this regard. Petroleum resources
have ensuredSaudi Arabia‟s unique position among both developed and developing
countries. Since only 50 years ago, the rapid economic growth of Saudi Arabia has
enabled the state to meet the World Trade Organization‟s obligations,becominga
memberin 2005 (Ramady, 2010).
Not only has the Saudi economy dramatically increased, but also the Saudi
population has rapidly grown. The population has increased from some seven
million in 1970, up to almost 30 million people in 2013, with a growth rate of 2.7%
(Central Department of Statistics & Information, 2013). By 2025 it is expected that
the Saudi population will reach 43 million (Alhamed, 2007);arguably one of the
highest growthrates globally(Alissa, 2009). This growth is attributed to theeconomic
boom, as well as religious and cultural factors(Alzahrani, 2011). Many social
services such as housing, healthcare and jobs have been created and supported by
Saudi wealth (Alhamed, 2007). Despite arapid growth in many fields, education has
been slower to change. Employing new effective learning approaches and integrating
new digital technologies into the curricula require further attention.
Saudi Arabia has established traditionsthathave led to a set of everyday
practices and daily life the rest of the world might judge as closed to scrutiny from
other nations. Nevertheless, the rapid rise of wealth in some sectors (associated with
economy and oil exports), has begun a transformation. Developing the infrastructure
is challenging thesetraditionalways (Robertson & Al-Zahrani, 2012).
1.2.2 Culture and religion.
Saudi Arabia is an Islamic culture. The Holy Quran is the constitution of
Saudi Arabia; Arabic isthenational language. Thus, the Muslim religious identity
governs all social and cultural aspects (Oyaid, 2009). This is not surprising, as Saudi
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Arabia encompasses two of the Islamic world‟s holiest cities: Makkah and AlMadina (Alzahrani, 2011). Consequently, Saudi people‟s behaviours, relationships,
practices and world views are influenced by a mixture of historical, social and
religious principles according to the nature of Saudi culture (Alaqeel, 2005; Alissa,
2009). According to many authors, Saudi culture, identity and education are driven
by Shariah or Islamic law, and strong religious and social beliefs (Alaqeel, 2005;
Alebaikan, 2010; Al-Issa, 2009; Alzahrani, 2011; Bingimlas, 2010; Krieger, 2007;
Ministry of Foreign Affairs, 2013; Oyaid, 2009). As Alsaggaf (2004) states,„Islam
plays a central role in defining the culture, and acts as a major force in determining
the social norms, patterns, traditions, obligations, privileges and practices of
society‟(p. 1). For instance, unrelated men and women should avoid unnecessary
conversations with each other.
Hence, many traditions persist in contemporary Saudi society. The
segregation between men and women in education, business and social situations
such as restaurants and public transport is one salient aspect of Saudi Arabian life
(Alhazmi, 2010; Alqahtani, 2012). Due to many legal and religious laws, interactions
between men and women are restricted, especially for those who are unmarried or
unrelated to each other (Almalki, 2011). Online interactions may also be affected by
restricted interaction(Alsaggaf, 2004). As a result of these religious and cultural
traditions, the present research was conducted with only male students in one Saudi
university.
Although there is segregation between men and women in many places, such
as educational institutions and workplaces, both genders are entitled to be educated
and to work (Alsulaimani, 2010). All school buildings and universities in Saudi
Arabia are totally segregated, along with the faculty members and teaching staff.
Bingimlas (2010) notes that this segregation may attract Saudi women to work in
education, rather than places where segregation is not as strict, such as hospitals.
Regardless, education in Saudi Arabia, from Islam‟s perspective, is considered a
religious duty. Al-Salloom (1989)emphasises:
Islam dictates that learning is an obligation for every Muslim, man or woman.
This obligation, which gives education the status of a religious duty, is the
cornerstone of education in the Kingdom of Saudi Arabia. It is the foundation
upon which the state builds its educational responsibilities, and in light of
which, the citizen performs duties towards himself, his community, and his
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religion. The roots of education in Saudi Arabia therefore, go deep into the
Islamic education which started in the mosque and led to the establishment of
schools and universities around their pillars. (p. 37)

Generally, religious and cultural beliefs drive all educational matters in Saudi
Arabia. However, „it is particularly important to understand that Islam accords
education a very high status. Religion and education are seen as indivisible and the
purpose of education and the respect for those involved in it have their basis in
religion‟ (Oyaid, 2009, p. 17). The hierarchical order of religious practices (Oyaid,
2009) and teacher-centred learning traditions (Bingimlas, 2010) ensures that teachers
are respected by all students.
1.2.3 Educational policy.
As stated, Islamic principles support education as a reason to develop
individuals and therefore improve society. Hence, the Saudi government considers
the education sector as one of the most important sectors and assigns more than one
quarter of the annual national budget to training and education. According to the
Ministry of Higher Education (2009), a decade-long programme was established and
has been supported since 2009,improvingSaudi higher education quality to keep
pacewith international practices. To support this project, the Ministry of Education
and the Ministry of Higher Education took responsibility for providingresources,
equipment and facilities free to all students atall levels, from primary school to
university. In this regard, the Saudi government funds all universities and exempts
all students from tuition fees. Moreover, all students at university level receive a
monthly payment, which ranges from 850 to 1000 Saudi Riyal (about 250 Australian
dollars).
The Ministry of Higher Education was established in 1975 with the
responsibility for providing high quality universities and institutions.Roles and tasks
undertaken by the Ministry of Higher Education include:


establishing tertiary institutions and authorising curricula to meet
the country‟s needs



providing policy and practices for tertiary institutions



coordinating communications between tertiary institutions and the
public sector to focus on the country„s requirements. (Ministry of
Higher Education, 2010b)
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As a result, the number of public universities increased from eight in 2004 to
24 at the end of 2010 (Ministry of Higher Education, 2010). This significant increase
encouraged most students to continue their free undergraduate and postgraduate
degrees. Additionally, many educational policies were created and established. Saudi
educational policy reflects religious and cultural principles, with an emphasis on
providing education to all citizens in every city in the Kingdom. One of the main
objectives was to ensure that „education becomes more efficient; to meet the
religious, economic and social needs of the country and to eradicate illiteracy among
Saudi adults (Ministry of Education, 1980, p. 17). This objective was followed by
many sub-objectives focusing on the importance of developing students‟ thinking,
such as:


Developing a sense of the community‟s problems,including
cultural, economic and social problems among students, and
preparing them to contribute to solutions.



Encouraging and developingthe spirit of scientific thinking and
research, and strengthening the ability to view and meditate, and to
recognise the wisdom of God in creation,enabling the individual to
play an active role in building and guiding social life. (Ministry of
Education, 1995, p. 28)

There is increasing attention being paid to students‟ thinking in education
policy documents. This attention has been implemented at every stage of Saudi
educational

policies,

including

the„Thinking

Skills

Development

Programme‟(Ministry of Education, 2007). This national project aimed to embed
thinking skills in the Saudi curricula and teaching methods, and to link what students
learn with daily life situations. The policies appear to align with global patterns.
Changing behaviours is somewhat more problematic, andis the topic of interest of
this thesis. One dimensionfurther explained in the literature review and also in the
thesis‟s resultssimultaneously creates an environment of difference and opportunity
for new insights and the development of new meanings and understanding. Saudi
Arabia may lose its collectively-focused society, as an Asian nation(Triandis,
2001),and

may

beginto

accept

differences

regarding

learningmethodsand

strategies.In turn, this provides an opportunity for higher education practitioners to
bring about more rapid changes in schools with the strategies and techniques. This
studyshows some strategies and techniques that can bring about that change.
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Saudi educational policy objectives emphasise the incorporation of modern
technologies in the learning process at all levels. The Saudi government established
the National Centre for e-Learning and Distance Learning (NCEL) in 2009 to assist
higher education institutions incorporate these technologies. Therefore, most higher
education institutions established separate e-learning deanships, or at least an elearning unit, to technically support faculty members using online tools. They also
required teachers to blend online with face-to-face instruction in the subject content
and materials (Hakami, 2009), to gain the best results from this combination and
develop students‟ thinking abilities. At this point, using effective learning strategies
was raised as an essential and reasonable demand to achieve the curriculum goals
and develop constructive skills in students, ultimately achieving the policy
objectives. Faculty members are encouraged to adopt learning strategies based on
solving problems, questioning, collecting relevant data, giving opportunities to
practice scientific thinking methods, making decisions, evaluating assumptions and
interpreting (Othman, 2003). However, studies conducted in Saudi Arabia highlight
a deficiency of faculty members in using such strategies (Alebaikan, 2010). One
reason for this slow take up is the absence of policy regardingprofessional
development,enabling teachers to acquire relevant skills.
Highlighting this investment, Saudi higher education has recently urged
educators to blend online learning with face-to-face lectures. Augmenting face-toface instruction with an online environment assists educators to deal with rapid
student population growth. Increasing workloadshavebeen affecting instructional
loads and have increased faculty members‟responsibilities (Alqarni, 2008; Salem &
Saraya, 2003). Another reason for diffusingblended learning was the Ministry of
Higher Education‟sdeterminationto keep pace with current international trends,
along with the potential benefits for developing education and improving learners‟
capabilities. However, it can be suggested that „current pedagogical approaches to
ICTs need a total revision based on understanding the current learners‟ nature, needs,
preferences and learning styles‟ (Robertson & Al-Zahrani, 2012, p.1139).
1.2.3.1 Higher-order thinking in Saudi higher education.
As demand far exceeds capacity to absorb morestudents (Quwaizani, 2008;
Salem & Saraya, 2003), the recent pressure on Saudi universities has meantan
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increase in the instructional load and responsibilities of faculty members.
Thisaffectsteaching performance, and the quality of learning outcomes (Alqarni,
2008; Khateeb, 2012; Quwaizani, 2008). For example, many faculty members rely
on traditional teaching methods and the transfer of shallowinformation to their
students. They teach without usingthe kind of effective methods that can promote
students engagement andencouragehigher-order thinking. Hence, „there is a deficit of
university education‟s outputs‟ (Alqarni, 2008, p. 44) with regard to their capacity to
graduate individuals who are able to respond to society‟s needs.
A number of researchers have criticised the higher education process in Saudi
Arabia in terms of its learning and teaching process (Almobairek, 2002; Alqarni,
2008; Khateeb, 2012). One of the most significant criticisms is that higher education
directs attention to knowledge, rather than other problem solving aspects of the
learning process (Khateeb, 2012). Universities, according to Almobairek (2002),
often focus on memorising information, and on logical operations rather than aspects
such as: the growth of individuals‟ feelings and the ways of expressing their
emotions; the development of one‟s values; or even professional development and
skills. In addition, Almobairek (2002)adds that many Saudi universities do not give
adequate attention to some aspects of the cognitive dimension itself. Those
universities rarely work to develop the skills of identifying and solving problems,
critical and creative thinking, and knowledge construction skills (Alqarni, 2008).
However, despitethe many problems that may hinder facultiesto attain their
goals, particularly in developing higher-order thinking, there are some positive
indications. The learning orientation of studentshas a major effect on the
development of those students‟ higher-order thinking. As Alqarni (2008) has found
in the context of Saudi higher education,students who learn collaborativelyperform
better than those who studyindividually at university. This important finding
provides evidence for instructors and teachers to apply collective and collaborative
teaching and learning approaches to facilitate students‟ thinking abilities. In
thelimited researchcontext that exists in Saudi Arabia,Almobairek (2007) added to
this changing perspective. Alombairek reported that faculty members in Saudi
Arabia use critical thinking practices in their curricula to assist students improve
thinking methods; develop their capacity to think;accurately solve students‟
problems; and make decisions whileaccepting other different opinions. Those critical
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thinking practices improved individuals‟ behaviour awareness of how to solve
problems. It is clear that faculty members at Saudi universities often link educational
information in their lectures to everydaylife and then teach the learner to apply
logical thinkingin that situation. Ultimately, the aim is for studentsto participate
actively and be productive citizens. According to Jafari (2009), all these practices
contribute to the enhancement of the learning environment in higher education.
From the previous discussion, it can be seen that although there are no clear
applications for facilitating students‟ higher-order thinkingatthe university level,
there are few efforts to stimulate this kind of thinking in students. Despite the
support of policy and the high attention given to higher education, there are few
university level studies focusing on the development of higher-order thinking in
Saudi Arabia. However, there are some studies atthe school level (Alaklobi, 2008;
Alharbi, 2009; Alkhateeb, 2009; Alshrfi, 2009; Yusuf, 2009). The few related
studies conducted in Saudi higher education are reviewed below.
Higher education in Saudi Arabia clearly lags behind many countries in
regard to conducting research into deep and active learning approaches for
education. There are no obvious systematic methods to achieve policy goals (Ajeeb,
2008). Recently, there have been a small number of related reports and studies that
reveal attempts to integrate aproblem-based learningcurriculum in medical education
in several higher education institutions (Alghasham, 2012; Alkabbaa, Ahmad, Saeed,
Abdalla & Mustafa, 2012; Husain, 2011; Kaliyadan, Amri, Dhufiri, Amin & Khan,
2012; Tamim et al., 2012). These studies reveal promising results related to
usingproblem-based learning(Khateeb, 2012).
An analysis of training programmes of educational development in Saudi
higher education revealslittle support for effective teaching and learning strategies
and approaches such asproblem-based learning. Alkabbaa et al., (2012) argued that
„we need to support the teaching staff to be more oriented towardsproblem-based
learningand improve their sense of responsibility by training‟ (p. 73). Most
programmes focus on some general topics such as distance learning, time
management, information awareness and learning management systems (LMS)
rather

than

specific

active

pedagogical

approaches

forblended

learning

environments. Indeed, this issue enlarges the gap in Saudi higher education,
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especially when most sectors expect and demand skilled graduates. As Khateeb
(2012) emphasises,there isa need to assist faculty members in universities and also to
teach students meaningful approaches to help them succeed in the twenty-first
century.
Notably, authoritarian and traditional teaching methods remain dominant in
the Saudi educational system. Aldabbasi (2002) suggests these traditional methods
can hinder learners from developing essential individual skills, as they do not
givelearners opportunity to exchange knowledge and experiences. Graduates are
usually dependent in their thinking, over-obedient, weak atdebates and discussions,
and weak in creative thinking(Jafari, 2009). They cannot discuss issues deeply by
providing a supported argument. They appear unable to apply critical thinking.
1.2.3.2 Blended learning in Saudi higher education.
Contrary to its global growth, the internet‟shistory is very recent in Saudi
Arabia. Internet access was approved on the third of March 1997 under the
supervision of King Abdul Aziz, City for Science and Technology. Two years later,
in 1999, the internet was used officially; some centres had international internet
access (Alhajeri, 2004). Hence, Saudi Arabia has short term experience of internet
use compared to developed countries. However, it has had significant growth and
development since its connection. The Saudi government established a Ministry of
Information Technology and Communications as an official reference to develop etechnologies and for transformation to e-government (Alhazzani, 2013). It has
legislation and regulations to organise the infrastructure of information technology in
Saudi Arabia, as well as to develop a national strategy for information technology to
apply and promote government electronic projects(Albishri, 2004). Alghoneim,
Alzahrani and Abu Abah (2004)recognise the tremendous efforts of the Saudi
government in the telecommunications and information sector, includingthe creation
and preparation of internet servicesto all parts of Saudi cities, the provision and
support of information technology in educational institutions and provision of
personal computers (more than 50,000 computers).The consequence is significant
development in this area,with an accelerated pace that was not expected from all
those involved in this national plan.
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This growth is attributed to the high public awareness of ICT. Many online
courses in Saudi higher education were adopted and taught via one of the wellknown LMS platforms, such as Blackboard (Aljarf, 2007). Using those platforms to
teach online courses revealed positive attitudes among students and instructors
(Alebaikan, 2010; Almalki, 2011; Alzahrani, 2011). However, unlike the wide
implementation of blended learning in global higher education (Garrison &
Vaughan, 2008; Graham, 2006), Almalki (2011) argues that „blended learning
programmes are not universally adopted in Saudi universities‟ (p. 35), due to the
modernity of this new approach in the Saudi context (Alebaikan, 2010).
Saudi Arabia sharesthe obstacles of online learning and its implementation
with many developed and developing countries.Hence, technical, human, social and
cultural, resource and pedagogy barriers have prevented Saudi higher education from
keep pacing with rapid global developments, despite the encouragement and support
inherent in Saudi policy. Obviously, these barriers can occur in any new educational
environment, but the problem is how administrators face these problems. As Hughes
(2005, 2007) recognises, many pedagogical and technical problems appear with the
development of digital resources in education. However, almost all the attention in
blended learning is given to technical problems rather than learning strategies.
Learning skills are neglected. Skills such as note-taking, group work, research, time
management, higher-order thinking, receiving feedback and presentation are usually
requiredto maintain development in life (Bauer & Liang, 2003; Pisutova-Gerber &
Malovicova, 2009; Zohar & Dori, 2003). These obstacles aresummarised by
Alebaikan and Troudi (2010), who conducted research to investigate the barriers
faced when applying blended learning to Saudi universities;theyunveiled three major
challenges. Firstly, blended learning is conducted in a traditional university culture
where lecture-based learning dominates. However, blended learning requires
students who are responsive and disciplined. Secondly, finding the optimal design of
ablended learning approach is a key challenge. Faculty members may not have
enough knowledge about effective ways to integrate online with face-to-face
learning. The third crucial obstacle is the time. Faculty members need more time to
design the digital content of their courses, as well as to monitor their students in a
blended learning environment.
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Although blended learning in Saudi higher education is a developing trend,
many challenges exist, and there is a need to identify the real effectiveness of this
new environment and the quality of outcomes. Alebaikan and Troudi (2010) argue
that although Saudi universities created separate deanships to support instructors
regarding skills in online tools, they havenot given attention to time management in
these environments. They concluded that much research is needed to make a
thorough investigation of the efficiency of blended learning environments. Almussa
(2002) summarises many obstacles that may hinder the application and development
of online learning in Saudi Arabia, including:


Lack of clarity in regulations, methods and techniques that make
online environments more effective.



The need for specialists to manage online learning system
environments.



The inability of some teachers to use online tools.



Difficulties in obtaining Arabic educational programmes.



The weak response to and interaction of students with the new
learning environment.



Insufficient awareness among community members with online
environments, and their negative reactions.



The lack of support and cooperation given to effective teaching and
learning.



The changing resistance of old learning methods that hinder
creation and innovation (p. 5).

1.2.4 The research and the Saudi context.
Recently, teaching and learning methods at many universities in Saudi Arabia
have been undergoing change. Policy makers are more conscious of the benefits of
learning strategies, as well as e-learning environments. Thus, educational
development and e-learning deanships have been established in almost all Saudi
universities. However, much attention is given to technical support in these
universities, rather than instructional and pedagogical support (Alqarni, 2008). For
instance, many universities provide rewards for faculty members who employ any
kind of online tool in their subjects. If alecturer teaches his or her students based on
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the existing curriculum and communicates with them via emails to follow up with
assignments, he or she will obtain a new laptop computer as encouragement
(Alrashidi, 2010). Also, the lecturer‟s salary will be increased by 25 percent (the
Ministry of Higher Education, 2009). Nevertheless, whilethese techniques have
developed learning processes in online environments rapidly, more attention needs to
be focused on the teaching and learning strategies inside Saudi higher education.
This should have a positive influence the future expertise and skills of students who
are now studying at university level (for examplepre-service teachers).

1.3 The Research Problem
The literature shows a significant number of research studies report positive
results forlearning outcomes whenusing active learning approaches in blended
learning environments. Usingblended learning has encouraging effects on the
development of students‟ academic achievement (Alghamde, 2008; Alolaimi, 2007),
higher-order thinking(McLoughlin & Luca, 2000; Yeh, 2009), collaborative learning
(Daugherty & Funke, 1998) and making decisions (Taradi et al., 2005). This
experience can also enhance students‟ learning experience (Carmean & Haefner,
2002) and may improve their cognitive abilities (DeLoach & Greenlaw, 2007;
Lynch, 2004; Santo, 2006). Moreover, these studies conclude that using effective
pedagogical approaches and strategies is crucial, and a reasonable demand to achieve
the content goals of the curriculum and develop constructive skills in students.
Despite positive results in the literature, and the emphasis in Saudi university
policies on developing students‟ thinking skills by using modern teaching methods
and valuable teaching approaches, most studies conducted in Saudi Arabia show
limited application and have disappointing results. Studies indicate no significant
difference between learning outcomes of students who were taught by traditional
methods (face-to-face) or those who used e-learning tools throughout their learning
(Alamri, 2005; Almdni, 2006; Almobark, 2004). In addition, some studies reveal that
using online tools may negatively affect students‟ performance (Almobark, 2004).
Some studies suggest(Alebaikan, 2010; Alqarni, 2008; Jafari, 2009; Khateeb,
2012) that these disappointing results may resultfrom teachers not using effective
pedagogical strategies while teaching in blended learning environments. Unlike the
international research (Magnuson, 2005; Yang et al., 2012), teachers using blended
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learning environments in Saudi Arabia continue to use traditional approaches, which
are teacher-centred and directed (Alebaikan, 2010; Jafari, 2009; Khateeb, 2012).
They usually depend on transferring information and knowledge to their students,
rather than teaching them how to think, investigate and construct knowledge. Hence,
there is a deficit of university education‟s outputs to graduate individuals who can
respond to the daily needs; therefore, there is an inability to meet society‟s needs and
requirements (Alqarni, 2008; Khateeb, 2012).
In contrast, wider research highlights the importance of incorporating active
learning approaches in both face-to-face and online environments, to gain benefits
from blended learning in higher education(Derby & Williams, 2010; Dooley &
Wickersham, 2007; Garrison et al., 2001; Howland & Moore, 2002; Magnuson,
2005; Yang et al., 2012). Thus, many Saudi studies recommend that further
investigation isneeded to construct more understanding ofblended learning
environments, by applying effective learning strategies (Alebaikan, 2010; Almalki,
2011; Alqarni, 2008; Khateeb, 2012).Possessing knowledge is not the only target of
tertiary education (Alqarni, 2008). It also needs to develop individuals‟ thinking
skills,assisting them to achieve success in their future employment(Khateeb, 2012).
Where traditional approaches dominate, a shift towards active learning approaches is
a much needed development.

1.4 Research Aim and Questions
The primary aim of this research was to investigate the effectiveness of
usingproblem-based learningin facilitating students‟ higher-order thinking in blended
learning environment in a Saudi university. In addition, the research aimed to
explore students‟ perceptions of the opportunity to develop higher-order thinking
through problem-based learning in blended learning environments. The anticipated
outcomes of this study included several context-appropriate implications for both
universitypolicy makers and teachers as facilitators when applying such active
learning approaches.
To achieve the outcomes, this study attempted to answer the following main
question:
What is the relationship between aproblem-based learningapproach and the
development of higher-order thinking of undergraduate students in blended
learning environments in Saudi Arabia?
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There were two sub-questions derived from the main question:
What are indications of higher-order thinking in blended learning
environments when undergraduate students learn through problem-based
learning approach?
What are students‟ perceptions of the opportunity to develop their higherorder thinking through problem-based learningapproach in blended learning
environments?

An action research approach (Kemmis & McTaggart, 1988) was adopted to
investigate these questions. Action research allows the researcher to explore deeply,
plan, act, monitor, reflect, evaluate and then re-plan again if needed. Additionally, it
enables the researcher to collect comprehensive data that can assist the investigation.
The action research approach adopted for this study enabled the researcher to explore
participants‟ responses individually and collectively (Koshy, 2010; McNiff &
Whitehead, 2005).Data collection instruments were questionnaires, documents and
interviews (see Chapter Three for more elaboration).

1.5 The Research Rationale
Universities

ought

to

prepare

their

students

pedagogically

and

technologically to serve the increasing needfor lifelong learning skills, and meet the
challenges of the twenty-first century(Anderson & Glenn, 2003; Culp, Honey &
Mandinach, 2005). Web-based learning environments provide knowledge and
experience without the constraints of time or location. When students are taught with
advanced ICT tools, they acquire some learning, research and thinking skills. They
are also likely to use what they have learnt in their own future teaching at schools.
However, using these tools simply as information delivery tools is not the best
application. According to Jonassen (1995), students‟ roles in higher education must
be changed from information reproducers to knowledge constructors, using online
tools as cognitive tools. Achieving this requires activating the most powerful
educational

opportunities

in

higher

education,

such

as

collaborative

learning,problem-based learningand web-based learning (Taradiet al., 2005). When
faculty members consider the pedagogical aspect and model positive roles byusing
online environments, they will ensure graduates who possess appropriate cognitive
and social skills with the ability to generalise what they have experienced in their
future work.
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Further, the orientation of the Saudi educational context (and possibly other
Arab contexts) may support using collaborative strategies in the learning process.
Unlike Western contexts, where individuals are motivated by an individualist
orientation (Berry, Poortinga & Pandey, 1997; Triandis, 2001), individuals in
Eastern contexts are driven by collectivist orientations(Smith & Bond, 1993;
Triandis, 2001). The cultural roles within each context may contribute to different
orientations (Benson, Chik & Lim, 2003). Learning and teaching conceptions and
strategies are different among cultures(Biggs, 1998). Hence, using a compatible
learning approach within the Saudi context and its orientation may reduce, or even
eliminate, the previous disappointing results of blended learningstudies (Alamri,
2005; Almdni, 2006; Almobark, 2004). Results of this study confirm that collective
learning was preferred by students, rather than learning individually. Positive results
fromblended learningenvironments in the wider literature perhaps illustrate clearly
how to benefit from these learning and teaching approaches. They encourage
educators in such conservative and conventional contexts as Saudi Arabia to conduct
these approaches in an optimal way.
While there is some research in theliterature relating to blended learningin
Saudi Arabia, there is a scarcity of studies relating to the efficacy of using
appropriate learning strategies to facilitate students‟ higher-order thinking through
blended learning. Most participants (faculty members and teachers) involved in those
studies had concerns about the impact of online environments as a new method of
student learning(Albishri, 2004; Alghamdi, 2008; Almobairek, 2002; Almussa,
2002; Hakami, 2009). They consequently recommended further empirical studies to
expand the benefits of the blended learningenvironment to support the learning and
teaching process. In an effort to consider some limitations outlined in the previous
research (Almdni, 2006; Almobark, 2004), and contribute to knowledge about active
learning approaches and blended learningenvironments and their effectiveness, this
research has attempted to focus on facilitating students‟ higher-order thinking
through problem-based learning in an online and face-to-face classes (blended
learning) among undergraduate students in the Faculty of Education at King Faisal
University in Alhassa city.
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1.6 Research Significance
Considering the three main areas of this research, which are higher-order
thinking, problem-based learning and blended learningenvironment, there are
currently no knownstudies in the Saudi and Arab context that have collectively
investigated these three aspects. Thus, it is hoped that this research will provide
educators and policy makers with the real potential ofproblem-based learningin
enhancing learners‟ thinking and other important skills, such as problem solving,
decision making and critical thinking skills.Further, it is hoped that the results of the
present research can contribute to bridging the gap of limited research in Saudi
Arabia, Arab and global nations in educational generally, and to educational
technology in particular.

1.7 Research Limitations
Despite the general positiveresults of this research, several limitations should
be mentioned. Firstly, there was no control or comparison group in this research to
investigate whether problem-based learning in blended learningenvironments
promoted greater improvement in students‟ higher-order thinking than only
traditional face-to-face or no-blended learning contexts. Therefore, it was hard to
totally identify these positive results and attribute them to the efficacy of problembased learning in blended learningenvironments, in spite of the many indications that
emerged from diary entries and interview results.
The second limitation relates to the context of this research, which focused
on male students in one university. Most participants were inthe third and fourth year
of their studies. Therefore, the results may not be generally applicableto other
students at other levels or in other places. Additionally, the terms „BL‟ and „PBL‟
were frequently written in several items in the questionnaires. However, these terms
were new for most respondents, which might have given misleading results. To
avoid this issue, the meaning of these terms was clarified when the questionnaires
were distributed.
In addition, many technical problems occurred in the last two weeks of the
semester with the Blackboard LMS. Consequently, almost all participants could not
log into the system to contribute and complete their tasks and projects. These
difficulties may have hindered the participants from displaying their abilities in
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responding quantitatively and discussing the problem postedqualitatively. Thus, the
number of posts in those weeks was less than expected, which might have ledto
different and misrepresentative results.
These limitations reported were considered during the results‟ interpretation
phase and in the implications of this research within the context of Saudi Arabia.
Hence, although this research can be used as a milestone research for future studies,
the limitations should be considered.

1.8 Glossary of Terms
Higher-order thinking: is defined as cognitive activities, skills, strategies and
questions that evolve out of the highest two levels (relational and extended abstract
levels) of the structure of the observed learning outcomes (SOLO)taxonomy (Biggs
& Collis, 1982),and are required to make decisions and solve problems (Brown,
2004; Halpern, 1998).
PBL: is„the learning that results from the process of working towards the
understanding or resolution of a problem‟ (Barrows & Tamblyn, 1980, p. 18).
BL: is the practice of combining face-to-face and online instruction by
providing students with online materials as supplementary resources (enhancing
blend) (Graham, 2006).
Action Research: is „a process of learning, with others, by doing changing the
ways in which we interact in a shared social world‟ (Kemmis & McTaggart, 2005, p.
568).

1.9 Research Structure
This thesis consists of six chapters.
Chapter Oneoutlines an overview of the Saudi Arabian context and
background that includes Saudi history, culture, religion and the education system.
This chapter also states the research problem, aim and questions. The rationale and
significance of the research are highlighted. Further, several limitations of the
research are discussed, and a glossary of terms and the research structure are
presented.

Chapter One

Introduction

22

Chapter Twois the literature review.It has three main sections. The first
section consistsof several studies related to higher-order thinking, higher-order
thinking in higher education, facilitating students‟ higher-order thinking and the
assessment of higher-order thinking. The second section overviews research
literature related toproblem-based learning. The third section consists of research
related toblended learningenvironments, including the concept and growth of
blended learningin higher education, students‟ learning styles and the learning
approaches used in blended learningsuch asproblem-based learning.
Chapter Threedescribes the research methodology. This chapter presents a
review of action research and some of its models. The research design is discussed,
including subsections related to theresearch setting, participant selection and
sampling, the duration and procedures, and ethical considerations. This chapter
describes sources including questionnaires, documents and interviews. The data
analysis methods and issues of trustworthiness are also discussed here.
Chapter Fourreports the research results after analysing all data gathered by
the research instruments. Findings from questionnaires distributed to students in the
Faculty of Education are presented first, followed by findings of the participants who
voluntarily agreed to participate in the classes selected. Secondly, results from three
kinds of documents are presented. These documents are three assessment tasks,
participants‟ online discussion posts and the facilitator diary entries. Then,
interviews‟ results are presented, which includes the results of both focus and oneon-one interviews. While the questionnaires were analysed quantitatively, documents
were analysed and presented quantitatively and qualitatively. However, the results of
interviews were only analysed qualitatively.
Chapter Fiveincludes the discussions and analysis of the research‟s key
results. This chapter has three main elements. Firstly, results from all data regarding
the participants‟ perceptions towardsproblem-based learningandblended learningare
presented and discussed. Thehigher-order thinking of the participants is then
discussed, followed by the efficacy ofproblem-based learningin facilitating higherorder thinking in general and particularly in blended learningenvironment.
Chapter Six is the conclusions and implications chapter. This chapter
presents a summary of the research‟s key results with the same sequence as the

Chapter One

Introduction

23

discussion chapter. Then, a proposed action plan is highlighted, which contains
several context-appropriate recommendations for both policy makers and facilitators.
Strengths of the research and further directions are discussed. Finally, some
limitations of this research are presented and discussed.

1.10 Summary
This chapter introducedtheresearch background and the focus of this study.
The research context and background,including Saudi history, culture and religion,
educational policy and Saudi higher education were discussed. It also provided a
summary ofthe research problem, aim, questions, rationale and significance. Then, a
glossary of terms and the research structure were presented. In the next chapter, the
literature review details the research evidence related to the three main sections:
higher-order thinking, problem-based learning and blended learning environments.
Each section has several subsections that discuss and analyse comprehensively
several significant perspectives and arguments from the global context related to the
present research.
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Chapter Two

Literature Review
2.1 Introduction
In this chapter, three main sections are presented and discussed according to
the research aims. The first section of this chapter demonstrates the concept of
higher-order thinkingand the importance of promoting it. Skills and dispositions of
higher-order thinking are highlighted and how they can be developed and enhanced
in students. Higher-order thinking in higher education is discussed as well. Then,
assessing higher-order thinking is addressed. The second section concentrates on
problem-based

learningapproach

and

concept.

The

relationship

between

constructivism theory andproblem-based learningis clarified. Some models
ofproblem-based learningare presented and discussed. Section three discusses the
blended learning environment, including its concepts and development in higher
educational institutions. In addition, the learning styles of students in blended
learningenvironments are discussed. At the end of this section, using effective
learning approaches such asproblem-based learningin blended learningenvironments
is highlighted.

2.2 Higher-order thinking
Developing higher-order thinkinginlearners has become an essential target of
the pedagogical process in the current challenging era. This strategy is considered
basic to the learning process (Phillips, 1997), and a core component for graduating
students, enabling them to think critically, make decisions and solve problems
(Association of American Colleges and Universities, 2005; Australian Government,
2011; Miri, David & Uri, 2007). Critical thinking skills, as well as written and oral
communication skills, quantitative literacy, information literacy, teamwork, and
integration of learning, are skills mostly demanded by the academy and employers
(Association of American Colleges and Universities, 2005). If students learn how
they think at ahigher level of thinking, they will be capable and have a willingness to
facedaily life problems. They will also have the ability to change and contribute to
their societies.
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2.2.1 Higher-order thinking concept.
Higher-order thinking is one of the most complex topics in education. Over
the past five decades, much research has been done to investigate the nature of
higher-order thinking, its salient skills, how to measure and develop it. Despite the
fact that many researchers have attempted to describe and define this term, and
despite agreement on the importance of higher-order thinking in the literature, there
is no consensual definition (Ab Kadir, 2009; Kruger & Van der Merwe, 2012).
Regardless of this disagreement, higher-order thinking is clearly a comprehensive
term and many authors emphasiseit is an „umbrella‟ term. Critical thinking, decision
making, problem solving and creative thinking are terms associated with the notion
of higher-order thinking (Anderson et al., 2001; Bloom, 1956; Boddy, Watson &
Aubusson, 2003; Brown, 2004b; Lewis & Smith, 1993; Miri et al., 2007;
Shaughnessy, 2008);they are seen as equivalent. According to Lewis and Smith
(1993), a comprehensive and obvious definition is needed to assist educators
„transcend the split between the sciences‟ problem solving and the humanities‟
critical thinking‟ (p. 136). Hence, in this research, higher-order thinking, critical
thinking and problem solving are used interchangeably to define the higher-order
thinking concept. In the rest of thissection, some multidimensional notions are
presented and discussed.
One of the oldest and most familiar definitions of thinking is Bloom‟s (1956)
definition (Kruger & Van der Merwe, 2012; Munzenmaier & Rubin, 2013). He
describedthe major areas in the cognitive domain hierarchically in his taxonomy that
comprises lower-order (knowledge; comprehension; application) andhigher order
(analysing; synthesis; evaluation) thinking skills(Brown, 2004a).However, higher
order cognitive processes are not limited to those skills (Krathwohl, 2002).
Therefore, Watson and Glaser (1980) elaborate the definition of higher-order
thinking in three major areas which are:attitudes; knowledge; and skills. If students,
as Brown (2004b) states, became skilled at using these thinking skills, they will not
be passive receptors of information, but will be responsive, active and critical
thinkers. While some definitions of higher-order thinking may be broad or
encompass certain skills (for example: Chaffee in Al-Fadhli & Khalfan, 2009;
Halpern, 1998; Perkins & Murphy, 2006), a number of authors endeavour to provide
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more detailed definitions. Some consider higher-order thinking as ability(Facione,
1986); others see this kind of thinking as a process (Brookfield, 1987; Dressel, 1960;
Duffy, Dueber & Hawley, 1998). Thirdly, some perceive it as a combination of
dispositions, abilities and process (Beyer, 1990; Ennis, 1987; Giacumo, Savenye &
Smith, 2012; Paul & Elder, 2001).
Paul (1993) emphasises higher-order thinking and the importance of making
criteria and standards forthinking (for example: clarity, accuracy, precision,
relevance, depth, breadth and logic) to judge thinking quality. He stated that a critical
thinker should construct, guide and assess his or her thinking, based on those
standards and criteria. Thus, Paul and Elder (2001) clarify that higher-order thinking
is not only a process, but also requires the abilities of problem solving and effective
communication to overcome the egocentrism and socio-centrism of individuals. Paul
and Elder (2001)declared that critical thinking refers to „the intellectually disciplined
process of actively conceptualizing, applying, analysing, synthesising, and
evaluating information gathered from observation, experience, reflection, reasoning
or communication as a guide to belief and action‟ (p. 371). Giacumo et al., (2012)
share Paul and Elder‟s idea and consider cognitive processes or thinking skills as
„abilities, which are the psychological result of a series of mental activities
cumulating in perception, and reasoning‟ (p. 2).
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Table 2.1
The Classifications of Higher-order thinking Definitions
Higher-order thinking
considered as

Description

Authors

Ability

Ability construct and evaluate arguments.

Facione (1986)

Process

Process challenge assumptions, imagine and
explore alternatives to solve the problem inductively
and deductively from generating a hypothesis until
reach to a rational conclusion.
A combination of willingness (dispositions), abilities
and generally cognitive processscrutinize and
evaluate data gathered to determine truth and
construct logical arguments to justify claims.

Brookfield (1991)
Dressel (1960)
Duffy et al. (1998)

Attitudesidentifying the problem and providing
some evidence to clarify the truth.
Knowledge determining the accurate and logic
evidence.
Skills  facilitating and applying the attitudes and
knowledge.

Watson & Glaser (1980)

Dispositions, abilities and
process

Attitudes, knowledge and
skills

Beyer (1990)
Ennis (1987)
Giacumo et al. (2012)
Paul & Elder(2001)

While there are many philosophical and psychological perspectives for
higher-order thinking, some definitions are based on learning taxonomies. One of
these taxonomies is the structure of observed learning outcomes(SOLO) taxonomy
developed by John Biggs and Kevin Collis (1982a). SOLO taxonomy has captured
the attention of many researchers (Boulton-Lewis, 1998; Hattie & Purdie, 1998) for
many reasons. Firstly, SOLO taxonomy describes how a learners‟ performance
includes their thinking, and grows in complexity from concrete to abstract. Further, it
provides a suitable framework for formulating teaching objectives, and sets
appropriate learning objectives appropriate to the student‟s stage. It also can report
and judge the level of a student‟s cognitive outcomes.
The SOLO taxonomy focuses on an individual‟s response structure to
describe precisely the quality of cognitive learning outcomes. Its design is based on
the cognitive development stages of Piaget‟s theory (Chan, Tsui, Chan & Hong,
2002) as an alternative model to Bloom‟s taxonomy (Hattie & Purdie, 1998).Itis
ordered hierarchically from incompetence to expertise (Boulton-Lewis, 1995).
Moreover, SOLO taxonomy has been proved as suitable to assess and measure,
quantitatively and qualitatively, cognitive learning outcomes of students (Biggs &
Collis, 1989; Boulton-Lewis, 1995; Chan et al., 2002; Hattie & Purdie, 1998) in
most subjects areas, and in different student levels, such as: school students (Biggs
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&Collis, 1982), undergraduate students (Boulton-Lewis, 1994, 1995; Chick, 1998),
postgraduate students (Chanet al., 2002) and even adult education (Boulton-Lewis,
Wilss & Mutch, 1996). It describes the knowledge structural organisation (Burnett,
1999) and categorises the understanding level of students‟ learning into five different
levels.
Biggs and Collis (1982a, 1989) and Biggs (1992, 1995) range the SOLO
model into five categories starting from no learning or understanding to expertise in
learning (see Table 2.2).
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Table 2.2
Levels of SOLO Taxonomy.Adapted From Biggs & Collis (1982)& Boulton-Lewis et al.
(1996)
SOLO level

Description

Pre-structural
(Minimal
Capacity)

The learning task is
engaged but it is not
understood
appropriately by the
student because of
other unrelated aspects;
therefore, there is no
evidence
of
any
meaningful learning,
which has occurred or
been learnt.
The student focuses on
one relevant aspect of
the learning task and
understood it with no
relationship of other
facts. Thus, one single
aspect has been learnt.
Two or three, several,
relevant aspects are
independently picked
up by the student and
meaningful
aspects
have been understood.
However, there are still
not integrated into an
overall structure
Student
integrated
relevant aspects which
were learnt previously
into
the
coherent
whole, therefore, the
learning become a
structured
and
meaningful.
High quality of the
abstraction.
Aspects
learnt and the structure
are generalised to new
tasks or domain.

Uni-structural
(Low Capacity)

Multi-structural
(Medium
Capacity)

Relational
(High Capacity)

Extended
abstract
(Maximal
Capacity)

Type of
assessment

Indicator verbs

quantitative

Fail
No understanding
Incompetent
Irrelevant
information
Misses point

quantitative

Identify
Name
Follow simple
Recite
Do procedure

quantitative

Classify
Combine
Describe
Perform serial
skills
Enumerate
List

qualitative

Relate
Analyse
Compare/contrast
Apply
Criticise
Explain causes
Justify
Argue
Generalise
Create
Formulate
Hypothesise
Reflect
Theorise

qualitative

Response
Structure*
CueResponse

*There are three types of data which are used by students in their responses: X Means „irrelevant data‟. Means „relevant data‟
from the original display, such as lessons or prior information. Means „relevant data‟ and principles, but they are not given.

According to Biggs (1999), many factors can shape learning outcomes and
result in either deep or surface learning. These factors are student and teaching
factors. For instance, the factors for students include their abilities and prior
knowledge. In terms of teaching factors there are many but the most important are
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objectives, climate/ethos and teaching institutional procedures. Based on this, Biggs
and Collis (1982a) developed their SOLO model on the idea that in any learning
episode, interactions between student characteristics and teaching procedures
determine the quantitative and qualitative learning outcomes. Thus, the SOLO model
seems to be appropriate to measure different kinds of cognitive learning outcomes
(Chan et al., 2002), as well as the desired organisation level needed by students when
acting at the two upper levels of SOLO taxonomy: relational and extended abstract
(Boulton-Lewis, 1995), as higher-order thinking.
Accordingly, higher-order thinking has been defined as the judgement and
evaluation of the situation under investigation (Beyer, 1990; Facione, 1986), or
assimilar to the problem solving process (Dressel, 1960; Duffy, Dueber& Hawley,
1998; Watson &Glaser, 1980), or a combination of both (Brookfield, 1987; Ennis,
1987; Halpern, 1999; Paul &Elder, 2001, 2007). In view of this, and for the purpose
of this study, higher-order thinking is defined as cognitive activities, skills,
strategies, and questions that evolve out of the highest two levels of SOLO taxonomy
(the relational and extended abstract) and are required to make decisions and solve
problems (Brown, 2004b; Halpern, 1998). These attempts must be done with the
higher order skills associated with the abilityto think reasonably.
2.2.2 The importance of enhancing higher-order thinking.
Preparing individuals to act and think with the highest possible level of
thinking abilityis a fundamental goal for all educational and scientific sectors in the
twenty-first century. During the learning process, it is important to provide students
with opportunities to employ and practice higher-order thinking skills (Zohar &
Dori, 2003). One of the most salient reasons leading to this shift is that the current
age is changing rapidly, and sophisticated technologies have resulted in abundant
information. Every day we read and listen to new information that we have not
known before. Much of this information seems to be misleading and incorrect.
Students, young or even adult learners, should necessarily evaluate and sort them,
and reject mistaken information (Alqarni, 2008; Kim, 2009; Pithers & Soden, 2000).
Thus, students must have abilities that assist them to distinguish between reliable
information and source and unrealiable ones. Beyer (1995) stresses that individuals
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need to make reasoned judgements about information in terms of its accuracy,
credibility, and usefulness, based on criteria.
The unprecedented effect of globalisationh as increased the demand for
critically thinking graduates to survive atpersonal, social and professional levels.
Afaneh (1998) argues that educators are obligated to focus on higher-order thinking
skills because they are useful in developing critical learners‟ abilities. In this case,
learners will not accept dealing with topics in a shallow way. They will examine and
try to discover assumptions,often leading to solutions. Critical thinking has a
reasonably close relationship with problem solving and decision making methods.
Acquiring these skills is an essential component of success at university and
intellectual development in general (Bauer & Liang, 2003).
Employers in the workplaceprefer individuals who are not only qualified, but
who also have high level thinking skills and abilities that encourage success. These
employees will contribute to the development of their institutions. Those employers,
according to Kim (2009), desire the kind of graduates who are equipped with many
personal skills such as problem solving, communication, and the skills included in
higher-order thinking. Consequently, educators have asignificant responsibility to
prepare and assist the current generation to possess such crucial skills. Ab Kadir
(2009) supports this view and predicts that if education systems undertake the
responsibility to fostertomorrow‟s individuals withcritical thinking abilities, they
will be well-equipped to challenge the difficulties of a complicated world.
2.2.3 Higher-order thinking skills and dispositions.
As well as inconsistency among higher-order thinking authors on an accurate
definition, there arealsomany differences and incompatibilities when determining
specific skills. Some are based on the upper four skills of Bloom‟s taxonomy
(Brown, 2004a; Lee, 2003). Others believe that, although there are differences
between thinking processes such as critical and creative thinking, problem solving
and making decisions (Beyer, 1995), higher-order thinkingworks with and shares
many skills with those kinds of thinking or processes (Brookfield, 1987; Ennis,
1987; Greenlaw &DeLoach, 2003; Halpern, 1999; Paul &Elder, 2001, 2007;
Presseisen, 1985). This strong agreement impliesa substantial preference forhigher-
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order thinking as a comprehensive thinking containing other various thinking
processes.
Some experts (Beyer, 1995; Paul and Elder, 2007; Weil, 2004) present
different arguments for the nature of higher-order thinking skills and dispositions.
Beyer (1995) emphasises that a critical thinker habitually and simultaneously uses
multiple skills to understand aphenomenon or event. There are at least six elements
indicatedfor higher level thinking that have been identified by Beyer (1995),
including: dispositions, criteria, argument, reasoning, point of view, and procedures
for applying criteria and judging (p. 10). Dispositionsor mind habits are embedded in
critical thinkers‟ daily actions. They include frequently questioning the accuracy and
applying scepticism toany event they face. Beyer (1995), Paul and Elder (2007) and
Weil (2004) agree that the expert critical thinker is sceptical, open and fair-minded,
respectful of evidence and reasoning, considerate of different viewpoints, and willing
to change his or her opinion and position when another position is proven. Criteria to
judge the quality of something under investigation are essential element of higherorder thinking. An argumentcan be defined as „a proposition with its supporting
evidence and reasoning‟ (Beyer, 1995, p. 15), which consists of propositions,
factsand reasoning (Scriven & Toulmin et al., cited in Beyer, 1995). The next
element is reasoning, which can differentiate between assumptions and facts to
support a person‟s argument. According to Beyer, reasoning assists any thinker to
both determine the strength of current conclusions and attempt to strengthen aweak
conclusion. Point of viewis an important element because it is based on numerous
experiences, values, cultural background and a thinker‟s expectations, which can
shape and enable (or limit) meaning construction. Finally, procedures for applying
criteria and judgingused bycritical thinkers include number of procedures, such as
raising questions and making judgements to establish meaning and verify accuracy
(Beyer, 1995).
Paul and Elder (2001) state that higher-order thinking dispositions always
stimulate students to implement their higher level thinking skills. Ennis (1987) also
provides a number of those dispositionsthat aredivided into two main groups. Each
group has various goals, as presented in Table 2.3. Critical thinkers usually consider
the whole situation and try to define the question or situation under investigation to
clarify it and link it with reasonable arguments. They remain open toother
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alternatives and do not neglect them until they find a logical consequence or return to
test other alternatives.
Table 2.3
The Fundamental Elements of Critical Thinking. Adapted from Ennis (1987, pp. 12–15)
Critical Thinking Areas
Dispositions

Elements
-

Seek a clear statement of the thesis or question.
Seek reasons.
Take into account the total situation.
Try to remain relevant to the main point.
Keep in mind the original and/or basic concern.
Look for alternatives.
Be open-minded.
Use one‟s critical thinking abilities.

Elementary

-

Advanced

-

Focusing on a question.
Analysing arguments.
Asking and answering questions of clarification and/or challenge
(for example: why, what and how).
Defining terms, and judging definitions in three dimensions (form,
definitional strategy, and content).
Identifying assumptions.

-

Judging the credibility of a source.
Observing and judging observation reports; criteria.
Deducting and judging deductions.
Inducting and judging inductions.
Making value judgements.
Deciding on an action.
Interacting with others.

Ability
Clarification

Basic support
Inference

Interaction

Halpern (1998) shares the same view as Ennis. Halpern separates the
willingness or disposition to think critically (what people can do) from the ability to
do that (what they really do).Halpern also explains that people who possess excellent
critical thinking skills can not necessarily use them in life situations. Ennis and
Halpern‟s perspectives are not dissimilar to Lewis and Smith‟s (1993) viewpoint in
their higher-order thinking definition. They emphasise that a range of purposes can
be attained, such as deciding what to believe, what to do and solving a non-routine
problem. These purposes are what Ennis and Halpern‟s views focused on. Most of
these abilities and dispositions should be fostered and integrated to curriculum
ateach level in the educational system. Instructors should also monitor and train their
students to act and behave with these dispositions in classes, to produce learners who
can act and think critically in real life (Ennis, 1987).
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Practically, some specialists have attempted to present a variety of activities
that indicate higher-order thinking. Beyer (1995), Brookfield (1987) and Fisher
(2001) summarised some of those fundamental activities and stated that critical
thinkers should perform many to reveal the truth. The abilitiescited include:


distinguishing between verifiable facts, reasoned opinion and value
claims



distinguishing the relevant information from the irrelevant



producing explanations and drawing inferences



determining factual accuracy



judging the claims and a source‟s credibility



clarifying and interpreting ideas



recognisingand evaluating ambiguous arguments or claims



discovering and being aware of bias



recognising the logical inconsistence in a line of reasoning



identifying the elements in reasons and conclusions



making crucial decisions.

The SOLO covers almost all skills, dispositions, abilities and activities
presented. It is one of the most well-established models (Slack, Beer, Armitt &
Green, 2003), and canbe characterised as comprehensive in analysing and identifying
the real level of students‟ cognitive development and to which „exact‟ level they
belong. Higher-order thinking processes, according to Perkins and Murphy (2006),
are quite vague or broad, and „it is necessary to provide a list of indicators that
captures the essence of the particular critical thinking process in question without
being excessively long and complicated to use‟ (p. 300), when analysing students‟
responses to determine the level of students‟ thinking. Consequently, many indicator
verbs have been listed clearly describing each specific cognitive level in SOLO
taxonomy (Biggs, 1999; Biggs & Collis, 1982a; Boulton-Lewis, 1995; BoultonLewis et al., 1996). These verbs will help teachers to measure students‟ responses
and recognise what they have learnt. For instance, the highest two levels of SOLO
taxonomy (relational and extended abstract)indicate higher-order thinking. Some
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verbs in the relational level are: relate, analyse, compare/contrast, apply, criticise,
explain (causes), justify and argue. In the extended abstract level, there are other
verbs, such as: generalise, create, formulate, hypothesise, reflect and theorise. Most
of these verbs are somehow embedded in the previous models and definitions.
Depending onthespecific research purpose, this researchrelies on a range of
abilities and dispositions, whichexist embedded in many definitions. Most studies in
the literature concentrate on the skills of higher-order thinking, rather than its
dispositions. This research considers these dispositions and monitors students during
their learning in blended learningenvironments. The next section highlights higherorder thinking in higher education in the literature.
2.2.4 Higher-order thinking in higher education.
The global attention on higher-order thinking and the attempts to develop
these skills in students has become a pedagogical target atall education levels. It has
become a necessary requirement for almost all educators to improve and facilitate in
all learners; especially, in an age characterised by information growth and
communications revolution. It is a vital target to prepare individuals who possess
flexibility, objectivity and rationality when facing daily problems and situations to
helpthem solve problems properly (McConnell, Knight, Owens & Steer, 2005;
Yuretich, 2003). Mehrez (2002) emphasises that higher-order thinking has become a
primary goal of higher education, to provide learners with knowledge and practical
skills that help them solve both general and personal problems, instead of providing
them with only knowledge and information.
However, lecturers at the university level often do not endeavour to facilitate
students‟ thinking. It has been disputed that traditional lecturers have the capacity to
assist students in building thinking habits and developing intelligence (Biggs &
Tang, 2007).To enhance students‟ thinking, lecturers should foster and increase
students‟ active learning, rather than learning in passive environments(Brown,
2004b; Dewey, 1933). According to Zabit (2010), one effective way to increase the
effectiveness of students in university lectures is to „reduce the time spent delivering
formal lectures while increasing the time students spend on learning tasks and
developing critical thinking skills‟(p. 19), to achieve the central component of
education and enable students to perform easily and convincingly (Garrison, 1991).
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Moon (2012) likenshigher-order thinking to activities such as reflection and arguing
as a concept of critical thinking, while considering the progression of student
learning in higher education. Thus, a number of practical studies have appeared to
investigate the effectiveness of using some learning strategies or educational
technology tools in enhancing student thinking.
Background knowledge is needed to facilitate higher-order thinking in higher
education. This knowledge could be about the specific academic area or prior
knowledgebased on life experiences. Ennis (1987), Paul and Elder (2001), Resnick
(1987) and Yeh (2009) emphasise the importance of background knowledge as a
strong basis for higher level thinking. Consequently, higher-order thinkingactivities
can be associated with any content knowledge,across disciplines in higher education,
rather than being taught independently as a separate subject. These skills can be
developed with students in any university subject by applying some teaching and
learning approaches to enhance them. Individuals already have the appropriate
capacities to think and act, but the most important requirement is to strengthen and
develop those abilities to build a person who can think critically. Wang and Wang
(2010)support this view and note the literature emphasison the importance of
enhancing thinking in higher education institutions. However, it is less clear how
teachers can foster these skills in practical ways, especially in new electronic
environments.
Questions still continue about the actual effective practices of facilitating
higher-order thinkingat a higher education levels,despite the extensive existing
emphasis. In this regard, Bok (2006)was disappointed by contemporary higher
education and mentioned the failure todevelop higher-order thinking. According to
Bok‟s (2006) critiques, there is an obvious discrepancy between the amount of
classroom time and the emphasis placed by faculty members on facilitatinghigherorder thinking.They pay no or little attention to what is the best way classes should
be taught.Barnett and Francis(2012)blame this failure onalack of systematic and
empirically based methodology for teaching higher-order thinking within higher
education classes.This is inconsistent with the high attention given to enhancing
learners‟ thinking in the literature through structuring that instruction. This failure is
parallel with circumstances in Saudi higher education regarding the development of
crucial skills, such as higher-order thinking.
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2.2.5 Facilitating higher-order thinking.
The enhancement of students‟ higher-order thinking has become a vital topic
across the world. Zabit (2010) refers to „the ability to deal with novelty and growing
our capacity to adapt, select and shape our interactions with the environment‟(pp.
19–20), and this capacity is the goal for improving higher-order thinking skills in
students. This requirement is highlighted by learning and teaching theories, policy
makers, educators and researchers. Hence, significant responsibility lies with the
instructors, to assist students in developingthese skills, fostering its dispositions, and
building good knowledge (Yeh, 2009).
According to the attention focused on the development of students‟ higherorder thinking, many studies in the literature (see Table 2.4) have been conducted to
attain this goal. Various approaches and tools are used to investigate the most
effective way to lead to the greatest enhancement for students‟ thinking skills. While
some of these studies were done on students at high school levels, others were
conducted with university students. This section will provide an overview of studies
in the literature that aim to facilitate students‟ thinking through teaching strategies,
or by applying technology tools. As this research was conducted on undergraduate
students (there are plenty of studies conducted in the university context), school level
studies are excluded. This was done to build an equal and adequate comparison
between the findings of this study and other results in the literature.
Reviewing previous studies on higher-order thinking has assisted the
researcher in many areas. Firstly, this has identified the areas of study and the real
gaps in the literature. This investigation also helped to understand how studies
endeavoured to bridge those gaps. Additionally, it will clarify what the differences
are between previous studies and this research. Further, the literature review informs
the present study in terms of frameworks, tools, approaches and instruments used
previously. Finally, the recommendations from these studies will provide useful
directions for future research.
Kim (2009)conducted research on undergraduate students at Pennsylvania
State University in the USA. This research aimed to investigate the effect of
integrating active learning strategies to enhance students‟ higher level thinking, and
learning in general. Individual reports, small group learning and a scaffolding

Chapter Two

Literature Review

39

approach were used. Findings revealed that the level of students‟ thinking increased
on the post-test of students‟ perception survey, written individuals‟ reports and
interviews. Students reported that incorporating higher-order thinking strategies in
the learning process had a positive effect on their thinking skills. Identifying
problems, developing a perspective, presenting evidence/data, justifying one‟s own
decisions, and integrating issues are considered as higher-order thinking.
A progressive questioning approach, engaging students in group discussions
and cooperative learning activities improved students‟ problem solving and
facilitated a higher level of students‟ thinking (Gupta, 2005). A variety of questions
such as reflective, synthesis, recall and inference questionswereapplied in discussing
local environmental problems. The study concluded that the progressive questioning
approach prepared and improved the students‟ thinking skills in solving real life
problems and generally in their test performance. Similar to Gupta‟s study, students
in Yuretich‟s (2003) research were engaged in group and cooperative learning
activities that required them to analyse, synthesise and evaluate information obtained
during the course. Students were involved in a process of investigation through
discussing information or questions in groups and reviewing answers with their
peers. In this sense, as Yuretich (2003) stated, „having the opportunity to pause and
reflect on, analyse, and discuss processes and concepts is the key‟ (p. 44) to engage
students in an active learning environment and then improve their higher-order
thinking skills.
Other researchers have tried to enhance learners‟ thinking by teaching critical
thinking through a „dialogic inquiry model‟at a Thai university(Buranapatana, 2006).
This model encourages students to consider and identify different viewpoints and
then construct conflicting arguments. Students‟ co-constructed articles, videorecorded classrooms discussions, viewers‟ feedback, students‟ self-reports,
interviews, and open-ended questionnaires were qualitative multi-methods used to
gather in-depth understanding. The resultsshowedthat students learnt to ask more
insightful questions and present numerous critical opinions within the dialogic
learning process. At the end of the course, students‟ work „became increasingly
better informed, more analytical, and reflected reasoned arguments rather than just
opinions‟ (Buranapatana, 2006, p. 207). Buranapatana concluded that these skills and
dispositions are valued by the literature as good quality higher-order thinking.
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Studies on facilitating students‟ higher-order thinking are not confided to
traditional face-to-face classes. With the explosive growth in higher education in
terms of the number of online courses (Goktalay, 2013), and with the current
emphasis on developing approaches for enhancing higher-order thinking (Yeh,
2009), it has beennecessary to facilitate and examine higher-order thinking in online
environments (Osman, 2008). Thus, several studies were conducted on this issue.
Taradi et al. (2005) found that student learning outcomes, including their
thinking level, were positively affectedby blendingproblem-based learningwith webbased learning (WBL). In the final examinations, WBL students scored better than
the traditional classproblem-based learninggroup. They reported positive attitudes
towards the new learning environment. Taradi and his colleagues (2005) concluded
that „student progress in the blended WBL-PBL collaborative environment was
positively affected by the use of technology‟ (p. 35).These results were also
confirmed by Yang et al.‟s(2012) study. Yang and her colleagues examined the
effectiveness of integrating critical thinking into individualised English instruction
for improving students‟ critical thinking skills, dispositions, listening and speaking
skills. The findings confirmed a significant increase in the overall California Critical
Thinking Skills Test (CCTST) performance of students between the pre-test and
post-test, as well as the open mindedness subscale. The results also indicated that the
learning approach used had a positive impact on the students‟ English listening and
speaking. However, there were small differences between the pre and post-tests for
the critical thinking dispositions.
A more recent study by Kim (2009) investigated the using of wikibooks as an
online scaffolding technology to develop graduate students‟ critical thinking skills in
formal learning contexts at USA universities. The researcher conducted two kinds of
scaffolding methods as supplemental sessions in addition to face-to-face lectures. To
examine the research questions, four instruments were applied: Wikibooks modules;
documents; surveys; and interviews. Results showed that using enhanced scaffolds
were a significant factor in reducing the effort and time spent in online learning. As
such they were a crucial in promoting students‟ higher-order thinking. Further, the
analyses of students‟ written units during the enhanced scaffolds showed higher
levels of thinking skills.
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In his research, Thadphoothon (2005) studied the potential of collaborative
learning environments in developing critical thinking in language learning at two
universities, in Australia and Thailand. Qualitative research was used to collect a
massive amount of data through students‟ interviews, teachers‟ comments and
opinions, group work of students, questionnaires, and online discussions. Findings
confirmed that computer-mediated collaborative learning environments had potential
to enhance critical thinking. However, this factor may indicate misleading results, as
all participants were online learning community members. This variable would have
had some effects on the positive results in developing critical thinking. Some
weaknesses also emerged. Although participants employed complex language
structures and a variety of rich vocabulary, there was a weakness of students‟
grammatical accuracy in all cases. Thadphoothon concluded his study by saying that
more support was needed by students while doing their tasks. This conclusion may
emphasise teacher roles during the students‟ learning process through online
learning. Thadphoothon‟s (2005) research supports findings from Lee‟s (2003) study
conducted in the USA. The cohort was divided into two session groups:one group
was completely online (48 students) and the second was offline (30 students). The
data was analysed based on Bloom‟s taxonomy for thinking, and revealed that
cognitive structuring methods affect students‟ critical thinking skills.
In addition, Chiu (2006) researched Taiwanese third year university students
in an English class. This study sought to explore the effectof students‟ and teachers‟
interactions in face-to-face and online discussions on critical thinking as a higherorder thinking skill. Data were collected by focus groups, researcher‟s observations
in an online discussions and face-to-face class, and collaborative inquiry. Findings
showed that tothink critically, students sought assistance from their teacher with
regard to cognitive, pedagogical, technical, and small group support before engaging
in online learning. This result may give a strong indication about the importance of
scaffolding learning approaches for students in online environments, more than in
face-to-face environments.
Contradictorily, a recent quasi-experimental study was conducted by Derwin
(2008) on 150 university students in the USA. The study endeavoured to:


compare students‟ critical thinking skills in face-to-face and online
classes
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compare students‟ grades on critical thinking assignments



correlate students‟ level of experience in online classes to their
score gains on the CCTST and their CT assignment grades.
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The results confirmed no significant differences between students in face-toface and online classes for the score gained on CCTST, or even the final assignment
grades. There was also no correlation between the outcome measures and the number
of online classes already taken by students. Even though students in the online
approach were taught via the e-College course management system (which had many
interactive and communication tools), the researcher merely depended on the
quantitative data and neglected the valuable data of those online tools, such as
written discussions. She only analysed data gathered from quantitative methods,
which were the bibliography survey, CCTST, and an in class assignment. The results
may be affected by this; consequently, there were no significant differences between
the two different styles of learning. Additionally, this research did not employ any
pedagogical approach during the learning process in either the online or face-to-face
classes. This may the reason behind these dissimilar results, compared with previous
studies in the literature. Table 2.4 summarises the studies in the literature.

Table 2.4
Summary of Studies in the Literature that Endeavour to Facilitate University Students’ Higher-order thinking
Author and date

Study sample

Study purpose

Kim, K (2009)

155 undergraduate
students

Gupta (2005)

50 undergraduate
students

Yuretich (2003)

About 600
undergraduate
students each
semester
22 undergraduate
students

To facilitate students‟ higher order reasoning
by involving students in a process of
investigation
through
discussing
the
information or questions giving.
To enhance the learners‟ higher-order thinking
by teaching them critical thinking through a
„dialogic inquiry model‟.

33 undergraduate
students

To facilitate higher-order thinking skills of preservice teachers through video-based anchored
instruction with PBL.

Buranapatana
(2006)

Bucalos (2003)

To investigate the effect of integrating active
learning strategies such as individual reports,
small group learning, and scaffolding approach
to enhance students‟ higher level thinking and
learning in general.
To improve students‟ problem solving and
critical thinking skills through utilising the
progressive questioning approach, instructorfacilitated discussion and cooperative learning
activities.

Study instruments.

Results

- The general results proved that the level of
students‟ thinking has been increased.
- Incorporating those strategies in the learning
process had a positive effect on students‟ skills
of higher-order thinking.
Content test,
- The progressive questioning approach prepared
assignments and class
and improved the students‟ thinking skills
discussions.
regarding solving the real life problems and
generally their test performance.
- This new approach takes more time than the
lecture method.
Students‟ performance, - General results indicated that the opportunities
surveys and interviews.
given to students to collaborate on problems and
questions during classes resulted in a positive
effect on their higher-order thinking skills.
Students‟ co- Students learnt to ask more insightful questions
construction articles,
and presented numerous critical opinions within
video-recorded,
their dialogic learning process.
viewers‟ feedback,
- Students‟ work became increasingly better
students‟ self-reports,
informed, more analytical, and reflected
interviews, and openreasoned arguments rather than just opinions.
ended questionnaire.
Essays, group debate
- There were no significant differences in higherassessment and
order thinking and problem solving which was
attitudes survey.
measured by essay and debate scores between
the learning approach used and traditional
group.
Survey, written
individuals‟ reports,
and interviews.

Taradi et al.
(2005)

121 undergraduate
students

To identify the impact of the blended WBLPBL-collaborative learning environment on
student learning outcomes.

Yang et al.
(2012)

83 undergraduate
students

To examine the effectiveness of integrating CT
into individualised English listening and
speaking instruction using BL environment.

Kim, N (2009)

13 undergraduate
students

To investigate the using of wikibooks as an
online scaffolding technology to develop
graduate students‟ critical thinking skills in
formal learning contexts.

Thadphoothon
(2005)

90 participants

To investigate the potential of collaborative
learning environment in developing critical
thinking in the language learning at two
universities in Australia and Thailand.

Lee (2003)

78 undergraduate

To investigate

the

impact

of

cognitive

- Positive attitudes were reported towards
anchored instruction used although there was no
significant difference in students‟ attitudes
between traditional and experimental groups.
Student test scores and - Students learning outcomes were positively
satisfaction survey.
impacted by blending PBL with WBL.
- WBL students scored better than the traditional
in class PBL group.
- Students reported positive attitudes towards the
new learning environment.
- In general, student progress in the blended
WBL-PBL collaborative environment was
positively affected by the use of technology.
CCTST, the CCTDI,
- Learners participating in the treatment improved
and TOEIC Listening
in terms of English listening and speaking, as
and Speaking tests.
well as on all critical thinking skills (CTS)
subscales, with little change in critical its
dispositions (CTD), apart from significant
improvement on the subscale of open
mindedness.
Wikibooks modules,
- Using enhanced scaffolds were a significant
documents, surveys,
factor to reduce effort and time spent in online
and interviews.
learning and were a crucial cause in promoting
students‟ higher-order thinking.
- The analyses of students‟ written units during
the enhanced scaffolds showed higher levels of
thinking skills.
Students‟ interviews,
- Computer-mediated collaborative learning
teachers‟ comments and environments had the potential to enhance
opinions, group work of critical thinking.
students,
- Although participants employed complex
questionnaires, and
language structure and variety of rich
online discussion.
vocabulary, there was a weakness of students‟
grammatical accuracy across the cases.
Content analysis,
- Cognitive structuring methods have impact on

students

structuring methods on the development of
students‟ critical thinking skill in online
collaborative learning environment.

Chiu (2006)

37 undergraduate
students

To explore the impact of students‟ and
teachers‟ interactions in face-to-face and online
discussions on higher-order thinking skills by
addressing the context of the norm in
Confucius Heritage Culture (CHC).

Derwin (2008)

150 undergraduate
students

To:
- Compare students‟ critical thinking skills in
face-to-face and online classes,
- Compare students‟ grades
thinking assignments, and

on

critical

- Correlated students' level of experience in
online classes to their score gains on the
CCTST and their CT assignments grades.

progress reports,
instructors‟ feedback
and students posts in
online tools.
Researcher‟s
observations,
collaborative inquiry
with the teacher, focus
groups and students‟
online scripts.
Bibliography survey,
CCTST and course
assignment.

students‟ critical thinking skills.

- Students seek assistance from their teacher with
regard to cognitive, pedagogical, technical, and
small group supports before engaging in an
online learning in order to think critically.

- There were no significant differences between
students in face-to-face and online classes for
the score gained on CCTST or even the final
assignments‟ grades.
- There was also no correlation between the
outcome measures and the number of online
classes which have been taken.
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As shown in Table 2.4, all approaches used to facilitate higher-order thinking
of students in global higher education involve several key elements. First, many
tasks and problems were carefully designed to engage students at the higher possible
level of divergent thinking. Secondly, the emphasis was on employing activities that
encouraged students to work collaboratively, in groups. These groups assisted
students to discuss and clarify critically, problems under investigation and eventually
to reach logical solutions. The third important element is the role of teachers as
facilitators during the learning process. They can enhance and support the
pedagogical approach used for student-centred learning. Finally, employing a variety
of educational technology tools and learning approaches supportshigher-order
thinkingin students. Many studies have identified cvidence that electronic tools can
benefit students and participate in improving students‟ thinking.
In contrast, while many studies in the literature have investigated the effect of
learning strategies on the enhancement of university students‟ higher-order thinking,
the number of studies in the Saudi context (or even in an Arab context)is very small.
Most Arabic studies were conducted with school students. In the Saudi context, for
example, only two studies were done on students at university level (one in normal
classes and other via a web-based course).
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Table 2.5 shows the distribution of those studies in the two contexts. For the
purpose of this research, only studies conducted with students at the university level
are presented.
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Table 2.5
Studies Conducted in Both Arabic and Saudi Contexts that Endeavour to Facilitate Students’
Higher-order thinking at University Level
Author
and date

Study
sample

Abdulaty
(2006)

62
undergraduat
e students
University of
Alexandria

Egypt
context

Al-Fadhli
and
Khalfan
(2009)

77
Undergradua
te students
Kuwait
University

Study purpose
To explore the effectiveness
of the designed course via the
internet on the development of
the
following:
academic
achievement, students‟ critical
thinking,
and
students‟
attitudes
towardsinternetbased learning.
To examined the impact of
utilising e-learning models in
enhancement of the critical
thinking skills of university
students.

Study
instruments

Content test, - The general results proved that
CCTST and the proposed course had a
survey
statistically significant difference
on the students‟ academic
achievement
and
in
the
development of critical thinking.

CCTST

Kuwaitco
ntext

Alshraide
h (2009)
Jordan
context

Faqeehi
(2006)
Saudi
context

Almdni
(2006)
Saudi
context

96
Undergradua
te students
AL-Hussein
Bin Talal
University

To use Suchmans‟ inquiry
model with university students
to address its effect on: 1)
their critical thinking skills, 2)
whether or not there are
differences between males‟
and females‟ results on
WGCTA test.

60
Undergradua
te students
Taiba
University

To know the „Risk program‟
and its impact in teaching the
critical thinking for female
students.

40
Undergradua
te students
Taiba
University

To develop females‟ academic
achievement and their critical
thinking through designing
electronic
course
titled
„Educational Technology‟.

Results

WGCTA

- Participants in e-learning group
generally
outperformed
participants in traditional group
in terms of the results from
CCTST.
- While female students were
marginally better than the
control groups, e-learning male
students in general were better
than e-learning female students.
- There
were
significant
differences
for
both
the
experimental and control groups
in developing critical thinking
skills on the five test areas –
inference,
recognition
of
assumptions,
deduction,
interpretation and evaluation of
arguments – in favour of the
experimental group.
- There
were
significant
differences for both male and
female students in developing
critical thinking skills, favouring
the female students.

- There
were
statistically
significant differences between
the two groups on WGCTA
post-test for the experimental
group which was taught by „Risk
program‟ in general and in every
skill of it.
Content test - There generally were no
and CCTST significant differences between
the scores of the two groups
(experimental and control) on
the academic achievement posttest and CCTST critical thinking
post-test.
WGCTA
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The research onhigher-order thinking and its effectiveness is insufficient.
Although many teachers and instructors in both schools and universities, depending
on their enthusiasm, use some individual methods to facilitate students‟ higher-order
thinking, studies done on this are scarce. Traditional environments have captured
imost studies in the Saudi context, compared with Arabic contexts. Alabdulkareem
(2008) emphasises that almost all studies done on both university and school levels
were in traditional environments, without using any type of technologies or learning
strategies. One possible reason for this is that these educational environments are
still new. Thus, teachers are not convinced of theirimportance and capabilities to
assist and enhance the learning process (Almobark, 2004). Consequently, most
studies are in traditional lectures and classrooms.
Two related studies in the Saudi context are discussed. They were conducted
with undergraduate female students(Almdni, 2006; Faqeehi, 2006). Theymeasured
higher-order thinking as a dependent variable. However, one of these studies was
applied in traditional classes,whilethe other used a special program, „Risk program‟
in teaching students critical thinking in the experimental group (Faqeehi, 2006). This
is a programme to teach critical thinking, developed by Harnadk. The programme
consists of four parts. Each part has two guides: 1) a students‟ guide that contains
critical thinking skills and some exercises; and 2) a teachers‟ guide thatincludes
general guidance on the applications, some information, directions and student
questions solutions. „Risk program‟ aims to develop the skills of critical thinking,
creativity, and creative characteristics and behaviours. Moreover, it activates many
patterns of thinking that relate to critical thinking. This programme can be taught
directly or indirectly by integrating the skill of critical thinking within the
curriculum‟s practices accurately. Sixty female students from the social sciences
department at Taiba University participated in Faqeehi‟s study. The findings showed
statistically significant differences between the two groups on the WGCTA post-test
for the experimental group, which was taught by „Risk program‟: in general and in
every skill.
The second study was Almdni‟s (2006) study, which designed a website on
the internet and uploaded the content of the „Educational Technology‟ course. A
variety of electronic tools were used through the website, such as emails, chat rooms,
an electronic library withmany references, links of other related resources on the
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internet, and some announcements. Almdni taught her students in the experimental
group electronically by directing them to the website. Every student learnt alone at
her own pace and in her available time. The instructor followed up with the students
and answered their questions and problems. Despite the fact that communication
tools were available to all participants and the instructor was encouraging students to
use them, few conversations occurred. By the end of the semester, post-tests were
applied and showed no significant differences between the scores of the two groups
(experimental and control) on the post-test of both academic achievement and
CCTST. Almdni justified that online students faced many technical problems when
they used the internet in their study. Further, as a cultural issue, most students‟
parents were uncomfortable with this new method (online learning) because of the
long time their daughters spent on computers. Moreover, some students were
worried about using the internet and lacked confidence. Therefore, they withdrew
from the experiment in the first couple of days.
These results can be explainedby many reasons. Firstly, Saudi Arabia is a
conservative society. Customs and traditions are inherent in most families and they
respect them. Thus, new changes usually take some time to be accepted and used.
Online learning and its tools arerelatively new and consequently, Saudi parents have
some concerns and are likely to protect their daughters more than their sons. This
reason could hinder such studies and lead to poor results. Another possible reason
for these results is that students in the Saudi context are used to being taught in
normal classes with traditional teaching methods, such as recitation and
memorisation. The prior educational background of students definitely affects the
studies‟ results, as well as students‟ learning approaches (Entwistle, 1998). As such,
these results are somewhat predictable. Finally, Almdni (2006) did not use a specific
framework or strategy for developing higher-order thinking through online learning.
She depended on transferring the content of the curriculum to students with a few
exercises in some phases to an online context. This made the WBL similar to the
traditional learning process. Like many studies in the Saudi context, Almdni‟s study
was built on quantitative research design and neither examinednor provided in-depth
data that could clarify the real reasons for this result. Almdni recommended that
further research must be done to investigate the effect of online learning
environments on the development of students‟ thinking.
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In other Arabic contexts, the results and procedures of research are slightly
different than in the Saudi context. Although these studies are also scarce, all their
results were positive (Abdulaty, 2006; Al-Fadhli & Khalfan, 2009; Alshraideh,
2009). A quasi-experimental design was used to compare results between control and
experimental groups. Results generally showed significant differences between
experimental and control groups in developing students‟ higher-order thinking skills
for experimental groups. All authors concluded that participants in the treatment
groups generally outperformed participants in traditional groups. Compared with the
results of the Saudi studies, these positive results may be because the Arabic studies
employed some learning approaches and models, such as Suchmans‟ inquiry model,
to facilitate higher-order thinking(Abdulaty, 2006; Alshraideh, 2009). However, all
those studies, either in a Saudi or other Arabic context, were conducted completely
via a quantitative methodology-based research design, which may not provide
substantial evidence to support or reject other studies in the literature. For
illustration, unlike studies in the literature, students‟ thinking was examined by either
the WGCTA or the CCTST. Therefore, data collected through these two tests
werealways analysed quantitatively, with no support from other qualitative data.
According to Beyer (1995), higher-order thinking dispositions are as important as its
skills. The critical point is that the WGCTA and CCTST tests applied in the previous
studies were just measuring how students mentally performed to answer the test‟s
questions, without any consideration of whether they acted and disposed critically in
real situations.
From the previous discussion, it can be seen that although many learning
approaches are used in the literature, and in Arabic contexts, to facilitate learners‟
higher-order thinking, the studies conducted in Saudi higher education lacked
application of these approaches. Explicitly, teaching learners to obtain such
important skills seems to be an appropriate way to progress. However, it could be
argued that „it is of no value to teach students the skills of critical thinking if they do
not use them‟(Halpern, 1998, p. 452). Possessing the willingness and dispositions, as
well as skills collectively, is essential to the critical thinkers‟ success. Students
cannot acquire thinkers‟ characteristics without practicing them in exercises,
enabling them to makecorrect decisions in daily situations (Alharthi, 2006). An
appropriate instructional programme is a programmethat assists students to

Chapter Two

Literature Review

52

distinguish between the valuable situations requiring intellectual effort, from others
thatmay waste students‟ time and effort (Halpern, 1998).
Accordingly, Saudi higher education still requires much research with regard
to exploring qualitatively the outcomes of using effective approaches, such
asproblem-based learningin the learning process. It has been maintained
thatproblem-based learningpositively influences learning outcomes (Sendag &
Ferhan Odabasi, 2009), knowledge construction, independent learning, collaborative
learning, and promoting higher-order thinking(Tan, 2009). Not only quantitative
research is needed, but alsoqualitative data are required to explore and justify the
truth as it is. There is some evidence that faculty members at Saudi universities use
and activate some indirect methods that assist students to enhance their higher-order
thinking skills (Almobairek, 2007). However, there is a lack of studies that identify
the level of university students‟ thinking in face-to-face or online environments.
Hence, this study will attempt to bridge this gap.
The next section presents some methodsand models that assist researchers to
measure students‟ higher-order thinking, and also qualitatively analyses students‟
responses in terms of theirthinking level. It will then focuson the model used in this
research, which is the SOLO taxonomy developed by Biggs and Collis (1982a).
2.2.6 Assessing higher-order thinking based on the structure of observed
learning outcomestaxonomy.
There are numerous ways to assess higher-order thinking skills and
dispositions of learners. One of these is by measuring students‟ performance using
one of the published assessments, usually based on multiple-choice formats. The
well-known multiple-choice tests are: CCTST (Facione, 1990) and WGCTA(Watson
& Glaser, 1980). They are mostly conducted as a comparison pre- and post-test,and
are widely usedin many studies in the USA and all studies in Arabic and Saudi
contexts (see Table 2.4 and
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Table 2.5, pp. 43-47). However, this type of test has many shortcomings.
According to Ku (2009), these instruments vary in their items, format and purpose.
Ennis (1993) also emphasises that these multiple-choice tests are not comprehensive
and „typically miss much that is important in critical thinking‟ (p. 181). They also
assess skills rather than dispositions. Thus, open-ended measures are effectively
better than multiple-choice measures for identifying the dispositional aspects of
higher-order thinking (Ku, 2009).
Several suggestions were made in the literature for designing open-ended
measures. Most assessment tests at the university level were constructed in a surface
learning manner. They usually aimed at recalling the information of subject content
taught previously to students, rather than examining their ability to think deeply
(Aldabbasi, 2002). Other researchers, such as Marton and Saljo (1976a, 1976b), cited
in Boulton-Lewis (1995, p. 149), assert this by saying that „most tests demand
surface rather than deep knowledge‟.Thus, careful design of the assessment
procedures is required to develop learners‟ higher-order thinking (Boulton-Lewis,
1995).
Despite some assessment tasks seeming to hinder students‟ cognitive
thinking skills, it is possible for instructors to eliminate the negative effects of those
tasks. Using some effective tools and taxonomies to build questions and tasks can
encouragemaximum cognitive ability in students. The SOLO taxonomy can be
useful inaccomplishing that aim (Boulton-Lewis, 1995). With Biggs‟s model there
are some techniques that can encourage better results in students‟ responses and push
them towards answering at higher levels of SOLO taxonomy. As an example,
students can be asked to:
List three successful ways to deal with and teaching individuals with special
need.

Responses will be limited by the students‟ cognitive abilities. Although this
question is at a multi-structural level, which seems convenient for the learning task,
it may depend on the students‟ memory and ability to recall information. However,
the vital target of this study was to reach the upper levels in the SOLO model. Thus,
the most desirable question of the taskis:
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List three successful ways to deal with and teach individuals with special
needs and discuss the relationships between them and the learning process at
those students‟ schools.

Here, learners will move from merely listing some points (multi-structural
level) to clarifying the relative aspects between them (relational level). Interestingly,
some learners may perform at the highest level of SOLO taxonomy (extended
abstract), which means they perform atthe higher level of thinking. This might
happen when they create such situations in the learning process or in general, and
discuss the possible usefulness between them with some evidence and theories
(Biggs & Collis, 1982).
Going through the levels of SOLO taxonomy (Biggs & Collis, 1982a, 1989),
as a rubric for assessing students‟ responses reveals that the learner moves from
concrete levels (pre-structural, uni-structural and multi-structural) to abstract levels
(relational and extended abstract) as a hierarchical model. According to Hattie and
Purdie (1998), teachers in this process should assist their students to progress within
these stages successfully. Learners usually start with shallow and separated
information about a new topic. They then construct their own learning until attaining
the meaningful and integrated knowledge at the higher level (Figure 2.1). Here we
can say that learners gain „deep personal meaning and understanding‟ (Burnett,
1999, p. 568).Ultimately, the structural complexity will be increased (Hattie &
Purdie, 1998). In contrast, undergraduate students should build up knowledge in
subjectsthey are interested in at university through high quality levels, such as the
relational and extended abstract levels (Boulton-Lewis, 1995).
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Figure 2.1. The SOLO taxonomy adapted from Biggs (2003); Biggs & Collis (1982b).

Letting students know how they identify on the classification of their
response, shows that instructors usually seek effective applications and high quality
responses. This means not just repeating or recalling the acquired knowledge, but
also using and employing it through their communications and responses. Biggs
(2003) argued that before taking a decision about the particular objectives of any
subject, teachers should choose the topics that will be taught carefully and bear in
mind that the greatest „enemy of understanding‟ is coverage (p. 181). This would
provide a space for students to engage with meaningful discussions to discover the
topic under investigation. Hence, open-ended problems could be appropriate for
facilitating and assessing higher-order thinking. Theproblem-based learningapproach
provides rich daily life situations and problems that can be discussed to attain this
target (Alghasham, 2012; Gallagher & Gallagher, 2013). The next section presents
and discusses theproblem-based learningapproach to facilitate students‟ higher-order
thinking. Subsections in this section discuss some aspects ofproblem-based
learningin terms of its importance, concept, relation to constructivist theory and its
models.
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2.3 Problem-based learning
Using traditional methods in teaching and learning is becoming less effective
in reaching curricula objectives, especially with the digital generation of learners.
Thus, most educational policies have emphasised the importance of employing the
most effective pedagogical strategies and methods in the learning process. This new
trend of encouraging educators to use effective approaches is justified by the
capability of these approaches to enhance and provide learners with lifelong learning
skills, enabling them to live in a complex world. Moreover, they will be able to
contribute to building successful societies by solving problems faced in their daily
life.
Offering opportunities for students to learn actively is the best way to enable
them to acquire knowledge and expertise. Teachers should use learning strategies
that encourage learners to ask questions and engage them in deep learning (Slack et
al., 2003; Trigwell & Prosser, 1991; Whittle, Morgan & Maltby, 2000). By applying
such strategies, teachers will play a crucial part in improving the learning outcomes
of their students. However, the more traditional approaches generally dominatein
non-Western countries (Jafari, 2009). A teacher in such an environment is the only
person considered to hold knowledge about any topic.Students in these cases remain
passive receivers and are dependent on their teachers‟ instructions. Therefore, they
do not have opportunities to develop self-guidance skills, collaborative problem
solving skills, independent thinking, and communication skills in classrooms
(Pisutova-Gerber & Malovicova, 2009). If teachers attempt to employ effective
teaching and learning strategies in their classes or in online environments, they will
assist students to engage in meaningful learning (Keengwe, Onchwari & Agamba,
2013) and therefore achieve these skills.
In the following sections, the importance of using effective learning
approaches in higher education institutions to facilitate students‟ learning outcomes
in general, and their higher-order thinking in particular, is discussed. Also, surface
and deep learning approaches will be presented as two major approaches in any
educational environment. The focus will be on the valuable and most successful
approach, which is „the deep learning‟.Then, theproblem-based learningapproach is
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demonstrated and discussed as one holistic application of these deep learning
approaches.
2.3.1 The importance of learning approaches.
Educators in higher education institutions are required to use teaching and
learning approaches in the learning process. These demands have emerged as a result
of considerable attention from the educational sector, and the labour market‟s needs.
Most sectors require graduates who are able to succeed in a rapidly changing work
environment, not by possessing memorising skills, but core and transferable skills.
The transferable skills can be relocated across a wide range of situations and
contexts, such as the ability to solve problems, communicate and to cooperate
(Bennett, Dunne & Carré, 1999; Hakami, 2009). Thus, encouraging teachers to
activate effective instructional strategies that are student-centred rather than teachercentred have become a vital topic in most countries (Pisutova-Gerber & Malovicova,
2009).
The literature has documented the importance of using such approaches in
any learning environment. Garrison and Anderson (2003) declared that rapid
information accessibility in the current era has put new pressure on educators.
Instead of teaching students how to deal effectively with this information, they have
to teach them „how to learn‟ efficiently, through a variety of information resources.
To achieve this aim, it is clear that educators should conduct the kind of valuable
learning approach that has many practices and tasks. These activities assist students
to analyse and evaluate information critically, to acquire teamwork skills, andto
think independently (Pisutova-Gerber & Malovicova, 2009),enabling them to
„compete in a global, knowledge-based society‟(p. 3), and meet the economic and
individual needs of many societies (Hakami, 2009).
A student‟s preferred learning approach is an essential element in forming the
quality of learning outcomes. Newble and Entwistle (1986) asserted that the learning
styles of students usually reflect their characteristics, which ultimately affect their
learning process, and subsequently the learning outcomes. However, there are two
other main factors that affect any educational situation and also direct students‟
preferred approaches. These factors are: the teaching and departmental

Chapter Two

Literature Review

58

characteristics thatgenerally create diverse environments of learning. All factors
were brought together in the„teaching-learningprocess‟model (see Figure 2.2).

Figure 2.2. The teaching-learningprocessmodel, adapted fromNewble & Entwistle (1986, p.
163).

In their model, Newble and Entwistle (1986) provide elaborations with
regard to students‟ approaches in the learning. They mention two patterns of
students‟ approaches:deep and surface. In a deep approach, students are active
learners. They attempt to grasp what has been said by the teacher and also link their
experiences and previous knowledge with the new ones. Moreover, they usually
support their conclusions by some investigated evidence. The second pattern is the
surface approach. Students who learn with and prefer this approach give attention to
subject ideas and facts. They also rely on rote learning and their memories to retrieve
and recall superficially, any important information already taught.
Some authors have defined these two basic approaches. Ramsden (2003)
defined the deep and surface approaches as „a student‟s immediate engagement with
a particular learning task, such as reading a social science text or solving a
mathematical problem‟(p. 51). Another definition for the deep learning approach, in
particular, was made by Boulton-Lewis (1995) as that„in which the student intends to
understand the material, to relate parts to a whole, to integrate it with existing
knowledge and to apply it in real world situations‟(p. 144). Trigwell and Prosser
(1991), further provided a brief definition of both terms by saying that „a surface
approach is one in which students attempt to rote learn material in order to
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subsequently reproduce it, whilea deep approach is one in which they seek meaning
in order to understand‟(p. 251). In this research, the focus will be on using a learning
strategy that supports deep learning, because of its ability to develop positive
outcomes and motivations in students who have engaged in environments where
traditional (surface) learning methods have traditionallydominated (Ajeeb, 2008;
Alaklobi, 2008; Almobairek, 2002; Jafari, 2009).
The deep and surface approaches are associated with higher quality outcomes
and poorer outcomes, respectively. Ramsden (2003) stresses that while the deep
approach results in better grades forstudents and is more enjoyable, a surface
approach is usually dissatisfying for many learners. Therefore, Boulton-Lewis
(1995) has a meaningful approach, which is that developing deep learning and
knowledge in higher education students is desirable. Lecturers should work on ways
to facilitate students‟ higher-order thinking to enable these learning outcomes.
Boulton-Lewis also suggested the SOLO, which was developed by Biggs and Collis
(1982a), as an optimal way to enhance and also assess positive learning outcomes to
encourage higher-order thinking.
The light was focused on these two essential learning approaches -deep and
surface- earlier in Biggs and Rihn‟s (1984) work when they referred to a deep
learning approach versus a surface learning approach as basic learning approaches
with many key differences. However, learning situations vary from one institution
and its requirements to another, from one task to another, or even from one student
to another student in terms of his or her predisposition towards learning styles. Thus,
„if we place all these different approaches together, in the university context, we get
the strong impression‟(Biggs & Rihn,1984, p. 281), because both approaches have
been proven suitable in higher education across national boundaries and age groups
(Entwistle, 1998).
Many researchers have attempted to improve the quality of student learning
outcomes by investigating deep and surface learning approaches. This research
explores the main two learning orientations: deep and surface, as a considerable way
to teach students in higher education (Biggs, 1998; Biggs & Rihn, 1984; BoultonLewis, 1994, 1995; Boulton-Lewis et al., 1996; Entwistle, 1997, 1998). However,
not only the learning approach has an effecton students‟ learning outcomes, but there
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are also other factors with a critical contribution. Newble and Entwistle (1986) stated
that current teaching techniques and curricula structures, as well as assessment
methods in educational environments, are factors that can affect learning outcomes.
These factors must support the enhancement of students‟ intellectual abilities and
attributes, instead remaining atthe surface level, which mostly hinders this
development. Newble and Entwistle suggested that teachers should consider
students‟ approaches to learning and therefore adjust their approaches to match all
students, encouraging them to reach ahigher level of learning outcomes.
Some studies clarify indicators of particular learning styles. Biggs and Rihn
(1984) explained that relating existing knowledge with new knowledge by
comprehensive reading leads to deep learning. Here, a student can be intrinsically
motivated. In contrast, a student with a surface approach is frequently motivated by
others to continue their learning tasks and do well. Generally, Biggs and Rihn
(1984), Biggs (1999) and Entwistle (1998) summarise learners‟ actions as indicating
whether they prefer to learn by a deep approach or by a surface approach. In the deep
leaning approach, learners usually:


construct and relate the new knowledge gathered from the current
tasks to the previous knowledge



transfer some or all of the task‟s aspects to the real world to make
it more meaningful



examine arguments critically



are interested and have enjoyment in doing their academic tasks
and reflecting on them



relate theories and integrate logic hypothesis to their tasks, to be
more effective.

In contrast, learners who use and prefer the surface approach in their learning
regularly:


perceive the new tasks as a separate task not related to the previous
task



have many fears about tasks that relate to time, workload and their
procedures



have high anxiety and find some difficulties in dealing with new
ideas
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ignore any other aspects of the task, such as personal aspects



instead of using higher-order thinking skills in dealing with their
tasks, rely on memorisation.
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The „constructive alignment system‟, according to Biggs (1999), is a teaching
system that„aligns the teaching method and assessment to the learning activities
stated in the objectives‟(p. 11).Therefore, it supports student learning appropriately.
It based on two major principles: 1) constructivism in learning; and 2) alignment in
teaching. Good teaching methods should support constructive activities thatreach to
the curriculum objectives and encourage students to replace surface approachesin
their learning withdeep approaches. In contrast, poor teaching methods result in
inappropriate outcomes in students, such as shallow thinking and poor academic
skills.
To create an interactive learning and teaching system, Biggs (1999)
developed the „3P‟ model of learning and teaching. According to Boulton-Lewis
(1995), SOLO taxonomy can be embedded throughout the „3P‟ model, with its parts.
The model of „3P‟ describes three basic points: a) presage; b) process; and c) product
(Biggs, 1999). Before the learning takes place (presage), there are two kinds of
factors. Firstly, student factors such as a student‟s prior knowledge, ability and
interest in the topic. The second factor is the teaching context factor, which includes
objectives and assessment of what will be taught, the classroom‟s climate, and the
attitudes of the institution. Then, during learning (process), there are appropriate
activities thatmay encourage deep learning in students, or inappropriate activities
leading to surface learning. The last point in the „3P‟ modelis the outcome of
learning (product). Outcomes are mostly quantitative, such as facts and skills, and
qualitative, such as structure. Figure 2.3 summaries these points clearly.
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Figure 2.3.The „3P‟ model of teaching and learning adopted from Biggs (1999, p. 18).

The SOLO taxonomy is effectively located in every part of Biggs‟s „3P‟
model. It can determine the prior knowledge of students, as well shape the preferred
leaning outcomes. This means that SOLO is often situated in the part of „presage‟.
Moreover, in the next part„process‟, SOLO can support the effective approach to
enhance the learning process andtherefore participate in forming the „product‟ part.
SOLO taxonomy can futher measure the content organisation and understanding of
students (Boulton-Lewis, 1995). Consequently, in this research SOLO taxonomy is
adopted as a main model to assess and evaluate participants‟ responses in every stage
throughout learning.Based on these experiences, Biggs and Rihn (1984) anticipate
that university students prefer and demonstrate some aspects of deep learning, such
as intrinsic motivation. Therefore, they may have a sense of higher-order thinking
because it „rests on deep rather than surface learning outcomes‟ (Boulton-Lewis,
1995, p. 144). However, it could be questioned if faculty members at university
assist students to foster deep learning during their study.Additionally, to what extent
do teachers use and activate some ways that stimulate students to think deeply,
instead of remaining with surface learning approaches.
Problem-based learning, as one application of a deep approach, has been
documented as one of the most progressive pedagogical approaches. It offers many
opportunities for developing learners‟ learning skills and flexible understanding.
This approach encourages learners to engage actively and deeply in authentic
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activities and tasks (Savery & Duffy, 1996), and create new solutions by using a
much wider number and range of resources and knowledge about the problem (Tan,
Chye & Teo, 2009). It alsogiveslearners the ability to formulate their learning needs
and ultimately become self-directed with the desire to learn and solve a problem
(Delisle, 1997). Both the theory and the psychological research support that learners‟
experiences withproblem-based learningenable students to learn the content as well
as many thinking strategies (Hmelo-Silver, 2004).
There are many aims promoting educators to employ this particular approach
in their teaching. Many authors identify that teaching students key skills during
formal instruction is hard to develop. Thus, integrating constructive instructional
approaches, such asproblem-based learning, into regular programmes is the best way
to achieve this goal (Oliver & McLoughlin, 1999; Sendag & Ferhan Odabasi, 2009).
Teaching

throughproblem-based

learningapproaches

enables

students

to

haveconstructive social negotiations, an important aspect in any meaningful learning.
In addition, students in such environments are encouraged to think logically and
critically to reflect on the problem under investigation, and to monitor their
understanding (Savery & Duffy, 1996). Hmelo-Silver (2004) summarises the main
goals of using this approach as an instructional method in the learning process in
classrooms. It allows students to be active and assists them to develop effective
problem solving, collaborative and self-directed learning skills, flexible knowledge
and intrinsic motivation.
2.3.2 The concept of problem-based learning.
Problem-based learninghas a long history in education. Its roots can be traced
to John Dewey‟s beliefs at the beginning of twentieth century. Delisle (1997) stated
Dewey believed that „teachers should teach by appealing to students‟ natural
instincts to investigate and create‟(p. 1). Subsequently,problem-based learningwas
first introduced to medical education in the late 1960‟s by Barrows and Tamblyn
(1980), as an effective strategy in teaching medical students, rather than using
traditional methods. After this initiation, it has been widely implemented worldwide
in Canada, Australia, the USA, and many Middle Eastern countries (Tan, 2009).
Moreover, according to Schwartz, Mennin and Webb (2001),problem-based
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learninghas been used in higher education in many disciplines, such as health
sciences, mathematics, business, law and education.
There are many definitions of theproblem-based learningapproach. As a part
of experiential (Magnuson, 2005) and meaningful learning (Hung, 2013), it can be
defined as „the learning that results from the process of working towards the
understanding or resolution of a problem‟ (Barrows & Tamblyn, 1980, p. 18).
Moreover, Russell (2009) defined it as „an instructional methods that addresses the
complex challenges that students will face in the future by asking students to tackle
complex, ill-structured real world problems‟(p. 175). In contrast, other authors have
expanded the definition to considerproblem-based learningnot only as a learning
method, but also as both a model and an idea for approaching learning (Tan, 2009).
Barrett (2005) argued thatproblem-based learningis a holistic approach to education,
rather than simply a teaching and learning method. He considers there are four
essential components ofproblem-based learningapproach.These are: curriculum
design, tutorials, compatible assessments and the philosophical principles that
underpinproblem-based learning.
In subsequent work, Barrows (1996) provided an operational definition
ofproblem-based learningbased on his experience as one of theproblem-based
learningoriginators at McMaster University Medical School in Canada. His
definition has the following major characteristics:


Learning is student-centred:students should identify current
knowledge about the problem, identify their need for information
to understand the problemappropriately and identify the available
resources neededfrom online databases, books, journals and faculty
members.



Learning occurs in small student groups:from five to nine students
are assigned randomly into each group and are reassigned again at
the end of each subject unit,to enable learners to learn and work
with different students.



Teachers are facilitators or guides:unlike teachers in traditional
classrooms, the teacher inproblem-based learningacts as a
facilitator. Teachers should neither provide students with factual
information nor direct them to the correct thinking. Instead, they
should ask questions which promote students‟ thinking to deal
consciously with the problem.
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Problems form the organising focus and stimulus for learning:the
problem demonstrated by the facilitator mostly directs students to
the kind of information they will need. It may also assist students
to solve other future problems by making them think broadly and
focus on other disciplines.



Problems are a vehicle for the development of problem solving
skills: to enhance students‟ skills of problem solving and inquiry,
the format of problems should be ill-structured and authentic.
Presenting real life problems allows students to create many
questions and learning issues that leads students to investigate their
hypotheses and assumptions.



New
information
is
acquired
through
self-directed
learning:involving students inproblem-based learningprocesses
means that students are engaged in self-directed learning. Students
collect, analyse, discuss and compare the new information and then
construct knowledge and expertise by themselves.
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The comprehensive definition of Barrows (1996) will be adopted as a main
definition of theproblem-based learningapproach in this research. It describes the
process of learning that is student-centredinstead of teacher-centred, as other
traditional learning methods. Also, it clarifies the teacher and students roles in this
approach. Barrows clearly describes the importance of the problem and how can it
motivate students to develop their skills and cognitive abilities. Figure 2.4 represents
the major components of Barrows‟s definition (1996, pp. 5–6).

Figure 2.4.PBL definition (Barrows, 1996,pp. 5–6).
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Barrows‟s view, as his definition, is compatible with the „3P‟ model of Biggs
(1999), presented previously in Figure 2.3. Barrows and Biggs consider the student
and teacher factors as the main components in the learning process. In addition,
while Barrows emphasisesthat learning must be student-centred, Biggs mentions that
learning activities and practices must be appropriately deep to enhance students‟
cognitive skills to produce desirable outcomes with a good quality. Engaging
students in the problem solving process is one way to reach the higher cognitive
levels (Biggs, 2003). Overall, Barrows‟s and Biggs‟s views about using problems in
the learning process are supported by constructivist theory, as in the following
explanations.
2.3.3 Constructivist theory and problem-based learning.
Constructivism (as a learning theory) is a major paradigm in the literature,
along with positivism/postpositivism, constructivist/interpretivist, transformative and
pragmatism. Savery and Duffy (1996) defined constructivism as „a philosophical
view on how we come to understand or know‟(p. 135). Constructivism was
considered as „a theory of learning and not, in itself, a theory of teaching [which]
describes the processes undergone by the learner during the instruction‟ (Foote,
Vermette & Battaglia, 2001, p. 3). From the constructivist perspective, the learning
process constructs knowledge in a social environment,instead of possessing
information to merely pass tests (Brooks & Brooks, 1999). Constructivism aims to
investigate the problem under study, based on contributions of human beings who
have participated in the study (Mertens, 2010; O‟Leary, 2004), who can affect the
study throughtheir own experience and background (Mackenzie & Knipe, 2006).
Savery and Duffy (1996) distinguish constructivism in terms of three major
propositions. Firstly, our individual understandings, or cognition, are a part of the
entire context, which includes the learner‟s goals, the learners‟ activity, and the
content. Secondly, learning is motivated by puzzlement or cognitive conflict.
Thirdly, the social environment, or collaborative group, is a critical factor in
knowledge evolution. In this sense, learning activities, tasksand functions are not
isolated from the whole system of relations, which includes many social
communities.Therefore, these activities should provoke learners‟ thinking (Lave &
Wenger, 1991). Hence, learners through theproblem-based learningapproach learn
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according to constructivist principles. Learners ineach small group discussion are
involved in many sophisticated activities and tasks. These tasks and activities require
using the learners‟ prior knowledge,employing many cognitive skills in an attempt to
align new knowledge with previous knowledgeto solve the issues.
Constructivist theory emphasises activities and practices for learners to
construct knowledge. Unlike traditional classrooms, the instruction in constructivist
classrooms alignsto „the more deeply rooted ways‟ (Brooks & Brooks, 1999, p. 15),
in which teaching practices assist learners to grasp and reshape new information.
Geerligs (1995) found that the majority of students‟ thoughts during discussions
inproblem-based learningactivities were task-related. This may indicate the
importance of these activities in enhancing learners‟ thinking for knowledge
construction. Foote et al. (2001) summarise Brooks and Brooks‟ idea of the
recommended constructivist teaching practices inthese ten points:
1. Encourage and accept students‟ autonomy and initiative.
2. Use raw data and primary sources, along with manipulative, interactive
and physical materials whenever possible.
3. Use cognitive terminology such as: classify, analyse, predict and create
when framing tasks.
4. Allow student responses to drive lessons, shift instructional strategies and
alter content.
5. Inquire about students‟ understandings of concepts before sharing teacher
understandings ofthose concepts.
6. Encourage students to engage in dialogue, with one another and the
teacher.
7. Provoke students‟ inquiry by asking thoughtful, open-ended questions
and encourage students to pose questions to each other.
8. Seek elaboration of students‟ initial responses.
9. Engage students in experiences that might engender contributions to their
initial hypotheses and beliefs and then encourage discussion.
10. Allow waiting time after posing questions (p. 8).

Constructivist theory focuses on the importance of the active student in the
learning process. According to this theory,„learners are actively engaged in working
at tasks and activities that are authentic to the environment in which they would be
used‟ (Savery & Duffy, 1996, p. 145). Learners construct knowledge by comparing
new experiences and information with their existing knowledge. They either
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assimilateor adapt the new knowledge with their prior understandings to construct a
meaningful learning (Russell, 2009). Additionally, Abdullah (1998)has argued that
theproblem-based learningapproach enables and encourages learners to act and think
as they engage with real life situations. This feature makes the learning more
applicable.
Based on the previous discussion, it canbe seen that constructivism, including
its propositions and practices, is consistent with the principles of theproblem-based
learningapproach. This conclusion is documented by many specialists in the field
(Abdullah, 1998; Biggs & Tang, 2007; Jonassen, 2003; Russell, 2009; Savery &
Duffy, 1996). Theproblem-based learningapproach is described as „constructivist‟.
For instance, Savery and Duffy (1996) clearly emphasise that it is „one of the best
exemplars of a constructivist learning environment‟(p. 135). Further, understanding
the importance of designing higher education courses, tasks and practices, based on
constructivist theory and the principals ofproblem-based learning, is a crucial and
productive trend in many disciplines (Russell, 2009; Savery, 2006).
2.3.4 Problem-based learning model.
There are some basic principles ofproblem-based learningagreed upon by
most researchers. These principles shape this approach and differentiate it fromother
instructional approaches. These principles empower learners to apply many skills
actively tothe knowledge, to integrate theory and practice, and conduct research to
create and develop practical solutions to defined problems (Savery, 2006). Sendag
and Ferhan Odabasi (2009) address three main principles, namely 1) triggering
learning witha real life problem; 2) problem-based learningis „a holistic approach‟
(p. 132) in which several learning methods and approaches are involved and interact
with it; and 3)problem-based learningis student-centred rather than teacher-centred.
Hence, most models are based on these key principles.
Although there are a number ofproblem-based learningmodels, there is an
original model created in the late 1960s by Barrows (1980). Most subsequent models
are basically adapted and modified from this original one. Barrows‟s(1996)
definition, presented in Figure 2.4, covers all the characteristics ofproblem-based
learningprovided by other authors (e.g., Bridges, 1992; Oliver & McLoughlin, 1999;
Oliver & Omari, 1999; Savery & Duffy, 1996). As a result, the process developed by
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Barrows and presented in many publications (Barrows, 1986, 1996; Barrows &
Kelson, 1993; Barrows & Tamblyn, 1980)has beenadopted as amain approach in this
research.
Additionally, Barrows (1993) identified six main dimensions ofproblembased learning, which are: hypothetico-deductive reasoning; developing cognitive
flexibility; developing lifelong self-directed learning skills; fostering collaboration
skills; student-centred; developing self-reflection and self-appraisal habits. From
these dimensions, it seems thatproblem-based learningis a holistic approach (Barrett,
2005; Sendag & Ferhan Odabasi, 2009), which involves several learning approaches,
such as collaborative and self-directed learning. This comprehensive approach assists
individuals to expand their abilities to develop new lifelong skills, such as problem
solving, critical thinking and independent learning (Barrows & Kelson, 1993). To
attain these dimensions, Barrows has developed aproblem-based learning model (see
Figure 2.5).

Figure 2.5.PBL scenario, adapted from Barrows (1986, 1996) & Barrows & Tamblyn
(1980).

Figure 2.5shows the scenario of theproblem-based learningprocess adapted
from Barrows in this study. The teacher as facilitator presents the problem to all
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student groups at the beginning of the lecture, before any previous study or
preparation of the topic. Then, students start working collaboratively examining the
problem by applying their prior knowledge and abilities to identify, analyse, and
discuss the problem with their group members. After this groundwork, the students
generate the learning issues and create an action plan to solve the problem. They
decide on thelearning issues that should be worked on individually, and theones that
should be studied collaboratively. At this step, the students engage in self-directed
study on their specific tasks and applytheir abilities and skills to investigating the
problem. Students have opportunities to discuss the problem deeply with othergroup
members. Then, they meet again to share and evaluate the knowledge and
experiences acquired working again on the problem with a new level of
understanding. Students here begin to re-examine and solve the problem. By the end
of this step, all group members have developed new skills and built new knowledge,
which they have now definitely integrated into their existing knowledge. Therefore,
each group has to summarise and present their work and solutions. At the end,
students are required to assess their work and solutions by themselves, under
supervision of the facilitator.

2.4 Blended Learning Environments
In the last two decades of the twentieth century, ICT has progressedrapidly.
Consequently, education has been affected by this significant growth. These changes
have affected higher education institutions in almost all countriesrapidly. The
dominant issue now is how to access, process and apply this rapid growth of
information efficiently. According to Pisutova-Gerber and Malovicova (2009),
students are now required to work in teams, think independently, and analyse and
evaluate information critically. Therefore, many institutions have adopted modern
sophisticated technologies to facilitate the teaching and learning processes in their
educational systems. Therefore, the educational goal is now to assist teachers with
integrating appropriate technology into their education curriculum. According to
Wu, Tsai, Chen and Wu (2006), many traditional higher education institutions
introduced and adopted e-learning in their systems via several ways, such as using
Blackboard LMS (www.blackboard.com). Moreover, they demand and compel their
teachers and students to use ICT tools to communicate with each other
(Koustourakis, Panagiotakopoulos & Vergidis, 2008).
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Accordingly, many online courses are appearing in different subjects. In
addition, online environments have become an essential component in every
institution, due to their numerous advantages for both instructors and learners. Many
researchers have acknowledged that online learning environments are excellent
places for teaching and learning approaches (Kehrwald, 2008). Not only can students
construct new knowledge socially with their peers (Prawat & Floden, 1994), but they
can also individually construct cognitive meaning throughout the online course
(Garrison et al., 2001). Moreover, many authors emphasise that these environments
offer many advantages and have powerful potential for enhancing students‟ thinking
skills, achievements, social and cognitive skills, critical thinking, collaborative and
cooperative learning, reducing the isolation and providing psychological support
(Borstorff & Lowe, 2007; DeLoach & Greenlaw, 2007; Garrison et al., 2001; Hazari,
2004; Kathawala & Wilgen, 2004; Ogunleye, 2010; Rabak & Cleveland-Innes,
2006).
Recently, the concept of blended learninghas emerged as one of the key
trends in contemporary education. The American Society for Training and
Development, according to Rooney (2003), considersblended learningas one of the
top ten trends in terms of the emerging knowledge delivery industry. The massive
advantages of both synchronous and asynchronous online learning with regard to
social interactions with those tools, has encouraged educators to integrate online
learning environments with face-to-face environments(Alebaikan, 2010). The next
subsections discuss: the concept of blended learning; its growth; models and factors
affecting the learning process when using blended learning. Further, these sections
will discuss blended learningin higher education and appropriate learning
approaches.
2.4.1 Blended learning concept.
„BL‟has emerged as a result of the prolific evolution of WBL in recent years.
„Mixed-mode‟, „blended‟ and „hybrid learning‟ all indicate the same type of learning
that combines online learning with face-to-face instruction appropriately(Graham,
2006; Stacey & Gerbic, 2009; Swan, 2009). Similar to higher-order thinking
andproblem-based

learning,definition

of

blended

learningis

lacking(Sharpe,

Benfield, Roberts & Francis, 2006). Graham (2006) justified this lack by saying that
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different media, methods and audience needs in both online and face-to-face
environments have ensuredthese two environments werelargely separate for a long
time. Supporting Graham‟s view, Allan (2007)suggests the lack of a definition is due
to the diversity and range of blended learningapproaches. However, most existing
definitions agree there is a mixture of online and face-to-face learning.
This blended learningconcept focuses on taking advantage of both online
tools and live instruction, to support the learning environment and deliver content
appropriately. According to MacDonald (2008), although some merits have been
recognised in traditional face-to-face approaches in supporting students‟ learning,
blended learningis „commonly associated with the introduction of online media into
a course or programme‟ (p. 2) to strengthen interaction and communication
(Garrison & Vaughan, 2008).
Graham, Allen and Ure (2003) summarise the most three common themes of
blended-learningdefinitions as: a) combining instructional modalities (or delivery
media); b) combining instructional methods; and c) combining online and face-toface instruction. However, the first two definitions, as Graham (2006) argues,
encompass multiple delivery media or instructional methods, which make the
definition too broad, while the third reflects the historical emergence and is the most
accurate definition. Consequently, Graham (2006) provides a definition, which is
„the combination of instruction from two historically separate models of teaching
and learning: traditional face-to-face learning systems and distributed learning
systems‟ (p. 5).
Three main models or categories have beenderived from Graham‟s definition.
These are: enabling blend, enhancing blend and transforming blend. Enabling blend
means providing the same opportunity or equivalent learning experience through
both face-to-face and online programmes, such as distance learning. The second
model is enhancing blend. This means providing online supplementary resources for
courses, which are mainly conducted face-to-face, such as in traditional universities.
With the rapid development of LMS in most universities, the enhancing blend has
become common. The final category of blended learningis transforming blend that
employsonline learning approaches in as a main instruction method, combined with
traditional face-to-face learning. For the purpose of this research, Graham‟s (2006)
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enhancing blend model is used, in which many online supplementary resources are
provided for participants in the courses selected. This choice was made due to the
regulations and system in King Faisal University, where this research was
conducted.
2.4.2 The growth of blended learning in higher education.
The explosion of the information and technology age has generated many
technical tools suitable to use in, and direct towards,education. Therefore, the
learning and teaching process has been developed dramatically,by using new ways
and methods to deliver information and course content for learners. However, in the
last decade, the exploration and diffusion of the internet has made a significant
change and has contributed to this development. Thus, higher education institutions
use the internet widely, transforming their academic dealings to different levels of
activation (Glahn & Gen, 2002).As a result, online learning environments have been
developed and have become widespread and prevalent, particularly in educational
settings, because of the considerable flexibility and capacity they can offer. One key
factor, which has led to the speedy growth of online learning, is that it can offer
many opportunities to all users who wish to continue their lifelong learning (Wang,
Russo & Dennett, 2013). It can also be appropriate for learners who are located far
away from universities or who have time difficulties that prevent them physically
attending class (Simpson, 2012). Thus, the pedagogical environments have been
affected positively by online learning, and these environments have employed a
variety of sophisticated and effective systems.
The evolution of online learning has developed as an extension of traditional
communication. According to Salem and Saraya (2003) and Aldabbasi (2002),
online and distance (or web-based) learning began as mail correspondence between
learners and teachers, without any real interaction between them. Then, the learning
process used new means such as radio, television (TV) and some multimedia tools,
with sounds and images. Subsequently, distance learning has been enhanced by
using modern tools, such as interactive radio, video and TV,enabling learners and
teachers to interact simultaneously. The internet has extended this interaction further.
This stage is identified as digital technology through computers and the world wide
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web (www), which are the most common technologies underlying online learning
environments.
Based on global development that considers the internet as an important
element of online learning, most higher education institutions have incorporated this
technology as a fundamental tool in their systems. Thus, many styles and ways of
online course use have emerged. Allen and Seaman (2006) classify those uses of
internet-based learning that deliver online courses in the USA. There are four major
forms of their classification, demonstrated in Table 2.6.
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Table 2.6
Classification of Internet-Based Learning Courses.Adapted from Allen & Seaman (2006, p.
4)
Proportion of
Content Delivered

Type of Course

Typical Description

Online
0%

Traditional

Course with no online technology used - content is delivered
in writing or orally.

1 to 29 %

Web-Facilitated

Course that uses web-based technology to facilitate what is
essentially a face-to-face course. Uses a course management
system (CMS) or web pages to post the syllabus and
assignments, for example.

30 to 79 %

Blended/Hybrid

Course that blends online and face-to-face delivery.
Substantial proportion of the content is delivered online,
typically uses online discussions, and typically has some
face-to-face meetings.

80+ %

Online

A course where most or all of the content is delivered
online. Typically have no face-to-face meetings.

Allen and Seaman (2006) classified internet-based learning courses into four
types: traditional, web-facilitated, hybrid or blended, and online. While traditional
courses are delivered totally without using any kind of delivery system for the
course‟s content, web-facilitated courses use up to 29 per cent of delivery system
tools to deliver assignments and syllabus. They also consider

blended

learningcourses as those courses in which online and face-to-face are used to deliver
content. They statethat one quarter,to more than three quarters, of the course‟s
content is delivered via theinternet to be determined as a blended course. Finally,
online courses are those withmostly web-based delivery (80% or more).
Consequently, the term blended learninghas emerged and isused increasingly in
higher education (Bonk & Graham, 2006; Littlejohn & Pegler, 2007; Wu, Tennyson
& Hsia, 2010) to manage increased enrolments, engage students in higher-order
thinking activities andalign learning objectives (Snart, 2010).
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The current applications of blended learningin higher education were then
classified into four further levels. In Graham‟s (2006) handbook, he categorised all
studies done in the literature, and presented in his handbook four different levels of
blended learning,which are:activity level, course level, programme level and
institutional level(see Table 2.7). While designers or instructors are taking a key role
in blending at the activity and course levels, the learners‟ directions usually taking
place at the programme and institutional level.
Table 2.7
Four Classifications of Blended Levels (Graham, 2006)
Blending at

How to blend

the

Example from higher education

Activity

Learning activities contain

Using technological tools in class (Oliver, Herrington,

Level

both face-to-face and online

& Reeves, 2006).

elements
Course Level

A combination of distinct

Owston, Garrison and Cook (2006) provide eight

face-to-face and online

different cases of course level blending.

activities is used in a
course.
Programme

A mix between face-to-face

Jung and Suzuki (2006) present a programme in Japan

Level

courses and fully online

in which certain face-to-face courses are compulsory

courses.

and the rest can be taken as online courses.

Institutional

Blended models created by

Central Florida University has created M-courses that

Level

Higher education

have some reduction in face-to-face seat time when

institutions.

online elements are integrated (Dziuban, Hartman,
Juge, Moskal, & Sorg, 2006).

Regarding the development of blended learningenvironments over the past
few decades, Graham (2006) summarised the progressive convergence of these
environments with traditional face-to-face environments. In Figure 2.6, Graham
describes the past, present and future of blended learningsystems and this view
issupported by Garrison and Vaughan (2008). Computer-mediated and face-to-face
environments were largely separated in the past because different methods were used
for each environment. The applications of blended learningand its tools have
increased overrecentyears; this increase will be greater in the future.

Chapter Two

Literature Review

77

Figure 2.6.The progressive convergence of BL environments and face-to-face environments
(Graham, 2006, p. 6).

Next, there are some factors that can affect students‟ learning in the blended
learningenvironments. Students‟ learning styles are discussed as a key factor in such
environments.
2.4.3 Students’ learning styles in the learning process in blended learning.
Not all students have similarsocial and cultural backgrounds, and these
differences may lead to different results. Kagitcibasi (1997) mentioned two major
orientations: individualist and collectivist. Triandis (1995) defined individualism as:
a social pattern that consist[s] of loosely linked individuals who view
themselves as independent of collectives; are primarily motivated by their own
preferences, need, right, and the contracts they have established with others;
give priority to their personal goals over the goals of others; and emphasis
rational analyses of the advantages and disadvantages to associating with
others. (p. 2)

In contrast, collectivism is defined as:
a social pattern consisting of closely linked individuals who see themselves as
parts of one or more collectives (family, co-workers, tribe, nation); are
primarily motivated by the norms of, and duties imposed by, those collectives;
are willing to give priority to the goals of these collectives over their own
personal goals; and emphasistheir connectedness to members of these
collectives. (p. 2)
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However, Triandis (2001) argued is not necessary for each individualto have
all the characteristics of his or her culture.Individuals act from both individualist and
collectivist cognitive structures,based on their situations.
The individualist orientation has been traced in Western contexts over many
centuries ago (Berry et al., 1997; Triandis, 2001). It is embedded in many areas, such
as religious history, political and economic history and psychosocial history.
Individuals‟ personalities and identities are motivated by this individualist
orientation. People in this orientation are „more likely to claim the right to express
themselves‟ (Littlewood, 1999, p. 79). Moreover, they have some general
characteristics in terms of their social relations. For instance, they have horizontal
relationships between friend-to-friend or spouse-to-spouse, independence, emotional
detachment and special attention tochild privacy (Triandis, Bontempo, Villareal,
Asai & Lucca, 1988).
In contrast, in Asian contexts the collectivist orientation is common (Smith &
Bond, 1993; Triandis, 2001). Individuals are promoted to remain and become an
effective person in a group. They also are encouraged to concentrate all their efforts
for group members, as an integral part of the in group, instead of standing as an
individual (Littlewood, 1999). Regarding social relations, people in the collectivist
orientation give significant consideration to interdependence, such as consultation,
frequent guidance and socialising(Triandis et al., 1988). Accordingly, it canbe seen
that a real concern emerging in Western and non-Western educational contexts is the
sensitivity of cultural roles (Benson et al., 2003), which issupported by the fact that
teaching and learning conceptions and strategies are different among cultures
aroundthe world (Biggs, 1998). Thus, educationis affected by both orientations.
The variation between Western and Asian educational contexts has been
attributed to some ongoing variables. Asian contexts, according to Littlewood
(1999), have been influenced by three main sources that can affect individuals‟
attitudes and behaviours. Firstly, there is a collectivist orientation that encourages
individuals to leave their independent habits and behaviours and become an
interdependent person working with his or her group. Many study results reveal that
students favour working in a large group as family members, and respond together
(Kramsch & Sullivan, 1996). Secondly, people from this context are more likely to
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accept that relationships are based on authority and power. According to Tan
(2005),„children in Singapore are culturally conditioned to expect their teacher to be
the authoritative figure in a teacher-centred environment‟ (p. 24). Thirdly, by
working hard and making an effort, individuals can attain success. All previous
variables can influence learning styles and strategies in Asian contexts, which lead to
diverse outcomes, unlike the outcomes of Western contexts.
The educational context of Saudi Arabia has many similar aspects to other
Asian countries. It also has been affected by some cultural variables that have shaped
educationin the past, and by using authoritarian teaching methods from the primary
levelup touniversity learning (Alqarni, 2008). These methods ensure thatteachers are
dominant inside classrooms, and they are the only holders of relevant knowledge. In
contrast, students are usually passive receivers of information from their teachers.
This kind of environment neglects students‟ abilities and talents. It also does not
assist them in promoting independent thinking, problem solving, creative thinking
and their own intellectual productivity (Khateeb, 2012). Moreover, there is limited
discussion inside these classrooms; they are generally controlled by the teacher and
his or her own demands and personal views (Alamri, 2005; Alqarni, 2008; Jafari,
2009; Khateeb, 2012; Yusuf, 2009). Thus, this approach does not encourage
students‟ self-guidance, and students will graduate with the same characteristics
usually associated witha low level of efficiency and competence. Consequently,
integrating effective learning approaches into the blended learningenvironments
supports teachers to attain the curricula‟s objectives and achieve educational policy
aims. It also enables students to develop some personal, learning and cognitive skills
that are required to succeed in acontinuously changing world. In turn, this provides
an opportunity for higher education practitioners to bring about more rapid changes
in schools, if they have the strategies and techniques about to do it. This thesis shows
there are some strategies and techniques that can bring about that change.
2.4.4 Learning approaches in blended learning.
To gain the numerous benefits of blended learningenvironments, teachers
need to use effective learning approaches, instead of merely providing technical
support to students. With the huge number of students who prefer to continue their
university studies (Quwaizani, 2008; Salem & Saraya, 2003), the demands of using
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blended learninghave become greater (Koustourakis, Panagiotakopoulos & Vergidis,
2008). Those students often need to develop their capabilities and skills to succeed in
their university and general life (Oliver, 2005). However, many studies in the
literature reveal that faculty members who incorporated online tools in their teaching
and learning activities were only providing technical support, rather than other
pedagogical support (Al-Fadhli & Khalfan, 2009; Almdni, 2006; Alqarni, 2008).
Although technical support must be provided for a successful learning environment
(Chiu, 2006; Hughes, 2007; Titterington, 2007), integrating active learning
approaches, such asproblem-based learningin these blended learningenvironments, is
crucial to gain wider benefits (Derby & Williams, 2010; Magnuson, 2005; Taradi et
al., 2005; Yang et al., 2012). Hence, and according to the purpose of this research,
usingproblem-based learningin blended learningenvironments is highlighted and
discussed to provide a clear vision of the importance of employing such active
approaches in interactive learning environments.
The

strengths

of

bothproblem-based

learningand

blended

learning

environments are valued, as they assist students to adopt and possess many
cognitive, learning, personal and social skills. International recognition among
educators and practitioners is given to the role of blendedproblem-based
learning(Donnelly, 2010). Exposure to computers with no appropriate pedagogies
and practices from a teacher will not enhance classroom processes (Masters,
2005).Thus, and according to Oliver (2005) and Derby and Williams (2010),
combing appropriate learning approaches such asproblem-based learning, with
blended learningenvironments, supports students‟ learning with high levels of
satisfaction. As discussed in this chapter, the importance and benefits ofproblembased learningand blended learningin supporting the learning environment lead to
the achievement of desirable learning outcomes. In addition, theories and practices
support using active learning approaches with web-based tools (Barrows, 1996;
Barrows & Kelson, 1993; Tan et al., 2009). This blending may: facilitate the
development of students‟ higher-order thinking (Derby & Williams, 2010;
Magnuson, 2005; Taradi et al., 2005; Yang et al., 2012); address learners‟ diversity
and needs, and encourage learner-centred learning (Magnuson, 2005; Taradi et al.,
2005; Yang et al., 2012); and offer the time flexibility (Derby & Williams, 2010).
Additionally,

blended

problem-based

learning

creates„a

highly

conducive
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atmosphere for learning with the appropriately blended elements of utilising
problem-based learning and information communication technology in conjunction‟
(Derby & Williams, 2010, p. 54). However, empirical research for the success of
blended problem-based learning is still in its infancy, and more research is needed to
reveal stronger evidence in this regard.
From the previous discussion in this chapter, it is clear there is a gap in the
literature generally, and in the Saudi context,in particularregarding the real
effectiveness of aproblem-based learningapproach in blended learningenvironments
to facilitate students‟ higher-order thinking. Thus, this research endeavours to answer
the following main question:
What is the relationship between aproblem-based learningapproach and the
development of higher-order thinking of undergraduate students in blended
learningenvironments in Saudi Arabia?

2.5 Conclusion
The research literature reviewed the three main elements of this study.
According to the discussions in this chapter, employing active learning approaches
such asproblem-based learningin modern learning environments (withBL)can
promote many desirable learning, thinking, social and personal skills. These skills
are important in the twenty-first century. Faculty members have vital roles as
facilitators in these active environments. They enable students to effectively engage
in a meaningful learning. Designing appropriate and deep activities is an essential
role of teachers. These deep activities can create learner-centred experiencesinstead
of teacher-centred ones. Students in the current digital generation should be taught
by deep approaches that engage them in unstructured real life problems, to expand
their divergent thinking. Based on the literature, combining modern technologies
with active pedagogical approaches can support the learning process and ultimately
enhance students‟ motivations, interaction and engagement during their learning.
These pedagogical approaches are highlighted in the literature and enable students to
possess critical skills, such as higher-order thinking, problem solving, independent
learning, self-directed learning, collaboration and communication.
Generally, to achieve students who graduate with the ability to think critically
and maintainmany lifelong learning skills, three major components are needed: an
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effective teacher role; an active learning approach (PBL); and a blended
learningenvironment (see Figure 2.7).

Figure 2.7.Effective learning environments for facilitating high quality learning outcomes.

2.6 Summary
For the purpose of this research, three main fields of research literature were
presented and discussed. Firstly, the concept of higher-order thinking and the
importance of promoting such skills were critically demonstrated and discussed.
Skills and dispositions were highlighted and strategies for teaching these skills and
dispositions to university students were discussed. Then, assessing higher-order
thinking was addressed. The second section concentrated on theproblem-based
learningapproach, the relationship between constructivism theory,this approach and
its models. The final section discussed the blended learningenvironment, includingits
concept and development in higher educational institutions. In addition, students‟
learning styles during the learning process in blended learningenvironments were
clarified and addressed. Finally, effective learning approaches, such asproblem-
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based learningin the blended learningenvironment,werehighlighted. In Chapter
Three, to achieve a high quality of learning outcomes (as shown in Figure 2.7), an
action plan is designed and implemented by following the research design. The
research designincludes: the research setting; participants‟ selection and sampling;
the duration and procedures; and some ethical considerations in the research. Then,
data sources are presented,including questionnaires, documents and interviews. Data
analysis methods and issues of trustworthiness in this study are identified.
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Chapter Three

Research Methodology
3.1 Introduction
The previous literature review chapterpresented and discussed three main
areas related to this study. Higher-order thinking, a problem-based learningapproach,
and blended learning environments, were discussed and the interrelations between
them clarified. The conclusion was that to accomplish a high quality of learning
outcomes in graduates, three main elements should be considered: an effective
teacher role; an active learning approach (PBL); and a blended learningenvironment
(see Figure 2.7). From this review, the main research question for this study was
framed as:„What is the relationship between aproblem-based learningapproach and
the development of higher-order thinking of undergraduate students in blended
learningenvironments in Saudi Arabia?‟ The research question is considered in this
chapter, in the context of the research design.
This project engaged an actionresearch methodology, whereby the researcher
gathers rich data to solve the problems under investigation. Different action research
models were evaluated. The focus is on Kemmis‟s (1988) model which was selected
for this study. This process is explained in the following subsections: the research
setting; participants‟ selection and sampling; the duration and procedures; some
ethical considerations in the research. Next, the data sources are listed with some
justifications as to why these instruments were used to gather data. The data sources
were questionnaires, documents (including three assessment tasks, participants‟
responses in online tools, and facilitator diary entries), and interviews (including
focus group and one-on-one). The data analysis methods follow. Finally, issues of
reaserch trustworthiness are discussed and this is followed by the conclusion section,
which summarises the main points of the research methodology chapter.

3.2 Action Research
This research was driven and guided by action research. According to
Kemmis and McTaggart (2005), action research is the best way to investigate the
„actual practices‟, rather than „abstract practices‟(p. 564), in a social and educational
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process. It improves intergroup relations and solves problems (Lewin, 1946). It is a
practical method thatenables researchers to explore participants‟ work individually
and collectively (McNiff & Whitehead, 2005), to enhance students‟ learning by
providing a good quality of educational activities and practices (Koshy, 2010).
Action research can be defined as „a process of learning, with others, by doing
changing the ways in which we interact in a shared social world‟(Kemmis &
McTaggart, 2005, p. 568). Stringer (1996) defined it as „an evolving approach to
inquiry‟(p. 9), which facilitates the problem solving by increasing individuals‟
understanding. Mills (2007) defined action research as a systematic inquiry
undertaken by stakeholders to gain insightsintoeffective positive educational changes
in the teaching/learning environment. While these definitions focus on practices, and
change in the educational environment, Reason and Bradbury (2008) share the same
view as Schmuck (2006) aboutaction research. They provide a detailed definition,
emphasising the importance of the theory and practices, together with finding useful
solutions for life issues. They define action research as:
Aparticipatory process concerned with developing practical knowing in the
pursuit of worthwhile human purposes. It seeks to bring together action and
reflection, theory and practice, in participation with other, in the pursuit of
practical solutions to issues of pressing concern to people, and more generally
the flourishing of individual persons and their communities. (p. 4)

The rationale for conducting action research in the current project was
considered. The participants in this research are students from the Faculty of
Education at King Faisal University in Alhassa city, Saudi Arabia. According to
previous research in Saudi Arabia,problem-based learningis a new learning approach
in the educational environment (Ajeeb, 2008; Alsaadi, 2007; Husain, 2011), which
has not been used before, especially in the education disciplines. When students first
encounter a new idea, action research is recommended as the most appropriate
design to implement the idea (McNiff & Whitehead, 2005). Additionally, when
students have experienced this kind of research design in their university studies,
they will become critical observers in their classrooms (Alqarni, 2008; Khateeb,
2012). They may also be more capable when they address schoolwide problems
(Creswell, 2008). According to Johnson (2004), action research enables students to
see things during their teaching they would not usually detect.
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Teachers as researchers should monitor and analyse their own instructional
plans, and then the student‟s outcomes. They can make informed decisions about the
important changes required to solve problems that occur during implementation.
Teachers have the opportunity to link prior knowledge to new information. Any
questions that teachers have will be systematically answered during the project
(Fueyo & Koorland, 1997). Teachers in action research usually „question
instructional practices and student outcomes‟(p. 338). Mills (2007) summarises
Osterman and Kottkamp‟s (1993) rationale for action research as a professional
growth in the following logic points:
1. Everyone needs professional growth opportunities to improve.
2. All professionals can learn and are capable of assuming responsibility for
their own professional development.
3. People need information and feedback about their own performance.
4. Collaboration enriches professional development (p. 10).

Numerous models and frameworks have been developed to support teachers
conducting action research. Although these models have common steps, there are
considerable differences across the range. The first model is provided by the social
psychologist Kurt Lewin (1946), which later became abasisformany models. Action
research, or rational social management according to Lewin‟s idea, is a process that
involves a cycle or spiral of steps comprised of planning, take action, and
reconnaissance or fact-finding. In the first phase,planning, researchers start with a
general idea to achieve a certain objective using available means.„Frequently more
fact-finding about the situation is required.‟(Lewin,1946, p. 37)Next, the researchers
begin to conduct the overall plan (action or executing). After that, the reconnaissance
step follows the action to: a) evaluate the action; b) give researchers opportunities to
gather new insight; c) provide a basis for planning the next cycle; and d) provide a
basis for modifying the overall plan. At this step, researchers re-conduct a new cycle
comprisedof planning, taking action, and fact-finding.
The basic elements of Kurt Lewin‟s model have been modified and divided
into several phases by other researchers in the field. These phases are: planning,
implementation, collecting data, reflecting, evaluating, and amending plans
(Kemmis, 1980; Kemmis & McTaggart, 1988; Mills, 2007; Stringer, 1996).
Kemmis‟s (1980) model is one of the most wellknown (Mills, 2007), which
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incorporates the essential characteristics of Lewin‟s model. Kemmis and McTaggart
(2005) describe actionresearch as participatory researchand developed the „spiral
model‟, involving self-reflective cycles to improve the curriculum, learning and
teaching process (see Figure 3.1).

Figure 3.1.Kemmis‟s action research spiral, adapted from Kemmis & McTaggart (2005, p.
564).

Kemmis and McTaggart suggest that each step in this model is best
conducted collaboratively,as the nature of participatory action research isasocial and
educational process. These steps are:


planning a change



acting and observing the consequences of the change



reflecting on these processes



replanning or rethinking



acting and observing again
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reflecting again.(p. 563)

In parallel with Kemmis‟s collaborative action research model, Stringer
(1996, 2007) created an interacting spiral model for action research (see Figure 3.2).

Figure 3.2.Stringer‟saction research interacting spiral, adapted from Stringer (1996, p. 17)

Action research is a community-based activity, which is „a collaborative
approach to inquiry or investigationthat provides people with the means to take
systematic action resolve specific problems‟ in both one‟s public and professional
life(Stringer,1996, p. 15). Stringer describes action research as a powerful
framework, despite its simplicity (Stringer, 2007). He developed an interacting spiral
model consisting of a „look, think, and act‟ routine as a continually recycling set of
activities (1996, p. 17). The participants in each stage of this process observe, reflect
and take action throughout the activities. They will find themselves repeating,
revising, rethinking processes and stages. In some cases, they may need to change
their direction radically.
Researchers in theinteracting spiral model go through a sequence of steps.
Initially, they gather information to construct a preliminary understanding of the
situation under investigating („look‟). This step enables researchers to answer many
questions describing participants, activities, context and factors that may affect the
situation. Next, researchers reflect and analyse the information („think‟) gathered
from the previous step to build an accurate action or plan, and then they apply the
appropriate activities („act‟). At this step, researchers need to re-conduct another
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cycle of this process („look, think and act‟) to evaluate what has been done since the
first cycle.
The procedures of Kemmis‟s model for action research were followed as a
main framework in this project. Kemmis (1988) attempts to represent the essential
elements of Lewin‟s action research cycle. This model includes reconnaissance,
planning, a first action step, monitoring, reflecting, rethinking, evaluation, and
replanning. Figure 3.3illustrates Kemmis‟s model procedures.

Figure 3.3. A representation of Lewin‟s action research cycle (Kemmis & McTaggart, 1988,
p. 29).

The rationale of adopting this particular model was considered. A researcher
can construct a deeper understanding of problems under study as this model offers
frequent opportunities to address problems accurately and make appropriate
decisions. Most action research publications refer to Kemmis‟s model as
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fundamental and wellknown, which subsequently emerged after Lewin‟s model in
1946 (Koshy, 2010; McNiff & Whitehead, 2002; Mills, 2007; Reason & Bradbury,
2008). Other models have similar steps and phases toKemmis‟s model, with little
difference in terms of the names used. For example, Riel (2010) produced a model
named „progressive problem solving with action research‟. This model has four steps
in each cycle: studying and planning; taking action; collecting and analysing
evidence; and reflecting. Riel emphasised the importance of research questions at the
beginning of the action process, to enable the researcher to setactions and expect
reactions. Although this step is merged with the studying and planning step in Riel‟s
model, it is similar to the reconnaissance step in Kemmis‟s model, but has been
separated to emphasise the importance of this information type in building an
accurate plan.
The second consideration whenusing Kemmis‟s model is that theproblembased learningapproach used in this study has a collaborative aspect (Oliver, 2001;
Zabit, 2010), along with a constructivist perspective (Albion, 2000; Igo, Moore,
Ramsey & Ricketts, 2008; Savery & Duffy, 1996). Kemmis (2005) has emphasised
the collaborative nature of action research or inquiry. He argued that the spiral model
steps are:
best undertaken collaboratively by co-participants in the Participatory Action
Research process. Not all theorists of Action Research place this emphasis on
collaboration; they argue that Action Research is frequently a solitary process
of systematic self-reflection. We concede that it is often so; nevertheless, we
hold that Participatory Action Research is best conceptualized in collaborative
terms. Participatory Action Research is itself a social and educationalprocess. (2005, p. 563)

The teacher as a researcher attempts to investigate the effect of his or her plan
to examine and solve a specific issue. Teaching activities and practices are
conducted during the class with participants. Therefore, many interactions will
happen between participants themselves,along withthe teacher, to respond to these
practices. Thus, any change in anindividual‟s behaviour will lead to or legitimise
other changes in behaviours. Ultimately, the collaboration between individuals
mostly occurs throughout each step of the actionresearch process.
Problem solving is more associated with action research than other kinds of
traditional research. Schmuck (2006), as shown in Figure 3.4, adopted a triangle of
three main faces of „continuous improvement‟(p. 24).
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Figure 3.4. „Continuous Improvement‟, adapted from Schmuck (2006, p. 24).

In Figure 3.4, the continuous improvement cycle consists of reflective
practice, problem solving and action research. Within this process, the teacher
researcher endeavours to use a systematic reflection and problem solving method
through action research to enhance the general results of the plan. As a result, the
outcomes of learners will be improved. Kemmis‟s (2005) model reflects these stages
of continuous improvement during its steps, starting from collecting data about the
issue to reflecting on the current situation to build a plan for an appropriate solution
of the problem systematically. Additionally, Kemmis‟sspiral model is a continuous
model to improve the teaching and learning process in general, and to reach the
higher level in achievement of curriculum objectives.
This research aims

to explore the efficacy of theproblem-based

learningapproach to enhance participants‟ higher-order thinking through a blended
learningenvironment. Students‟ perceptions of opportunities to develop their
thinking within the blendedproblem-based learningapproach have also been sought.
Hence, conducting this research through implementing an actionresearch design has
enabled the researcher to observe participants‟ reactions and responses throughout
the course activities and tasks. This has resulted in the research procedures
beingmodified in the next cycle, according to the students‟ responses and the
evaluation of their results.
This research consisted of two cycles based on the actionresearch procedures
of Kemmis‟s model (Kemmis & McTaggart, 1988). The first cycle was from the
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second week to the tenth week of the semester, while the second cycle ran from the
eleventh week until the sixteenth week. During each cycle, large amounts of data
were gathered by different types of data recourse. Since the first week, four meetings
have been held with the head of the Educational Technology department, and some
faculty members. These meetings aimed to understand what was happening in the
department regarding the instructional methods in teaching, and to understand the
methods used to evaluate students‟ skills and performance. All these meetings, as
well as results of the questionnaires distributed to the participants in the third week,
along with the results of the content test conducted in the third week, assisted the
researcher in building the general plan.
Many discussions with participants who voluntarily accepted to be in this
project gave a clear idea about the current learning situation. Therefore, some
amendments were made to the general plan before starting the actions. For example,
the majority of participants stated they did not have any idea about how to use the
tools existing in Blackboard LMS, although they had used Blackboard to register in
their courses at the beginning of each academic semester. They also requested a short
training session to deal with Blackboard tools. Thus, the fourth week was allocated
to train participants in the appropriateuse of the diverse tools in Blackboard LMS,
before engaging in the project.
In addition, an illustrated student guide was distributed and electronically
sent to participants to support them during their learning (see Appendix 5, p. 324).
This guide included information about and procedures of dealing with Blackboard
LMS tools. For instance, it illustrates how to login to the system, review the
curriculum objects and content, send emails, find and submit required assignments
and tasks, and how to participate in the discussion forums. At the end of this lecture,
68 participants were randomly divided into 13 groups. Each group contained five
members, except three groups with six members. They were then advised how to
work, learn and exchange roles between group members every week through a
problem-based learning approach. After all these procedures, the change was
announced and started inthe fifth week.
The researcher role in action research is not as well defined as the role in
traditional research. The teacher researcher in action research takes the role of a

Chapter Three

Research Methodology

93

resource person or a facilitator, as well as researcher. According to Stringer (1996),
the facilitator has a vital role in the research process. He or she acts efficiently to
define the problem and works with others towards finding possible and reliable
solutions to make constructive changes. In the process of action research, the
facilitator can contribute to group work as a co-participant by providing some
expertise and knowledge, instead of just being an external agent who merely offers a
neutral perspective or technical guidance (Kemmis & McTaggart, 2005). The
facilitator is committed to participate effectively in the professional improvement of
his or her class or institution because he or she has the absolute authority to examine
the educational practices, reflect on them, and develop an action plan to achieve the
objectives or solve problems (Mills, 2007).
The researcher, as a facilitator in this project, undertook the responsibility to
teach participants for the entire semester. A permission letter from the Faculty of
Education at King Faisal Universityin Alhassa city was obtained and showed that the
faculty had no obligation to conduct this project and collect the required data from
participants. This ensured correct implementation and suitable decisions, in terms of
the research procedures and cycles. This type of teacher role is the best type,
especially in those contexts where the top-down educational system is dominant
(Mertler, 2009), such as the educational context in Saudi Arabia. Mertler mentioned
the notion of teacher empowermentas important aspect of action research. By taking
this role, the researcher employed expertise and plans to meet students‟ needs
andcollect the data that assistedin making decisions about the participants. Therefore,
the teacher became empowered. These features gave opportunities to make changes
to the instructional practices in an optimal way.This new role of the teacher
researcher provided an absolute influence to discussing, monitoring and
understanding, reflecting and replanning all educational activities and actions during
the learning. Many comments and feedback were collected from participants and
given high attention. Next, after evaluating the general plan based on the data
gathered and the reflection sheet distributed to the participants, the general plan was
revised and the change was announced again, as the second cycle of the project after
the mid-semester exam (from Week 11).
The next section focuses on the research design, including the research
setting, participants, duration and procedures, and finally ethical considerations.
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3.3 Research Design
3.3.1 Research setting.
This research was conducted in the Faculty of Education at King Faisal
Universityin Alhassa city. The number of the faculty‟s population in the first
semester 2011 was 953 undergraduate students. These students will become teachers
in the future (pre-service teachers). They belong to several disciplines thatprovide a
variety of programmes designed specifically for high school graduates who are
progressing directly to tertiary education. The Education Faculty has many
departments

including:Islamic

Studies,

Curricula

and

Teaching

Methods,

Educational Psychology, Arabic language, Social Science, Special Education,
English Language, Educational Technology, Physical Education and Educational
Management.Students must study many core subjects from their department and
some compulsory subjects from other departments. By the time they graduate from
the Education Faculty, students will have a Bachelor Degree of Arts in Education.
The abstract, aims and procedures of this project were sent to the Dean of
Education Faculty,seeking permission to conduct this project.This was followed by
several phone calls to explain the importance of such research in the Saudi context.
The Dean agreed to the project. Therefore, the subject „Computers‟ Applications in
Education‟was assigned to the researcher, to enable him to teach and collect data
throughout the semester.The subject „Computers‟ Applications in Education‟was a
compulsory subject for all students in the Education Faculty. It was required by
students at third and fourth year university levels, and occasionally at the second
year level (seeError! Reference source not found., p. 145 for the distribution). The
subject was three hours each week for 18 weeks in the first semester (about 54 hours
in total) and was worth three credit points. Sixty-one students enrolled in this
subject. Subsequently, a further seven students were voluntarily enrolled in the
second week, after the invitation week (Week 1). The total number of students who
voluntarily decided to participate in this project numbered68.
3.3.2 Participants.
Because this project was conducted in the Saudi context, some consideration
of the specific educational situation has to be clarified. The religion of Saudi Arabia
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is Islam, and all policies, laws and even educational systems need to follow its
legislation (see Chapter One, p. 5). Thus, Islam plays a substantial role and shapes
most life experiences, not only in Saudi Arabia, but also in most Gulf and Arab
nations. Like all educational institutions in Saudi Arabia, male and female students
in the Faculty of Education at King Faisal Universityare segregated. For instance,
female students are taught at a separate campus to male students, to ensure privacy
for female faculty members and students. This means they have different classes,
laboratories, facilities and academic staff. However, even many female instructors
are responsible for the teaching and learning process in the female students‟ campus,
male lecturers occasionally teach female students by closed-circuit TV. It is obvious
that a mixed-gender research cohort is an impossible option at King Faisal
University, and even at any university in Saudi Arabia.
The social and cultural background plays a tremendous role in the Saudi
context, resulting in a barrier to female participants‟ inclusion. For many social and
cultural reasons, females generally do not meet or have contact with males in any
context. In educational situations, there is limited possibility for female instructors to
communicate with male faculty members for educational purposes,justmostly in
open places such as conferences, research workshops or important meetings.
However, even these limited opportunities are not likely for female students. Thus,
including female participants in this research was not a practical option.
Male instructors are not allowed to teach female students face-to-face, or
even communicate with them through online tools over a long time. There are many
cultural barriers in terms of male lecturers teaching female students. Toillustrate,
from the perspective of female students‟ parents, it is unacceptable for their
daughters to sit in front of computers for several hours, and most importantly to
contact or communicate with males, even though he is a university instructor. As a
result, this research onlyfocused on male students to avoid any obstacles.
Consequently, all participants were male students because of religious, social and
cultural factors, as well as the university‟s policy considerations.
Although there were some differences between participants, many similar
characteristics were found inthe majority of students in the Faculty of Education.
The subject selected for this research is a compulsory subject for all students in the
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Education Faculty. Therefore, participants were from different disciplines and
different university levels. However, despite these differences, almost all students
lived in the same context with similar educational, cultural, ethnic and economic
backgrounds. Students‟ ages ranged from 19 to 23 years old and all had Saudi
nationality, with the same religion and beliefs. Also, each had to achieve more than
90 percent in his certificate of high school tests to enrol in the faculty. However, they
were fewdis-similarities regarding their experiences, skills and educational interests.
As a consequence, questionnaires were distributed to all students at the beginning of
the semester to capture the population variance of the study. This questionnaire
included some demographic information (for example: age, university level and
grade point average (GPA)), and background experience with computers and
blended learningenvironments (more details are shown in Section 3.4, p. 108).
Invitations were sent electronically and face-to-face to all students who
enrolled in „Computers‟ Applications in Education‟from the first week of the
enrolment period. All enrolled students in this subject (68), received an email
containing an invitation to, and brief information about, the current project.
Moreover, many announcements were posted through LMS to each detailing the
importance of this project. Next, students who were willing to participate were given
an information sheet and an informed consent form to be completed (see Appendices
1 and 2, p. 303). Seven participants out of 68 were personally invited by their friends
during the second week. They heard about the learning methods and instructional
strategy in this project and decided immediately to invitetheir friends to jointhis
experience. Additionally, in the sixth week, some students desired to participate in
the project. However, because of the faculty‟s system, which does not allow students
to register or even move from one subject to another after the fifth week of the
semester, written apologies were sent to them, as well as verbal apologies.
3.3.3 Duration and procedures.
Action research was conducted with many procedures during a one semester
period. The first semester in the Saudi academic year 2011 was18 weeks long. The
semester included one week for subject enrolment, two weeks for mid-semester
examinations, and two weeks for finalsemester examinations. Thus, the number of
actual study weeks was 13 weeks. These weeks were divided according to the
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research design and procedures.As action research, this research included numerous
phases and procedures. Many subjects‟ objectives were developed to achieve the
ultimate goals of the curriculum. However, these objectives were modified to be
compatible withconducting the new approach ofthe current project. The curriculum
sequence is shown in Table 3.1.
Table 3.1
Timetable of the Curriculum Sequence
Week
1–3
4
5–6

Procedure and content
-

7–8

9
10
11–12

13–14

15–16

-

17–18

Enrolment, registration procedures and research requirements.
Warm up participants.
Training session about using Blackboard LMS and its tools.
Brief presentation about the problem „I am sorry my dear teacher‟
(see Table 3.3, p. 98).
Face-to-face small group discussion.
Posting the first online discussion topic „Computer in Education‟ to
be discussed after class (see Table 3.4, p. 98).
Group presentation for presenting solutions and collecting ideas.
Teacher‟s presentation about the „This is not ENEMY‟.
Face-to-face small group discussion.
Posting the second online discussion topic „The Internet in
Education‟.
Group presentation.
Comprehensive review of what were learnt through last weeks.
Mid-semester exam
„The farm or the university?!!‟ a brief presentation by teacher.
Face-to-face group discussion and presentation.
Posting the third online discussion topic „distance learning‟.
Teacher‟s presentation about „Together we will succeed‟
Class group discussion and group presentation.
The fourth online discussion topic „online learning‟.
Brief presentation about the „That is what you have missed Dr.
Khalid‟.
Face-to-face small group discussion and group presentation.
Posting the fifth online discussion topic „online learning
Strategies‟.
Finalsemester exam

A review of previous studies in the related literature clarified the picture of
the most convenient procedures and duration of such research. Thus, the semester
weeks were divided according to the research procedures, as shown in
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Table 3.2
The Research Sequence
Week

1–2

3

4

Procedure
-

5–6
7–8
9

-

10

Mid-semester exam
-

11–12

-

13–14
15–16

-

17–18

Announcements, invitations.
Filled out the Informed Consent Forms.
Distribute the first assessment task „the Turkish serials‟ (see p. 112
for more details).
Disseminate the questionnaire.
Applying content assessment test.
Analysis the data and create a general plan.
Announce the changes.
Divide participants into small groups and prepare them for the next
weeks.
Training session about using Blackboard LMS and its tools.
Teacher‟s presentation for the 1st topic, face-to-face small group
discussion, online discussions and finally groups‟ projects
presentations.
Teacher‟s presentation for the 2nd topic, face-to-face small group
discussion, online discussions and finally groups‟ projects
presentations.
Distribute the second assessment task„How to Win the Whole
Cake‟(see p. 112).
„Participants reflection sheet‟on the learning process in face-to-face
and online discussion.

-

As shown in

Revise the general plan and announce the new changes as a second
cycle.
Teacher‟s presentation for the 3rd topic, face-to-face small group
discussion, online discussions and finally groups‟ projects
presentations.
Teacher‟s presentation for the 4thtopic, face-to-face small group
discussion, online discussions and finally groups‟ projects
presentations.
Teacher‟s presentation for the 5thtopic, face-to-face small group
discussion, online discussions and finally groups‟ projects
presentations.
Distribute the third assessment task„the BlackBerry addiction‟ by
the end of the 16th week (see p. 112).
Inviting participants to participate in the Focus and individual
Interviews.
Finalsemester exam.
„Focus group‟interview and „One-on-one‟interviews.
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Table 3.2, the first week of the semester at King Faisal Universitywas
designated for students‟ enrolment and timetable allocation via Blackboard LMS.
During this week, students who were planning to enrol in the subject selected in this
project found some announcements in their LMS accounts. These announcements
were invitations to participate in the research. Invitations were also sent to their
university emails after cooperation between the researcher and the e-learning
Deanship. In the second week, the actual number of participants who were willing to
participate in the current project became identified and known. Sixty-eight students
were divided into thirteen groups (see Error! Reference source not found. for more
details about students‟ demographic information).
The willing students had a preliminary meeting in the first lecture with the
researcher and the head of the department. The aim of this meeting was to welcome
the students and give them aninformation sheet aboutthe project. The information
sheet detailed the research, including the purpose, the procedures, and the
participant‟s rights (see Appendix 1, p. 303). By the end of this meeting, all
participants‟ questions were answered and they were given the informed consent
form to be completed (see Appendix 2, 307). It was stressed that student
participation in this project was completely voluntary and they had the choice to
participate or not. There were also no negative consequences if they decided to not
participate.
The first assessment task „the Turkish serials‟ (see p. 112) was distributed in
the second week and sent electronically to each participant to be answered and
returned in the following week (see Appendix 3, p. 309). The aim of this task wasto
identify the current participants‟ thinking level, based on the SOLOmodel (Biggs,
1982) (see Chapter Two) before engaging in the project. Additionally, to evaluate
participants progressively with regard to their higher-order thinking level, two other
individual assessment tasks were posted to all participants in the middle of the
semester (Week 9: „How to Win the Whole Cake‟) and at the end of the semester
(Week 16: „The BlackBerry Addiction‟). The aim of these tasks was to investigate
the real progress in the quality of students‟ response levels and identify the real
impact of theproblem-based learningapproach in facilitating students‟ higher-order
thinking in the blended learningenvironment.
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Hard copies of the questionnaires were distributed to 359 students in the
Faculty of Education, as well as all participants in this subject. While participants in
this project were required to fill in the questionnaire in the third week, 359
questionnaires were disseminated to students in the faculty throughout the first
semester. The purpose of this questionnaire was to profile the research sample by
gathering some information such as age, university level, GPA, computer skills and
uses and participants‟ perspectives about blended learningenvironments (see
Appendix 4, p. 317). Further, to identify the prior knowledge of participants about
the subject content, a content assessment test was conducted at the beginning of the
semester (in the third lecture). Both questionnaires and the content assessment test
assisted the facilitator to create an appropriate research plan for the first cycle of the
actionresearch procedures.
After analysing the data gathered from the reconnaissance stage,
questionnaires and content assessment tests during the second and third weeks, a
general plan was created. The participants were prepared and informed about the
procedures of the new approach (problem-based learning) and method (blended
learning). Next, the changes were announced to all participants. After that, the
participants were divided into small groups consisting of five participants in each
group. This step was followed by the action steps. These steps were: train the
participants in using Blackboard LMS tools; and start the learning through aproblembased learningapproach by presenting the topics of discussionsbriefly. The next
week was assigned for presenting the groups‟ projects (see
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Table 3.2).
Ensuring participants‟ rights with regard to the assessment criteria was a key
element in this research. The participants in the fourth week were informed about
how they would be assessed during the semester. The assessment criteria were also
written in the subject outline sent at the beginning of the semester via Blackboard
LMS and university emails. This step was undertaken because, although all
participants were volunteers, they still had to officially pass this subject as a
requirement of the discipline and the faculty policy (core subject). Further, as the
results from the questionnaire and observations of the facilitator showed very weak
skills of participants in using the Blackboard LMS, a training session about using
Blackboard LMS and its tools was conducted. This training session was supported
by an illustrated guide with the same content of the session (see Appendix 5, p. 324).
This guide included some important procedures of dealing with LMS tools, such as
how to login to the system, review the curriculum objectives and content, send
emails, find and submit required assignments and tasks, and how to participate in the
discussion forums. Each student enrolling at King Faisal Universityhas a secure
university email and password that he can use to log into the Blackboard LMS and
other services provided by the lecturers. Therefore, the facilitator could identify his
students and make sure they were uploading and downloading any subject material
in the correct way.
Planned actions and activities commenced and then the researcher observed
the participants‟ behaviour from the fifth to the sixteenth week. The participants
attended regular lectures at university. After having aface-to-face lecture, participant
discussions continued through the online discussions forum embedded in Blackboard
LMS. As written in the Blackboard LMS guide, participants were asked and
encouraged to participate in asynchronous discussions through online tools as an
extension to the face-to-face lectures. From the fifth week, each fortnight a different
topic was presented and examined by the groups. The facilitator did a brief
presentation at the beginning. Then, participants followed the steps and scenario of
Barrows (1986, 1996), illustrated in Figure 3.5, to solve and provide a rich
investigation about the problem discussed. Finally, and in the following week, group
leaders presented their groups‟ projects. These projects were qualitatively analysed
according to Biggs‟s taxonomy to assess the participants‟ efforts fairly.
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In the middle of the semester and before the mid-semester exam, a reflection
sheet was distributed to participants. The purpose of this was to gather feedback and
comments about the learning process of this subject. This data assisted the researcher
to rethink, evaluate and revise the general plan conducted in the first nine weeks.
Then, after analysing the participants‟ responses of the second assessment task and
the mid-semester exam, the general plan was revised and new changes were
announced as a second cycle of the project (see Subsection4.3.3, p. 182for more
details about these changes).
Many topics were learnt according to the subject‟s objectives in both
environments: face-to-face and online (the blended learningenvironment). A new
problem was presented every two weeks (see Table 3.3). Firstly, participants deeply
discussed those issues during lecture time at the university. They then continued
their discussions with other participants after class time through online forums
during the whole week. In the following week, they met again and presented their
projects in front of all participants and the facilitator. The topics of those problems
were educational issues, which mostly allowed the main educational objectives of
the subject to be achieved. Almost all these problems are contemporary issues
thathave been embedded in the educational system in Saudi Arabia. Table 3.3
demonstrates the topics discussed in the university class.
Table 3.3
Schedule of the Issue Topics for Face-to-Face Class
Week

The topic

Start date

Closure date

5–6

I am sorry my dear teacher

08/10/2011

12/10/2011

7–8

This is not ENEMY

22/10/2011

26/10/2011

General review

19/11/2011

23/11/2011

11–12

The farm or the university?

03/12/2011

07/12/2011

13–14

Together we will succeed

17/12/2011

21/12/2011

15–16

This is what you have missed Dr. Khalid

31/12/2011

04/01/2012

17–18

General review and final exam

14/01/2012

18/01/2012

9

Further, other supportive topics and tasks posted in the online discussions
forum existed in the Blackboard LMS. Five issues were posted and discussed after
class time, as supplementary topics. Using online tools in this subject provided
flexible and sufficient time for participants to clarify and exchange knowledge and
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experiences about the problems described in the university class. This was because
of the limited university class time, only three hours per lecture. Each participant
was required to contribute to these discussion topics and reflect on the main topic by
posting at least one response. Additionally, the students were asked to reflect on
other peer responses if possible. The facilitator provided technical and pedagogical
support for all participants. Written prompts in online forums were usually employed
to obtain precise words and expressions from the participants (Creswell, 2009),
which offered clear evidence of the students‟ level of thinking and interactions.
Table 3.4 shows the issue topics discussed in online forums after the class time.
Table 3.4
Schedule of the Issue Topics for Online Discussions
No

Week

1

5–6

2

7–8

3

The topic

Start date

Closure date

Computer in Education

08/10/2011

19/10/2011

The Internet in Education

22/10/2011

16/11/2011

11–12

Distance Learning

03/12/2011

14/12/2011

4

13–14

Online Learning

17/12/2011

28/12/2011

5

15–16

Online Learning Strategies

31/12/2011

11/01/2012

The procedures and scenario of Barrows and Tamblyn (1980) and Barrows
(1986, 1996) for theproblem-based learningapproach were adapted and followed in
this research. As shown in Figure 3.5, the problem was presented to all student
groups at the beginning of the lecture, before any previous study or preparation on
the topic. Then, participants collaboratively started working and examining the
problem by applying their prior knowledge and abilities to identify, analyse and
discuss the problem with their peers. After this, the learning issues were generated
and an action plan was created to solve the problem. Students decided which
learning issues should be worked on individually and which ones should be studied
collaboratively. At this step, each student engaged in self-directed study on aspecific
task and applied abilities and skills toinvestigate the problem. A student had
opportunities to discuss the problem with his group‟s members face-to-face in the
class and also during the week outside the university via online learning tools. In the
following week, participants met again to share and evaluate the knowledge and
experiences acquired, to work again on the problem with new understanding. Thus,
students re-examined the problem and tried to solve it. By the end of this step, all
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group members had developed new skills and built new knowledge, which were
integrated into the existing knowledge. Each group then had to summarise and
present their work and solutions in front of all groups. These projects were
continuously evaluated qualitatively, based on Biggs‟s taxonomy. Figure 3.5 shows
the scenario ofproblem-based learningadapted in the current project.

Figure 3.5.PBL scenario, adapted from Barrows (1986, 1996) and Barrows & Tamblyn
(1980).

At the end of the semester, the third assessment task,„the BlackBerry
addiction‟, was distributed to identify the progress of the students‟ higher-order
thinking. Simultaneously, participants were invited to participate in the interview
phase during the eighteenth week. Focus groups and one-on-one interviews were
conducted with the aim of supporting the findings from sources gathered from the
three written tasks, the online transcripts and the teacher‟s diary entries. It also
provided deep investigation to understand many things that happened during the
learning process, in class and online.
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Toensure a high validity of data gathered by interviews, both focus groups
and one-on-one interviews were conducted after the finalsemester exam. This
enabled participants to say comfortably whatever they experienced and believed,
without any pressure or fear of affecting their resultsin this core subject. Further, the
focus group interview was conducted by a faculty member in the Education Faculty
who wasfamiliar with the new approaches and environment. Culturally, it is
difficultforstudents to express negative consequences or experiences in front of their
main lecturer. Moreover, there was a dependent relationship between the facilitator
and the participants during this semester, which may have affected the truthfulness
of the data collected in the focus group. Hence, inviting an external lecturer who
wasaware of new trends inteaching was the only option to gather the truth, and
reliable information from the participants in this project. These data were also
supported by conducting11 individual interviews with other participants who did not
participant in the focus group interview.
By the end of this step, the data collection stage was complete and the data
gathered prepared forthe analysis stage.
3.3.4 Ethical considerations.
In accordance with research ethics, there were many sequential processes to
be conducted and followed in the research process. First, the final approval letter
from the Education Faculty Human Ethics Committee at La Trobe University was
obtained to conduct this project (FHEC No: R013/11 on 9 May 2011, see Appendix
6, p. 342). Further, permission was obtained from King Faisal Universityto perform
this research with undergraduate students in the Faculty of Education (see Appendix
7, p. 343). These two letters facilitated the research procedures during
implementation. They also provided support and cooperation for the researcher from
all faculty members and students. Mertens (2010)has mentioned the importance of
early planning and making contact with the institution where the research will be
conducted.
Additionally, there were other important ethical considerations with regard to
the research participants. The participants had the right to be informed by explicit
methods. The enrolment process at King Faisal Universityis always completed
through Blackboard LMS. The researcher posted several announcements and
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invitations in the LMS for the target subject. The invitations included the aim of the
research and a brief description. In the first week of the semester, all participants
received a reminder message in their university emails to ensure they were still
willing to participate. An introductory meeting was held in the first lecture with all
willing students and the head of the department. The purpose of this meeting was to
welcome the students and explain the project‟s procedures and aims. Thus, each
student had the choice to proceed or not. Students who desired to engage in this
research were given an information sheet (see Appendix 1, p. 303). The information
sheet provided details about the project including its purpose, procedures,
participant‟s rights, confidentiality issues and contact details. An informed consent
form was distributed as well and then collected again from each willing student (see
Appendix 2, p. 307). This form includedthe roles of participants in the research and
their agreement to participate. This enables the monitoring and collection
ofparticipants‟ online posts.
The informed consent form ensures the privacy of participants, as well as
their information. According to Mertens (2010), research participants have a right of
confidentiality and anonymity due to their involvement. She defines confidentiality
as a protection of an individual‟s privacy in terms of the data provided being
reported in a different way, with no indication of their identity. Thus, all names
usedin this thesis are not real and the names of participants are hidden. The consent
form informed students that their participation in this research was not mandatory
and they had the right to withdraw at any time. Also, they were provided with the
contact numbers of the researcher and the Human Ethics Committee at La Trobe
University for any further information or if they had objections about any of the
research procedures.
Some procedures were conducted to avoid any obstacles that might have
arisen. The participants in this project encountered some barriers when engaging in
the blended learningenvironment, which was generally a new experience for them.
Thus, although it was anticipated that all students had at least a little experience
dealing with the Blackboard LMS because they registered their subjects every
semester at King Faisal University, a tutorial was allocated at the beginning of the
semester to train students on how to post, participate and use its tools. They also
were given some illustrated examples, ranging from how to open the system to
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logging out, step-by-step. Further, a Blackboard LMS guide was distributed for all
participants to assist them during the learning process (see Appendix 5, p. 324).
Additionally, they were provided with the contact numbers and office hours of the
researcher and the assistant teacher in case they needed assistance or if they had a
problem. All these facilities were considered a right of each participant and they
supported the participants to successfully achieve the subject‟s requirements and
personal skills. A further outcome was that students could develop a positive
impression of the new pedagogical (problem-based learning) and technological
methods that might reflect on their future practices and implementations.

3.4 Data Sources
According to the scope of the present research and its questions, three main
instruments were used to gather the data, as follows:
1. Questionnaire.
2. Documents, including: a) three assessment tasks; b) students‟ responses in
online learning environment; and c) diary entries of the facilitator.
3. Interviews, including: a) focus group interview; and b) one-on-one
interviews.

The data collection methods are described in the following pages. The aim of
each instrument is clarified and the schedule for when the researcher used these
instruments is outlined. Further, some justifications are discussed for the use of these
methods.
3.4.1 Questionnaire.
The purpose of the questionnaire was to describe the research population in
and sample in general terms. The researcher gathered a bank of information by
encouraging most students in the Education Faculty to fill in this questionnaire
through the first semester. In addition, 68 participants who were involved in the
project (the research sample) were invited to complete the questionnaire in the third
week. This provided a comprehensive profile that illustrated the characteristics of the
study population, which facilitated building an appropriate plan for the
actionresearch.
Due to the large population of students (953 undergraduate students) in the
Faculty of Education at King Faisal University, it was difficultto visit all classes.
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Thus, 14 undergraduate classes were randomly visited and questionnaires were
distributed. Ten minutes were given to the researcher at the start of each selected
class to invite the students, describe the aim of the research and inform students how
they couldreturn the questionnaires after completing them. Self-administration
methods in distributing surveys are the most efficient for a large number of
respondents (Mertens, 2010). Three-hundred-and-fifty-nine hard copies of the
questionnaires were disseminated to 14 classes. Those classes and their lecturers
were followed up during the next weeks with emails sent to the lecturers as another
reminder to keep encouraging their students to fill in the surveys. The random
selection method provided an equal probability for each student in the population to
be selected as a respondent to the questionnaire. Therefore, randomisation was
applied and the research‟s results can be generalised (Creswell, 2009).
In addition to those questionnaires distributed to a sample of the
undergraduate students in Education Faculty, the same questionnaire was given to all
participants who voluntarily agreed to participate in this project. Sixty-eight hard
copies of the questionnaire were also distributed during the third week of the
semester. Data gathered from these questionnaires assisted in constructing an
accurate plan from the beginning of the project. It also enabled the facilitator to
avoid some obstacles that might have hindered the participants in their learning. For
example, the results showed a weakness in the participants‟ skills withusing online
learning tools in Blackboard LMS. This clarified that the facilitator shouldovercome
this issue and train students to use those tools appropriately.
The questionnaire consisted of four main sections. Section One asked
respondents to give some information about themselves and their university studies
such as their age, university level and GPA. Section Two asked them about their
background use of computers, such as the availability of computers, access to the
internet at home and training programmes they had acquired. Section Three asked
about respondents‟ experience in relation to using some computer applications such
as theinternet, online forums and playing online games. Finally, Section Four asked
about the respondents‟ view aboutusing blended learningenvironments in the
university study. Section Four also contained several items aboutthe participants‟
learning styles (individual orcollective). These items were adapted from Reid‟s
(1987) questionnaire. A five-point Likert scale was used for all items in section
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four.Each classification was clearly defined and written instantly below the question
to enable participants to respond without any misunderstanding. By covering these
areas, some of the external variables, which might have had an impact on overall
research results, were addressed.
The rationale for including this kind of information in the questionnaire was
to construct a solid plan for the actionresearch. In the first phase, „planning‟,
researchers need to obtain and use the available information. Lewin (1946) asserted
that „Frequently more fact-finding about the situation is required‟(p. 37) in building
the general plan. Further, Kemmis (1988), in his action research cycle, emphasised
the reconnaissance step at the beginning of the cycle to construct an appropriate idea
reflecting the general plan of actions. Hence, using this instrument facilitated and
overcame every obstacle encountered by the facilitator and all participants.
Questionnaire validity is an essential element to be tested after the design
phase. Mertens (2005) defined the instrument validity as „the extent to which it
measures what it was intended to measure‟(p. 352). Firstly, the questionnaire was
developed in English. Then, due to the majority of the participants beingArabic
speakers, the questionnaire was translated into Arabic. At that point, the
questionnaire‟s validity was checked by experts in education who were native
English speakers, familiar with blended learningand learning strategies such
asproblem-based learning. They provided some suggestions and comments about a
few items for modification to measure what they were intended to assess, and also to
be clearer than the previous version for respondents. All expert comments and
feedback were amended, and then the final version of the questionnaire was again
given to the experts to be judged. They agreed that all questions and items were clear
and would measure the skills and perceptions they were developed to assess.
Further, the research questionnaire was presented to a group of Saudi
educational experts following the translation into English. The experts were Arabic
native speakers withEnglish asa second language. This group wasfamiliar with the
Saudi higher education context asall were faculty members in education at Saudi
universities. The rationale of this process was to examine the validity of each item in
the scale. Moreover, they examined the questionnaire‟s language in terms of the
strength and accuracy of the Arabic translation. They suggesteda few amendments
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with regards to the formulation of some words. These comments were revised and
returned to them for a final review. Subsequently, they accepted the entire
questionnaire‟s language and concluded that the questionnaire was understandable
academically and linguistically, and it was ready to be conducted.
3.4.2 Documents.
Documents collected throughout the semester were the major data source.
These written documents provided valuable qualitative research data to assist the
researcher understand the central phenomena under examination (Creswell, 2008).
There were three different types of documents that were collected throughout 18
weeks to answer the research questions. The documents consisted of:three
assessment tasks; students‟ responses in online learning environment; and facilitator
diary entries.
3.4.2.1 Assessment tasks.
Assessment submissions were gathered from each participant in the research
site. Each participant was asked to complete three different assessment tasks. These
individual tasks essentially aimed to evaluate the level of participants‟ thinking
through their responses to tasks over the intervention time. The first written task was
implemented in the second week of the semester. This task provided the researcher
with the base thinking level of participants before their involvement in the new
learning environment. The second task was applied in the ninth week, while the final
one was distributed in the sixteenth week of the semester. The purpose of the two
additional tasks was to explore whether there was progress in the quality of students‟
thinking levels. Another reason for these tasks was to identify the impact ofproblembased learningas a main learning approach, in facilitating students‟ higher-order
thinking when they learnt in a blended learningenvironment.
The three assessment tasks were developed in conjunction with a specialist in
evaluation and quality assurance at King Faisal University. The King Faisal
Universityacademic, Alshaikhi, was interested in enhancing students‟ abilities and
learning outcomes and also had published in this area(Alshaikhi, 2009). The validity
of these tasks was tested with a panel of colleagues from the Curricula and Teaching
Methods and Psychology Department in the Faculty of Education. These assessment
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tasks consisted of some current controversial problems in the Saudi context (see
Appendix 3, p. 309). Each problem in the tasks was presented briefly as a real life
problem in front of all participants. Biggs‟(1999) model was followed in designing
the questions and assessment tasks‟ format. This model is usually designed to assess
the higher cognitive levels of learnersin a qualitative way.
The three main issues discussed in the assessment tasks were: „The Turkish
serials‟, „How to Win the Whole Cake?‟ and „The BlackBerry. The Turkish serials
task was concerned withdiscussing the huge number of the Turkish movies currently
being presented on Saudi TV channels. Those movies contain domestic violence, sex
scenes and drug use that are high in impact and offensive to sections of the adult
community. Moreover, this kind of contentis against Saudi culture principles and
nature. However, the majority of the Saudi population are attracted to these shows
and often follow them. The second assessment task was titled „How to Win the
Whole Cake‟. This issue is somehow salient, as there are many rich resources and
therefore many rich businesspeople in Saudi Arabia. This situation creates a conflict
between the businesspeople as they endeavour to acquire a larger share of resources.
One of these resources is the agriculture sector in certain cities and villages. These
villages produce a certain kind of agricultural product, such as okra or dates,
characterised as rare and valuable. Thus, the majority village residents are rich and
have huge funds,ensuring other businesspeople plan to win those products. The third
assessment task was „the BlackBerry addiction‟. This issue is also salient among
teenagers in Saudi society. Teenagers can use a BlackBerry device from eight to 14
hours a day, chatting with friends; these hours are increased onholiday days. In
addition, they frequently close the door to their room and want to be alone. They
refuse to go outside the home to visit relatives, go to parks or even to sharefamily
activities. Therefore, they habitually became watchful, absent-minded, and have low
academic achievement. Hence, these three issues were picked and designed as tasks
to be evaluated and discussed by the participants in this research.
The researcher and one member from the Education Faculty assessed the
responses submitted by the students during the semester. These responses included
197 responses tothe three individual assessment tasks and 428 posts of the
participants‟ scripts in online learning environment (see Chapter Four, p. 163 and p.
174). Biggs‟s (1982a) taxonomy was adopted, which applies the SOLO schema, as a
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major criterion for assessing the documents qualitatively. The assessors obtained the
same result for many answers. However, several meetings were undertaken with the
teacher who assessed the tasks to discuss a few differences between the results of
those tasks, until we eventually reached the same decisions. As this subject was
compulsory and participants had to pass it successfully, criteria for evaluating
students‟ responses were clarified. The marking team was informed that clarity,
fluency, critical thinking, comprehensiveness, depth and open mindedness were
important elements for evaluating any response.
3.4.2.2 Students’ responses in online learning environment.
Another type of document was the students‟ responses in the online learning
environment. According to the research design and procedures, the participants
engaged electronically in general discussions about the subject‟s topics during the
semester. The aim of these online discussions was to continue and expand the
discussions that happened during the limited time at university. Five topics were
discussed in the online learning environment (see Table 3.4, p. 104). The participants
were invited to contribute to online discussions from the fifth to the sixteenth week.
Students‟ responses during the semester were collected and analysed qualitatively by
the SOLO model.
Data collected from online learning tools were essential in this research.
Although the online discussions might be considered as informal learning from the
students‟ perspective, this data source was important for the study. It also supported
findings of other instruments (assessment tasks and interviews). According to many
authors, written discussions in online forums can provide a clear indication of the
students‟ social (Feenberg & Bellman, 1990) and cognitive (Garrison et al., 2001;
Godat & Whiteley-De Graaf, 2007; McVerry, 2007) interactions.
3.4.2.3 Diary entries.
The third source of documents used to obtain data was diary entries, which
provided confirmatory feedback for the collected data from other sources. Diary
entries are one of the best methods, especially for those who prefer to write down
their perceptions, thoughts and observed behaviours about a particular situation
(Wellington, 2000). This type of document gives „the researcher access to
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information that would otherwise be unavailable‟(Mertens, 2005, p. 389). The
researcher‟s monitoring was an important step in the qualitative action research.
Monitoring in qualitative research offers more understanding ofthe social aspect,
which is „constitutive of and reflected in human behaviour‟(Mann & Stewart, 2000,
p. 84). The researcher needed to monitor students to ensure they were progressing
with the learning process (Lewin, 1946). Using a diary was also important to enable
the researcher to reflect and revise the current action plan and develop the next plan
(Kemmis & McTaggart, 2005). During this research project observationa were made
of many behaviours, dispositions and reactions from participants throughout their
learning. Noting these events in a diary assisted in answering the research questions
and also supported the data gathered from other methods.
Obervations were aimed at increasing the credibility and validity of the data
collected from the principal instruments. Therefore, a diary template (see Appendix
8, p. 344) was used to register the observed reactions and dispositions in both faceto-face classes and the online learning environment. The template contained some
dimensions related to the research questions and aims. Firstly, the learning activities
given in every lecture, either in the class or in the online environment, were listed.
Then, observations about aspects such as the process of students‟ learning
throughproblem-based learning, the interactions and discussions in class and online,
and students‟ activities in the Blackboard LMS were described and written.
Consequently, to ensure the validity of these data, some diary entries were swapped
with the external visitor. Many teachers were invited to join the researcher in the
class and fill out this template. However, only one faculty member responded to
these invitations and filled two diary entries. Regardless, the diary entries were
completedby the facilitator in each week for 16 weeks. It was suggested that the
facilitator and external visitors should make notes in their diary immediately during
class time to avoid forgetting their thoughts (see Appendix 11, p. 350). Further, the
diary template had a section for writing suggestions and ideas to develop the
teaching and learning process in the blended learningenvironment. These suggestions
were considered for developing the next cycle of the actionresearch plan.
The class atmosphere when learning by theproblem-based learningapproach
was interactive and collaborative,encouraging diaries as a data collection method.
Due to learners having their own ways of thinking and beingfrom different
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disciplines, each participant contributed different strengths to the discussions. This
increased the quality of the dialogues and discussions in every problem discussed.
This was the optimal atmosphere to engage participants in deep learning (Godat &
Whiteley-De Graaf, 2007) and create opportunities to develop higher-order thinking
in students (Taradi et al., 2005). Hence, observing participants‟ discussions and how
they dealt with problems might provide evidence and indications for higher-order
thinking dispositions. As such, it was possible to record the students‟ perceptions
and reactions during the learning process.
3.4.3 Interviews.
The final data collection method was interviews. An interview is an active
tool of data collection between two or more persons which leads to „negotiated,
contextually based results‟(Fontana & Frey, 2005, p. 698). Unstructured or nonstandardised interviewsare a popular data collection tool in qualitative research
(Creswell, 2008; Flick, 2009; Kvale, 1996). Asking participants open-ended
questions, such as „how‟ and „what‟ questions (King & Horrocks, 2010; Kvale,
1996), inan unstructured format is mostly conducted in qualitative research
(Creswell, 2008; Mertens, 2010). This format encourages „the participant to create
the options for responding‟(Creswell, 2002, p. 204) and build human-to-human
relationships between the researcher and interviewees to understand the participants‟
perspectives (Mertens, 2010).
The purpose of implementing this kind of qualitative data collection tool was
to provide a clear picture about students‟ learning experiences with problem-based
learningin a blended learningenvironment. The interviews conducted in this research
contributed to constructing a better understanding of how participants perceived their
learning in the subject, in terms of developing higher-order thinking. Further,
interviews assisted the researcher to interpret and support the data collected from the
questionnaire and documents. Fontana and Frey (2005) highlight face-to-face verbal
interchanges during interviews area powerful and common method to„understandour
fellow humans‟(pp. 697–698); also to „fully understand someone‟s impressions or
experiences‟ with deep information (Mertens, 2010, p. 352). Thus, all participants
were invited to join both focus groupsand individual (one-on-one) interviewsin the
sixteenth week, to be conducted after the final semester exams.
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3.4.3.1 Focus group interviews.
Focus group interviews were also carried out as a qualitative data collection
method in this research. The purpose of a focus group was to gather information
about participants‟ opinions and perspectives of their experience after conducting the
research (Morse & Field, 1995). Krueger and Casey (2000) define a focus group as
„a carefully planned series of discussions designed to obtain perceptions on a defined
area of interest in a permissive, nonthreatening environment‟(p. 5). Kamberelis and
Dimitriadis (2005) also clarify the focus group interview as unique formation of
group interview or collective conversation „where theory, research, pedagogy, and
politics converge‟(p. 888).
Many experts acknowledge the advantage of using focus groups. Creswell
(2008)declares that a shared understanding and specific views are obtained from
several participants during this type of interview. Mertens (2010) also shares
Creswell‟s view of focus group benefits by saying that the interactions of ideas
between participants in the interview provide additional insight for the research. A
focus group consists of two essential techniques: individual interviews and
participant observation (Morgan, 1997). Thus, they lead to the generation of
spontaneous responses, as well as unexpected answers to research questions
(Gorman, Clayton, Shep & Clayton, 1997).
The rational of conducting focus group interviews, in addition to individual
interviews, was justified. Kamberelis and Dimitriadis (2005) argue that:
Focus groups have also allowed researchers to explore the nature and effects
of ongoing social discourse in ways that are not possible through individual
interviews or observations.(p. 902)

This might be particularly relevant in the Saudi context, because students
were respectful of their teachers. This respect or shyness prevented them articulating
the disadvantages or negatives of the new experiences presented in this research.
Hence, carrying out focus group interviews encouraged participants to declare or
disclose more objective responses tothe advantages or disadvantages of their
participation after conducting this research project. In addition, to increase the
credibility and validity of the interview data, an external colleague was invited to
conduct the focus group interview with participants who voluntarily accepted to
participate. Culturally, most students respect their teachers and may not provide
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correct information about any specific topic discussed in the interview. Also,
because of the dependent relationship that occurred between the facilitator and the
participants, this reluctance to criticise may have affected the credibility of
interviews. Accordingly, using an external colleague, who was familiar with the
context of this project, to conduct the focus group was the most appropriate option.
In the sixteenth week of the semester, some participants were invited to
participate voluntarily in the focus group interview. According to many specialists in
qualitative research, purposeful sampling in a focus group interview is the best way
to have a homogeneous group of people with similar characteristics, such as
personality, attitudes and needs (Krueger & Casey, 2000; Mertens, 2010; Morgan,
1997; Stewart, Shamdasani & Rook, 2007). The focus group consisted of five
participants. Five to ten participants in a focus group is the average number (Krueger
& Casey, 2000; Morgan, 1997). All participants‟ names and identities were coded to
ensure anonymity and confidentiality.
Increasing the credibility of data during interviews was an essential element
in this research. Therefore, an external colleague was invited to interview the
participants in the focus group. This interviewer was an associate professor from the
Faculty of Education. He has much experience doing qualitative research in Saudi
Arabia and is familiar with new learning approaches and environments. He also
attended two lectures and wrote two diary entries for both classes. Accordingly, he
was familiar with the procedures and phases of this project. This led the participants
being more relaxed, spontaneously expressing their thoughts and opinions during the
focus group interview (as he advised). Culturally, students respect their teachers,
especially in higher education institutions (Alqarni, 2008).Thismay hinder the
interviewees, who were voluntarily willing to participate in the focus group, from
declaring any critical information or issues.
3.4.3.2 One-on-one interviews.
The second type of interview used was individual (one-on-one) interviews.
One-on-one interviews can be defined as a„data collection process where the
researcher asks questions to and records answers from only one participant in the
study at a time‟(Creswell, 2002, p. 206). Due to some limitations that occurred
during the focus group interviews, such as the difficulty of taking notes, transcribing
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responses, the interviewer‟s degree of involvement and controlling the discussions
(Creswell, 2008; Fontana & Frey, 2005; Krueger & Casey, 2000; Morgan, 1997), the
researcher also conducted individual interviews to overcome these drawbacks. To
verify the data collected from the focus group, 11 students were interviewed
individually during the eighteenth week. None had already participated in the focus
group interview. In these interviews, open-ended questions were discussed with
students who were volunteers.
After conducting the focus groups, various themes and evidence were
clarified regarding the impact of the new learning approach on participants‟
performance and their thinking abilities. Consequently, participants who accepted
the invitations to take part in individual interviews justified, supported, or even
rejected the findings from other data sources, including the focus group interviews.
The open-ended questions for both the focus groups and the individual
interviews were prepared in an interview guide. The researcher created the interview
guide that included 12 questions (see Appendix 9, p. 346) in an attempt to answer the
research questions and to confirm the research findings. This guide contained some
important open-ended questions. However, the interviewer needed to remain flexible
to follow any issues that emerged during the interviews. The volunteers in these
interviews were asked about their experiences in this project, their perceptions,
opinions and feelings about the quality of the learning approach (problem-based
learning) and the learning environment. In addition, they were asked about how this
new approach participated in facilitating their higher-order thinking, according to the
results from the documents obtained. Additionally, other social and cognitive aspects
of learning using online discussion tools were discussed.
The focus group and the individual interviews were recorded by an audiorecorder. Students who were willing to participate voluntarily were given the
informed consent form (see Appendix 10, p. 348) in which they agreed that all
interviews could be audio recorded. The researcher generated an interview schedule
that included the names, time and place of each interview. Moreover, an appropriate
and quiet room was allocated for the interviews (Mertens, 2010). In some cases,
participants preferred a different place to the allocated space, due to special
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considerations. Thus, the researcher set up the most suitable place (either outdoor or
indoor) to conduct the interview (King & Horrocks, 2010).
At the conclusion of interviews, all gathered data were carefully transcribed
and translated by the researcher from Arabic to English. Then, the translated data
were sent to a bilingual expert to check the translation and revise them to ensure the
accuracy of the translated data,maintaining the cultural aspect and power relations
(Mertens, 2010). The translated data was also „back translated‟ to the original
language by a bilingual expert and then was checked by the researcher to preserve
the original intent (Mertens, 2010).Subsequently, some interviewees reviewed their
answers to ensure the transcripts concurred with what they wanted to say. This step
avoided misinterpretations(Mertens, 2010). To ensure the privacy and confidentiality
of participants‟ identities, all interview data gathered were written in plain text. After
this stage, all data were analysed and interpreted.

3.5 Data Analysis Methods
Unlike quantitative research, the process of data analysis in qualitative
research is ongoing (Mertens, 2010; Teddlie & Tashakkori, 2009). In this research,
while most data gathered werequalitative, quantitative data were included to describe
the sample and population. Supporting this notion, Creswell (2002) stated „often
Participatory Action Research includes qualitative data collection, but it may also
involve quantitative data collection‟(p. 609). Thus, because a variety of data
collection sources were conducted in this research, several methods were used to
analyse the different kinds of data collected throughout the semester. Standard SPSS
statistics software, a rubric of the SOLO model, and Microsoft Word 2010 software
were methods used to analyse the gathered data.
Firstly, quantitative data from the questionnaire were analysed using the
academic software, SPSS software version 20.0. To generate general descriptions
about the research sample and population, many descriptive statistical tests were
used: frequencies, means, percentages and standard deviations. Further, Cronbach‟s
alpha coefficient, which is the main indicator on the reliability of the scale (Pallant,
2011), checked the internal consistency of the questionnaire. In addition, a one-way
repeated measures analysis of variance (ANOVA) test was conducted to analyse
quantitatively data collected from the three assessment tasks. A paired-sample t-test
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also was used to analyse participants‟online posts. However, other advanced
statistical tests of SPSS were not performed,due to the purpose of the questionnaire.
The content analyses of the written assignments and online discussions were
the main source of data collected and qualitatively analysed. Although some tests
were applied to analyse these data quantitatively, deep investigation and qualitative
analyses were done as well. As described in data sources section, three assessment
tasks and online discussions were included. All written data were analysed based on
the rubric of SOLOas a qualitative analysis method.
Content analysis (as a research technique) is a scientific tool that
increasesresearchers‟ understandings of the phenomena and provides new insights
for (Krippendorff, 2004). It was important not only to count quantitatively the
participants‟ posts, but the researcher also needed to determine the thinking quality
level of the responses. Pisutova-Gerber and Malovicova (2009) emphasise that
content analysis of students‟ discussions through online tools is necessary because
the simple counting of online written discussions does not provide the researcher
with information about the real quality of students‟ discussions.
The data gathered from this process gave power and significance to the
present research. Unlike other studies reported in the literature (for example: Chiu,
2006; De Wever, Schellens, Valcke & Van Keer, 2006; Li, 2006; Marra, Moore &
Klimczak, 2004; McLoughlin & Mynard, 2009; Pena-Shaff, Altman & Stephenson,
2005; Yang, Newby & Bill, 2005; Yang, Newby & Bill, 2008; Yu, 2009), almost all
studies conducted in Saudi Arabia had solely quantitative instruments. Further, none
of these studies attempted to analyse the content of students‟ journals or discussions
in online tools. Aviv, Erlich, Ravid and Geva (2003) assert that the data gathered
from online discussion forums offers new possibilities for research not previously
available in models of traditional learning.
The final data analysis method used for the interviews‟ data was Microsoft
Word 2010 software. The data gathered from both focus group and one-on-one
interviews were immediately transcribed and then translated. Microsoft Word 2010
software was used to organise themes emerging from these data. It was a useful tool
due to its features and options, which enable the user to generate many hyperlinks
and tables to facilitate combining, dividing or even easily finding those themes and
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sub-themes in the document. It also enables the researcher to organise, classify and
code the qualitative data faster than manual methods. The final step was collapsing
the codes into themes (Creswell, 2008). An example of the interview database is
presented in Appendix 13, p. 364.

3.6 Trustworthiness
Issues of rigour must be addressed in qualitative inquiry. While quantitative
research is always associated with terms such as reliability and validity (Teddlie &
Tashakkori, 2009), the assessment of qualitative research is based on trustworthiness
(Denzin & Lincoln, 2005; Guba & Lincoln, 2005), credibility and transferability in
the constructivist paradigm (Denzin & Lincoln, 2005). Trustworthiness is defined as
„the ways we work to meet the criteria of validity, credibility, and believability of
our research as assessed by the academy, our communities, and our
participants‟(Harrison, MacGibbon & Morton, 2001, p. 324).
Using multiple data sources as a triangulation is one way to attain and reach
trustworthiness. Esterberg (2002) pointed out that multiple methods of collecting
research data (for example: interviews, observations and documents) makes the data
analysis stage more accurate than relying on just one data source. Esterberg justifies
that each instrument has weaknesses and strengths, and by using multiple sources,
the researcher can minimise the weaknesses and find a balance between each of
these tools.
Consequently,

this

research

project

endeavoured

to

increase

the

trustworthiness and credibility by gathering the data by different sources. These data
sources are: questionnaires, documents (including three assessment tasks, online
discussions transcripts, and diary entries), and interviews (including focus and
individual interviews). Moreover, each of these tools had its own procedures in terms
of ensuring trustworthiness. Not only this, but also the credibility and trustworthiness
of this research were considered ateach process and step. This included building the
research design, the research instruments, participants, data collection, data analysis
methods, and writing the research results and discussion sections. The guidelines and
criteria provided by Morrow (2005) were followed in this regard. Morrow
createdguidelines to

assist

qualitative researchers with some criteria of

trustworthiness to evaluate the quality of qualitative research.
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Regarding building the research instrument stage, the questionnaire‟s validity
was tested by some native language experts in terms of the content and the
language‟s integrity. Further, after translating the questionnaire to Arabic, it was
examined again byseveral Saudi experts. The three assessment tasks were also
presented to a panel of faculty members from different disciplines in the Faculty of
Education to assess them as valid and ready for implementation. In addition, the
diary entry form had several dimensions according to the research questions and
aims, to be filled in by the researcher and external visitors who desired to attend the
lecture. These dimensions covered all aspects that were observable. Finally, an
interview guide was built and included 12 open-ended questions. These questions
were designed to gather in-depth answers from participants. Some were general
questions to decrease the pressure of these interviews from the interviewees‟
perspective.
Concerning the sampling and participants‟ stage, the trustworthiness
procedures included four steps. Firstly, all students who enrolled in the subject were
invited to participate voluntarily in this research from the first week of the semester.
Secondly, participants‟ demographics, including the rationale for the sample size;
sampling strategies; and researcher roles and relationships were clearly reported and
described. Thirdly, by the end of the semester (week 16), participants were invited to
provide rich information in focus group interviews. As a final step, all participants
were invited to take part in the individual interview phase.
In relation to the trustworthiness of the data collection stage, many
procedures were completed. Using a triangulation method in data collection
increased the validity and reliability of the data gathered. The researcher‟s roles were
clearly explained to all participants and emphasis was placed on the willingness of
students to participate as volunteers. Because of the unfamiliarity of the SOLO
model to the participants, more details were clarified and described about the
assessment criteria in a main section in the subject outline distributed. Moreover, in
every task, this was mentioned in the criteria of evaluation of students‟ responses as
a further reminder. Further, an external visitor was invited to attend the lectures,
write diary entries and evaluate the researcher‟s work inside the class. Also, some
diary entries were exchanged by the researcher and the external visitor to ensure all
recorded information was accurate and correct. Some participants‟ documents and
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posts in online tools were randomly selected and analysed by another teacher with
the researcher, to reach a general agreement of the assessment and minimise any
misinterpretation of the collected data.
Regarding collecting data through interviews, two types of interviews (focus
group and individual interviews) were conducted. Both were audio-recorded. Notes
were written down during the interviews for any vivid issues or expressions revealed
by interviewees. Moreover, the interviewer of the focus group was an external
teacher, to uncoverany problems encountered by participants thatcould not be
unveiled in front of the researcher. Further, some data collected from interviews
were checked with the participants who were interviewed after the transcription
phase, to ensure that all transcripts of conversations were correct,with no
misunderstandings. Additionally, a bilingual expert checked the translation of the
interviews‟ data made by the researcher, and then revised appropriately. Finally, the
confidentiality of the participants‟ identities was considered by writing the whole
interview data in plain text. Because of the massive amount of data collected, only
significant quotationsfrom participants‟ interviews were translated into English (see
Appendix 12, p. 354 and Appendix 13, p. 364 for an example of the interview
database). All these procedures would increase the validity and trustworthiness of
data gathered from all instruments in this research.

3.7 Summary
The purpose of this research was to investigate the relationship
betweenproblem-based learningand the development of students‟ higher-order
thinking in the blended learningenvironment at King Faisal Universityin Saudi
Arabia. Action research was conducted to gather rich data throughout the first
semester of the Saudi academic year. The research design was described and
included the research setting, participants, duration and procedures, and ethical
consideration. The data collection instruments were also presented. A questionnaire,
documents (including three assessment tasks, participants‟ responses in the online
environment, and the diary entries of the facilitator), and interviews (include focus
groups and one-on-one interviews) were described as the three main sources in this
research. The data collected were analysed appropriately using variety of data
analysis methods, including SPSS software, SOLO taxonomy and Microsoft Word
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2010 software. Finally, some ways to increase trustworthiness at every step of the
research were identified. The research findings are presented in the next chapter
(Chapter Four).
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Chapter Four
Results

4.1 Introduction
Action research enables the researcher to gather rich data and also solve the
problems under investigation. In Chapter Three, action research models were
discussed, including Kemmis‟s model selected for this study. In the current chapter,
results are presented in three main sections. The first section is the descriptive results
of the questionnaires.Thesecond section presents the quantitative and the qualitative
results from three assessment tasks, online discussion posts, and diary entries of the
facilitator. Thethird section reports the results of the interviews. This section
includes the results of data collected from focus group and one-on-one interviews.

4.2 Questionnaire Results
At the beginning of the first semester 2011, hard copies of the questionnaire
were distributed to undergraduate students in the Education Faculty at King Faisal
Universityand also to volunteers who agreed to participate in this project. In total,
the questionnaire was distributed to 14 classes of undergraduate students. The
number of hard copy questionnaires was 359. Of these, 185 questionnaires were
returned, which represents a 51 percent response rate. Nine questionnaires out of 185
were excluded from the total number because of missing data. The total number of
the accepted questionnaires was 176, which represents a response rate of over 49
percent.In addition, the same questionnaire was distributed to all participants who
voluntarily agreed to take part in the current project. The total number of the
questionnaires distributed was 68 questionnaires to two classes (37 and 31
participants, respectively). All were returned and accepted for analysis, with a
response rate of 100 percent.
The main purpose of using the questionnaire was to collect information that
could assist in constructing a preliminary understanding of the participants (Kemmis
& McTaggart, 1988). This was to help create a general plan for the intervention
intended in this project as a first cycle. The rationale of distributing the questionnaire
to undergraduate students in the Faculty of Education has been recognised. The
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environment in higher education is dominated by traditional methods. Almost all
courses at Saudi universities were being taught without using any effective learning
strategies, such as problem-based learning. Consequently, conducting this research in
such conventional environments should consider students‟ preferences in their
learning, and providean accurate picture of the extent to which they are willingto
learnwithnew strategies.
Blended learning is a recent concept for Saudi students. The number of
studies undertaken in this regard is small and also recent (Alebaikan, 2010; Almalki,
2011);they are all descriptive research studies. In contrast, this research is an
actionresearch study, and may be the first research of its kind applied in Saudi
universities. To achieve the project goals, questionnaires were distributed to
undergraduate students to identify their views, abilities and willingness to try this
most recent environment fortheir learning. This supported and assisted the researcher
to build a precise plan with participants during the semester. Distributing those
questionnaires also identifiedanaccurate score of the scale‟s reliability to increase the
credibility of the Cronbach‟s coefficient alpha, and eventually the reliability of the
whole scale.
Consequently, the valid data gathered from the undergraduates in the
Education Faculty, and from the participants in this project, were entered separately
and coded using the standard SPSS statistics software (Version 20.0). Many
descriptive statistical tests were applied to the data gathered, such as Cronbach‟s
alpha, frequencies, means, percentages and standard deviations.
4.2.1 Questionnaire results from undergraduate students.
The questionnaire consisted of four sections, as described in Chapter Three.
The first section describes the participants‟ demographic information such as age,
university level, GPA and the number of online courses taken. Section Two
describes the participants‟ background knowledge of computers, such as the
availability of computers, access to the internet at homes and the training
programmes they had acquired. The third section of the questionnaire explores the
participants‟ experiences in using computers and the internet. Also, it describes their
current competency level for some applications such as playing online games,
creating the multimedia presentation, using the internet for uploading and
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downloading files. All data of these sections were reported in Appendix 14 (see p.
353). Finally, section four and the main section in the questionnaire reviews the
participants‟ learning preferences in online and face-to-face learning,consisting of
their attitudes, beliefs, confidence and learning styles.
As an initial test of datareliability, Cronbach‟s alpha was applied to the
questionnaire. According to Pallant (2011), Cronbach‟s alpha coefficient is one of
the well-known indicators of a questionnaire‟s internal consistency. It refers to „the
degree to which the items that make up the scale hang together‟ (p. 97), and a high
value of Cronbach‟s alpha coefficient is needed (>0.7). Consequently, Cronbach‟s
alpha test was conducted on the main section of the questionnaire (the fourth section)
to examine the internal consistency. This section consists of five subsections or
dimensions, which are: attitudes, beliefs, confidence, individual learning style and
collective learning style. The results of this test revealed a good reliability after
deleting some items to increase reliability, as the following (see Table 4.1): alpha
coefficient for the attitude dimension =.73; alpha coefficient for the belief dimension
=.74; alpha coefficient for the confidence dimension =.65; alpha coefficient for the
individual learning style =.81; and alpha coefficient for the collective learning style
=.81.
Table 4.1
The Reliability of the Questionnaire (Cronbach’s alpha)
The Dimension
Attitude dimension
Belief dimension
Confidence dimension
Individual dimension
Collective dimension
Total items

Cronbach‟s Alpha
.73
.74
.65
.81
.81

Deleted Items
c6, c14 and c31
c20 and c41
c5 and c22
c12 and c16
c40 and c48
11 items

N of Items after the deletion
9
9
7
6
6
37 items

Table 4.1 shows that the Cronbach‟s alpha for the confidence dimension is
less than 0.7 (0.65). This low value of the reliability is due to the small number of
items in the dimension. According to Pallant (2011), it is occasionallydifficultto get
a decent value of the Cronbach alpha coefficient, especially for scales thathave less
than ten items. Accordingly, this value for the current scale appears reasonable with
these seven items. Overall, the total results of the questionnaire sections in this
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research indicated that this questionnaire is reliable. The following subsections
report the four dimensions of the questionnaire.
4.2.1.1 Demographic information of undergraduate students.
Participants were asked to provide some personal details including: age;
current university level; GPA; and the number of online courses taken during their
study at university. All participants answered the question about their age. However,
about 35 percent of the total number of respondents did not reply to the question
about the numbers of online courses taken during their study at university. This large
number of unanswered responses was because of the unavailability of „Never had‟
option. To support this, some participants wrote that „I have not had any online
course in my university study‟. A missing result therefore is likely to represent
„Never had‟.
Sixty two out of 176 participants (35.2%) were in the group of age 20 years
old and less. Moreover, the rest of the respondents were nearly spread equally in
other age groups: 22.2% for 21 years old; 23.3% for 22 years old; and 19.3% for 23
years old and above. Almost all undergraduate courses in the tertiary education in
Saudi Arabia are of four years‟ duration and the questionnaire was distributed
randomly to 14classes from different year levelsin the Faculty of Education. Half of
the participants (50.6%) were in second year and the lowest number of the
respondents (1.8%) was for participants fromfirst year. The participants from the
third and fourth year were 22.9 percent and 24.7 percent, respectively.
While 94 per cent of all participants had a 3.5 GPA or less, only six per cent
had a GPA over 3.5. Alarge number of the participants (36%) had a GPA between
2.5 to 3. Online courses are defined as courses taught by using the Blackboard LMS
either totally or partly. The majority of participants stated they had only one online
course. About 28 percent of students reported they had two online courses
throughout their study. However, as previously identified, over 35 percent of the
responses (62 participants) did not answer this question.
In summary, respondents‟ profiles in the Education Faculty show that the
majority of students were in the second and third university level and were 21 years
or less in ages. There were about 23 percent who were 22 years old, which reflected
the same percentageasthose in the fourth university level.Further, respondents had
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acceptable GPAs, between 2.5 to 3.5.Regarding the online courses, over 35 percent
of responses were missing and 66 percent of accepted responses indicated only one
course in which the Blackboard LMS was used.
4.2.1.2 Participants’ background knowledge of computers.
The second section of the questionnaire gathered data about computer
background knowledge. This section included six questions, which concerned the
availability of computers at participants‟ homes and the availability of internet
access at home. It also included whether they had acquired training programmes in
ICT, what kind of programmes these were,and the reason for attendance (see
Appendix 14, p. 353).
A small number of responses (8% and 9%) contained missing data to two
questions about the years of computer use and the ICT training programmes
attended, respectively. The missing data in the last two questions, which related to
the kind of and reason for attending training programmes (138 missing responses),
was because 16 participants did not reply to these two questions; and 122
participants did not attend any training programme; therefore they left the question
empty and moved to the next section as requested. Regarding the availability of
computers and the internet access at homes, 162 participants (93.1%) had computers
at home with only 12 participants who did not have a computer. Almost all
participants who had computers at their homes had an access to the internet. Only 9
participants had a computer but did not have internet access.
Almost 70 percent of participants (113 participants) had been using
computers for four years or less. Only 30 percent of the participants had been using
computers for more than four yearswith less than 13 percent in the range of seven
years and above. Over three quarters of participants (76.3%, 122 participants) did not
attend any training programme. The remaining participants (38) had only one
training programme. If participants identified that they had training, they were asked
to respond about the kind of and reason for attending ICT programmes. All 38
participants (100%) reported that they had done a short course in ICT. A future
employer‟s requirement was the dominant reason for attending short courses, with a
response rate of over 81 percent. There were also about 18 percent (seven
participants) who indicated personal interests behind taking short courses.
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In summary, a high percentage of the total respondents had computers at their
homes, as well as internet access. Most had reasonable experience inusing
computers. With only 20 per cent identified that they had used a computer for one
year or less. The majority of respondents, also, did not attend any training
programme. However, nearly one quarter attended short course programmes. They
mostly justified their attendance by saying they were required by future employers
with a few respondents identifying that personal interest was behind taking those
programmes.
4.2.1.3 Participants’ uses of and skills with computers.
The third section of the questionnaire askedthe participants to provide some
information about their experiences with regard to using computers and the internet.
The current competency level of participants was explored for some applications,
such as playing online games, email, using the internet for uploading and
downloading files. In relation to the uses of computers, participants were asked to
report their regular uses per week for some computer applications.
The highest four uses of the computer applications were:email, video sharing,
multimedia and personal spaces with mean scores from M= 4.15 to M= 4.02 (SD=
1.05 to SD= 1.31). Nearly three quarters of the participants (73.3%, 69.9%, 76.1%
and 72.7%) usedemails, video sharing, multimedia and personal spaces, respectively
more than five or six days per week. However, about 12 percent of participants
usedthe same applications less than one or two days per week. This percentage may
probably reflect the same percentage of participants who did not have access to the
internet at their homes. Reading news (M= 3.46, SD= 1.31) was also one of the
applications frequently used three days or more per week, with a response rate of
almost 80 percent. Further, more than one third of participants (36.9%) reported
using a variety of computer applications, such as Word and Powerpoint (M= 3.11,
SD= 1.09) approximately three or four days a week. The remaining one third of
participants (34.1%) used computer applications more than five days a week.
With regard to the participants‟ use of discussion forums, nearly 43 percent
of responses (M= 3.08, SD= 1.35) indicated that participants were using the
discussion forum from one to four days a week. The same percentage was for those
participants who used the forum from five to seven days a week. Only about 14
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percent of participants did not use the discussion forum. Over the half of responses
(55.1%) used online games (M= 2.99, SD= 1.18) from three to six days in the week,
compared with only 12.5% who did not play online games. Finally, using a Wiki,
such as Wikipedia and Wikimedia hadthe lowest response rate of all uses (M= 2.20,
SD= 1.29). Almost 40 percent of participants reportedthey did not use Wiki at all.
Three quarters of the participants (26.7%) were using this application one or two day
per week, and one third of all participants (33.6%) used it more than three days a
week.
Over three quarters of participants (77.9%) reported that their skills were
„Very good‟ and „Good‟ in using the internet for searching, uploading, downloading
files, sending and receiving emails (M= 4.20, SD= 1.01). Only 16 participants of the
total respondents (9.1%) reported that their skill levels were „Weak‟ or „Very weak‟.
Playing online games hadthe second highest perceived skill level of participants,
with a response rate over the half (56.3%) who were „Very good‟ and „Good‟ (M=
3.71, SD= 1.00); over one third (36.4%) had an„Average‟ level of skills. Further,
almost 45 percent of participants indicated that their skills were good/very good in
creating their own multimedia presentations such as words, pictures, and sound in
one document (M= 3.22, SD= 1.21); almost one third of participants reported
„Average‟ skills. Further, with regard to the participants‟ skills in posting messages
in online forums (M= 3.20, SD= 1.40), nearly half of the participants (45.4%)
reported that they were „Good‟ and „Very good‟. However, over one third (35.3%)
reported that they were weak at participation in those forums.
Designing participant‟s website/home page (M= 2.61, SD= 1.42) and using
Blackboard LMS (M= 2.44, SD= 1.26) hadthe lowest two mean scores of all items.
Over half of the participants (55.7% and 52.2%) reported that their level of skill was
„Weak‟ or „Very weak‟ in designing a website or home page, and using Blackboard
LMS, respectively. Moreover, over one quarter (26.7%) had an „Average‟ level of
skill in using Blackboard LMS; nearly one quarter (21%) was „Very good/good‟.
In summary, the undergraduate students‟ uses of and skills incomputers were
examined. Almost all respondents who had computers and internet access at home
reported that their uses for email, video sharing, multimedia and personal spaces
occurredmore than five or six days per week. There were lowerpercentages for those
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who used social and economic discussion forums, and played online games from five
to seven days a week. However, the respondents‟ uses for Wikis were low. Over two
thirds reported that their use ofthese applications were either less than two days a
week or no use at all.
Concerning the skills of respondents in some computer applications, the
majority reported good or at least „Average‟ computer skills except in Blackboard
LMS. The lowest mean was for using Blackboard LMS. This scored 2.44, which
means that the respondents‟ skills were weak in total. Over half the responses
confirmed that the undergraduate students reported „Weak‟ and „Very weak‟
competency in using Blackboard LMS.
4.2.1.4 Participants’ learning preferences in blended learning environments.
The fourth and final section of the questionnaire reviewed the participants‟ learning
learning preferences in online and face-to-face learning andproblem-based learning. This
This data is presented in
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Table 4.2
Participants’ Attitudes TowardsBL Environments (Frequency and Percentage)
Rank
1

2
3

4
5

6

7
8
9

Statement
I like learning through online
learning environment because
it assists me to develop
reflective thinking

N

SA

A

NS

D

SD

Mean

Std.
Dev

175 63
57
45
6 (3.4%) 4 (2.3%) 3.97 0.98
(36.0%) (32.6%) (25.7%)

176 51
(29.0%)
I would like to learn in mix of 175 53
face-to-face classes and online
(30.3%)
techniques
Blackboard LMS is an
176 38
effective learning tool
(21.6%)
Materials provided by the
176 42
teachers on Blackboard are
(23.9%)
useful
I would spend more time
176 40
finding out more about
(22.7%)
interesting topics discussed in
online discussions
I would like to learn in
175 33
completely online classes
(18.9%)
I like the roles played by my
175 30
peers on the Blackboard tools
(17.1%)
174 42
I like using Blackboard LMS
(24.1%)
Total
I like PBL approach

69
(39.2%)
54
(30.9%)

50
5 (2.8%) 1 (0.6%) 3.93 0.86
(28.4%)
46
16
6 (3.4%) 3.75 1.09
(26.3%) (9.1%)

69
(39.2%)
68
(38.6%)

57
7 (4.0%) 5 (2.8%) 3.73 0.94
(32.4%)
53
1 (0.6%) 12
3.72 1.05
(30.1%)
(6.8%)

54
59
13
(30.7%) (33.5%) (7.4%)

10
(5.7%)

57
(32.6%)
46
(26.3%)
34
(19.5%)

10
3.43 1.13
(5.7%)
7 (4.0%) 3.42 1.02

48
(27.4%)
74
(42.3%)
68
(39.1%)

27
(15.4%)
18
(10.3%)
12
(6.9%)

3.57 1.09

18
3.40 1.22
(10.3%)
3.66 0.59

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

Participants possessed high positive attitudes towards blended learning
environments and problem-based learning. Over two thirds gave „Agree‟ and
„Strongly agree‟ for the first two statements (M= 3.97, SD= 0.98) and (M= 3.93, SD=
0.86), respectively. The participants‟ perceptions of developing their reflective
thinking through online learning environments were positive and scored over 68
percent (68.6%) out of the total number of responses. In addition, they agreed they
liked learning through problem-based learning, which had a response rate of over
two thirds of the participants (68.2%). This means they had positive attitudes
towards the learning strategy. However, there was avery small percentage of all
responses that indicated „Disagree/Strongly disagree‟ with developing reflective
thinking using online learning environments (5.7%), as well, a small group did not
favour problem-based learning (3.4%).

Chapter Four

Results

135

Further, participants‟ attitudes were positive towards their desireto learn
through blended learningenvironments (M= 3.75, SD= 1.09), their view towards the
Blackboard LMS asan effective learning tool (M= 3.73, SD= 0.94), and perceived
attitudes towards the materials provided by the teacher on Blackboard (M= 3.72,
SD= 1.05). Nearly two thirds of participants‟ responses (61.2%, 60.8% and 62.5%)
were „Agree‟ and „Strongly agree‟ on those three statements. In addition, over one
quarter of participants (26.3%) reported neutral attitudes towards learning in blended
learningenvironments,with almost one third having neutral attitudes towards the
Blackboard LMS asan effective learning tool, and the materials provided
Blackboard, with a response rate 32.4 and 30.1%, respectively.
Additionally, participants‟ attitudes regarding their preference for spending
more time learning online were examined. Over half of the participants (53.4% and
51.5%) reported positive attitudes towards spending time to learn via online
discussions, and searching for more information (M= 3.57, SD= 1.09); their attitudes
towards learning in totally online classes were positive (M= 3.43, SD= 1.13). Over
one third (33.5%) and more than one quarter (27.4%) of total responses tended
towardsa neutral option on those two statements. Despite these positive attitudes,
there was some disagreement to these two statements, with a response rates about 13
and 21 percent, respectively.
Finally, the lowest two statements in their mean were about the roles played
by peers on Blackboard (M= 3.42, SD= 1.02), and participants‟ favourite uses of the
Blackboard LMS (M= 3.40, SD= 1.22). Less than half of the participants (43.4%)
had positive attitudes towards the roles played by their friends using Blackboard
LMS tools, and using Blackboard LMS in general (43.6%). Moreover, less than half
of participants (42.3% and 39.1% respectively) reported neutral attitudes. However,
about 14 and 17 percent noted that they disagreed with these two statements.
Participants‟ beliefs towards blended learning environments are shown in
Table 4.3.
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Table 4.3
Participants’ Beliefs AboutBL Environments (Frequency and Percentage)
Rank
1
2

3
4
5
6

7

8

9

Statement
I learn something from reading
someone else‟s post
I believe that online discussions
make me more interactive and
comfortable talking in class
Using online learning tools
promotes my thinking
I believe that online learning tools
keep me thinking positively
I think deeply when PBL
approach is used
If online learning tools are
integrated in the course, my grade
will be better than other
traditional courses
Using online learning
environments improves my
learning outcomes
Employing effective learning and
teaching approaches in online
environments encourages learners
to be active
I develop my ideas as a result of
reading peers' posts
Total

N

SA

A

NS

D

SD

Mean

Std.
Dev

176

66 (37.5%) 67 (38.1%) 38 (21.6%) 5 (2.8%) 0

4.10

0.84

174

67 (38.5%) 64 (36.8%) 31 (17.8%) 12
(6.9%)

4.07

0.92

175

55 (31.4%) 69 (39.4%) 43 (24.6%) 6 (3.4%) 2 (1.1%) 3.97

0.90

176

43 (24.4%) 92 (52.3%) 32 (18.2%) 6 (3.4%) 3 (1.7%) 3.94

0.85

176

46 (26.1%) 64 (36.4%) 53 (30.1%) 8 (4.5%) 5 (2.8%) 3.78

0.98

174

44 (25.3%) 66 (37.9%) 49 (28.2%) 10
(5.7%)

5 (2.9%) 3.77

0.99

176

52 (29.5%) 45 (25.6%) 67 (38.1%) 8 (4.5%) 4 (2.3%) 3.76

1.00

176

42 (23.9%) 65 (36.9%) 53 (30.1%) 14
(8.0%)

2 (1.1%) 3.74

0.95

176

42 (23.9%) 65 (36.9%) 52 (29.5%) 10
(5.7%)

7 (4.0%) 3.71

1.02

0

3.87

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

The mean of belief subscales of the nine statements were in the range from
M= 4.10 to M= 3.71 (SD= 0.84 to SD= 1.02), and with a total mean equal to 3.87
(SD= 0.53). Over three quarters of the total participants (75.6%) had positive beliefs
and believedthey learnt from other posts in the online environment (M= 4.10, SD=
0.84).They also believed that using online learning environments in their study kept
them thinking positively (76.7%, M= 3.94, SD= 0.85). Moreover, over three quarters
of the participants (75.3%) believed that online discussions made them more
comfortable and interactive when they took in the class (M= 4.07, SD= 0.92), and
therefore promoted their thinking (70.8%, M= 3.97, SD= 0.90).
In addition, nearly two thirds of participants (62.5%) believed that they
thought deeply when taught usingproblem-based learning (M= 3.78, SD= 0.98).
They also (63.2%) agreed/strongly agreed that their course grades were better when
online learning tools were used, rather than only relying on traditional methods (M=

0.53
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3.77, SD= 0.99). The participants had positive beliefs towards using new learning
strategies and agreed/strongly agreed that learners are active whenever effective
teaching and learning strategies are employed, with a response rate over 60 percent
(60.8%). They also developed their ideas when they read their peers‟ posts in online
environment tools (60.8%, M= 3.71, SD= 1.02). Finally, over half of the participants
(55.1%) believed that their learning outcomes improved by using online learning
environments (M= 3.76, SD= 1.00).
However, a very small percentage of responses indicated negative beliefs
aboutsome statements. For example, the biggest percentage of the disagreement was
for the statement number eight, which says that „I develop my ideas as a result of
reading peers‟ posts‟, with a response rate of 9.7%. Otherwise, all other statements
had less than a nine percent disagreement.
The participants‟ perceived confidence is shown in Table 4.4.
Table 4.4
Participants’ Confidence in BL Environments (Frequency and Percentage)
Rank
1

2
3

4
5
6
7

Statement
I am willing to try new
strategies and approaches in my
learning
I discuss problems confidently
in the class discussions
I feel more confident with my
intellectual abilities when I
learn through online learning
environments
I discuss problems confidently
in online discussions forum
I enjoy using online learning
tools in my courses
I can share files with my
teachers on Blackboard
I can share files with my peers
on Blackboard
Total

N

SA

A

NS

D

SD

Mean

Std.
Dev

176 51 (29.0%)

69
(39.2%)

43 (24.4%) 11 (6.3%) 2 (1.1%) 3.89

0.94

176 52 (29.5%)

67
(38.1%)
69
(39.4%)

41 (23.3%) 14 (8.0%) 2 (1.1%) 3.87

0.97

39 (22.3%) 11 (6.3%) 6 (3.4%) 3.83

1.02

53
(30.3%)
66
(37.5%)
53
(30.1%)
55
(31.3%)

47 (26.9%) 14 (8.0%) 7 (4.0%) 3.76

1.10

51 (29.0%) 17 (9.7%) 3 (1.7%) 3.69

0.98

55 (31.3%) 27 (15.3%) 10
(5.7%)
63 (35.8%) 16 (9.1%) 14
(8.0%)

3.39

1.12

3.38

1.11

175 50 (28.6%)

175 54 (30.9%)
176 39 (22.2%)
176 31 (17.6%)
176 28 (15.9%)

3.69

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

The mean scores for the participants‟ responses ranged narrowly from M=
3.89 to M= 3.38 (SD= 0.94 to SD= 1.11). Over two thirds of participants (68.2%,
67.6% and 68%) were highly confident regardingtrying new learning approaches and
strategies (M= 3.89, SD= 0.94), discussing problems in the class (M= 3.87, SD=

0.58
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0.97), and their intellectual abilities when they learnt through online learning
environments (M= 3.83, SD= 1.02). However, less than tenpercent of the total
participants (7.4%, 9.1% and 9.7% respectively) reported they were less confident on
the same three aspects.
Additionally, with regard to discussing issues and problems in online forums,
responses indicated that over 61 percent of participants (61.2%) were confident (M=
3.76, SD= 1.10); as well, they (59.7%) enjoyed using these online tools in their
course (M= 3.69, SD= 0.98). Although there were few participants who were less
confident in sharing files with their teachers (21%) and peers (17.1%) through
Blackboard LMS, nearly half of participants (47.7% and 47.2%) reported they were
confident in contacting and sharing Word and Powerpoint files with teachers and
students. These two statements scored the lowest means in the confidence subscale,at
M= 3.39 (SD= 1.12) for sharing files with participants‟ teachers and M= 3.38 (SD=
1.11) for sharing files with peers.
Table 4.5 reports the findings of the individual learning style subscale.
Table 4.5
Participants’ Learning Style (Individual) (Frequency and Percentage)
Rank
1
2
3

4
5
6

Statement
I enjoy working on an
assignment by myself
I remember many things better
when I study alone
I prefer to study alone in order
to perform constructive roles in
online or face-to-face classes
I can think critically when I
learn alone
Working alone assists me to
learn better
I favour to study by myself

176 59 (33.5%) 66
(37.5%)
176 51 (29.0%) 56
(31.8%)
176 57 (32.4%) 48
(27.3%)

38 (21.6%) 12 (6.8%) 1 (0.6%) 3.97

Std.
Dev
0.94

50 (28.4%) 16 (9.1%) 3 (1.7%) 3.77

1.02

43 (24.4%) 23 (13.1%) 5 (2.8%) 3.73

1.13

176 35 (19.9%) 74
(42.0%)
175 48 (27.4%) 54
(30.9%)
176 46 (26.1%) 47
(26.7%)

45 (25.6%) 20 (11.4%) 2 (1.1%) 3.68

0.96

41 (23.4%) 23 (13.1%) 9 (5.1%) 3.62

1.17

42 (23.9%) 27 (15.3%) 14
(8.0%)

1.25

N

SA

A

Total

NS

D

SD

Mean

3.48
3.71

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

Table 4.5 shows that the statements‟ mean scores rangefrom M= 3.97 to M=
3.48 (SD= 0.94 to SD= 1.25). The highest mean (M= 3.97) was for participants who
preferred to work individually on their assignments, with a response rate of nearly
three quarters of the participants (71%). Additionally, over 60 percent preferred to

0.77
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study alone to remember better (60.8%, M= 3.77, SD= 1.02) and think critically
(61.9%, M= 3.68, SD= 0.96), despite of over one quarter of responses being neutral
in their answers to these two statements. In addition, over half of the participants
(59.7%, 58.3% and 52.8%) favoured learning independently to perform constructive
roles in blended learningenvironments (M= 3.73, SD= 1.13), to learn better (M=
3.62, SD= 1.17) and as a personal preference (M= 3.48, SD= 1.25), respectively.
However, a number of participants disagreed on these three statements, with a
response rate less than one quarter (15.9%, 18.2% and 23.3%).Some also provided a
neutral response, with almost one quarter of the total participants (24.4%, 23.4% and
23.9%).
The results of the collective learning style subscale are demonstrated in Table
4.6.
Table 4.6
Participants’ Learning Style (Collective) (Frequency and Percentage)
Rank
1
2
3
4

5

6

Statement
I favour to learn in small
groups
Learning among groups
assists me to think critically
I prefer studying with group to
remember many things better
I prefer to work in
collaborative group projects
with others
I prefer to have constructive
meetings with my group
members
I learn best when I work with
others
Total

N
176

SA

A

NS

D

Std.
Dev
7 (4.0%) 3.77 1.16
SD

Mean

62
(35.2%)
53
(30.3%)
59
(33.7%)
49
(28.2%)

45 (25.6%) 43 (24.4%) 19
(10.8%)
62 (35.4%) 33 (18.9%) 18
9 (5.1%) 3.75 1.15
(10.3%)
57 (32.6%) 29 (16.6%) 14 (8.0%) 16
3.74 1.26
(9.1%)
45 (25.9%) 63 (36.2%) 10 (5.7%) 7 (4.0%) 3.68 1.07

176

42
(23.9%)

55 (31.3%) 61 (34.7%) 15 (8.5%) 3 (1.7%) 3.67 0.99

174

48
(27.6%)

50 (28.7%) 52 (29.9%) 11 (6.3%) 13
(7.5%)

175
175
174

3.63 1.17
3.70 0.81

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

The mean for participants‟ responses ranged narrowly from M= 3.77 to M=
3.63 (SD= 1.16 to SD= 1.17), with a total mean equal to 3.70. About two thirds of
the total participants (60.8%, 65.7% and 66.3%) reported they preferred to learn in
small groups (M= 3.77, SD= 1.16) to assist them to think critically (M= 3.75, SD=
1.15) and remember many things better (M= 3.74, SD= 1.26). However, not all
participants preferred the collective learning style. There was a slight disagreement
with these three statements in this subscale. About 15 percent and less of the
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responses were only „Disagreeing‟ and „Strongly disagree‟. As further illustration,
there were 26 participants (14.8%) out of 176 participants who disagreed with the
first statement, 27 participants (15.4%) who disagreed with the second statement and
30 participants (17.1%) who disagreed with the third statement in this subscale.
Further, over half of the participants (54.1%, 55.2% and 56.3%) responded
that they preferred to work in collaborative group projects with their group members
(M= 3.68, SD= 1.07), haveconstructive meetings (M= 3.67, SD= 0.99) and work with
other friends to learn better (M= 3.63, SD= 1.17), respectively. One third of
responses for these two statements were neutral, with a response rate of 36.2 and
34.7%, respectively.Almost one third (29.9%) reported neutral responses regarding
working with other friends to learn better. However, there was also a small
disagreement on these statements (the fourth, fifth and the last statement). Almost
ten percent of participants (9.7%) did not like to work in collaborative group
projects, and about ten percent (10.2%) did not prefer constructive meetings with
their group members; and finally nearly 14 percent (13.8%) thought that they learnt
best when they worked alone.
In summary, the attitudes of respondents were generally positive
towardsblended learningenvironments andproblem-based learning. Developing
reflective thinking was the main reason that encouraged undergraduate students to
possess positive attitudes towards online learning environments. Therefore, they
preferred to learn in a mix of online learning and face-to-face classes. Moreover,
they favouredproblem-based learning, with positive attitudes in over two thirds of
the total responses. However, although the perceived attitudes were positive
regarding the usefulness of Blackboard LMS and thematerials provided by the
teachers, less than 44 percent of the respondents reported positive attitudes towards
using the Blackboard LMS in general, and this scored the lowest mean in the
attitudes subscale.
Using online learning tools andproblem-based learningenhances participants‟
deep thinking, learning outcomes and interaction. The majority of participants
believed that using online learning tools encourages them to be more interactive,
promotes thinking, keeps learners thinking positively and improves learning
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outcomes. Further,problem-based learningcan ensure thatlearners think deeply
whenever it is used.
Results from the confidence subscale showedthat respondents were in general
confident about their willingness, learning through blended learningenvironments
and intellectual abilities. Respondents were interested in trying new approaches in
their learning. They were also confident in discussing problems in both university
lecturesand online discussion forums. All these high percentages of confidence
resulted in more confidence with the respondents‟ intellectual abilities, especially
when they learn through these environments.
Finally, regarding the preferred learning style, the undergraduate students
generally liked both individual and collective learning styles. Both subscales scored
a similar value, at 3.71 for individual learning style and 3.70 for collective learning
style. However, respondents reported they preferred to learn in small groups to think
critically, rather than learning alone. In contrast, to do assignments and remember
things better, they favoured working or studying independently, instead of studying
with others.
4.2.2 Questionnaire results from participants in the project.
Participants who voluntarily agreed to participate in the project were also
given hard copies of the same questionnaire in the third week to be completed and
returned by the end of the day. The major aims of distributing these questionnaires to
the project participants were to explore closely their background knowledge and
computerskills, as well as identify the learning preferences of participants in blended
learningenvironments. This reconnaissance provided substantial information in
building an accurate plan, as action research, before conducting this project.
The total number of the questionnaires distributed was 68 questionnaires to
two classes (37 and 31 participants, respectively). All were returned and accepted for
analysis, with a response rate of 100 percent. Frequencies, means, percentages and
standard deviations were applied (see Appendix 15, p. 357). In the next pages,
results of these tests are presented according to the sequence of the questionnaire‟s
sections.
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4.2.2.1 Participants’ demographic information.
Participants were asked to provide personal details including: their majors;
ages; current university level; GPA; and online courses taken during their university
studies. All participants answered questions about demographic information.
Although „the participants‟ major‟ was written in the same questionnaire distributed
to undergraduate students in the Faculty of Education, no one answered this
question. This may be because this question was located at the top corner of the
questionnaire, and it was difficult to observe. The majority of participants were from
Social Science and Special Education departments, with a response rate of 35.3 and
30.9 percent, respectively. There were also some participants from Arabic language
(14.7%), English Language (10.3%) and Islamic Studies (8.8%) courses.
Nearly two thirds of participants (64.7%) were 22 years or less. Further, over
one third (35.3%) were in the age range 23 years old or above. This reflects their
university level. As mentioned in the methodology chapter regarding the subject
taught, it is expected that most participants in the current project would beat third or
fourth yearlevel. Most participants were in the final year with a response rate over 80
percent (82.4%). There were also almost 15 percent of participants (14.7%) in third
year, and only two participants (2.9%) in second year.
There was equal distribution between participants with a GPA between 2.5 to
3 and 3.5 or above, with 29.4 percent. Over one third of participants (33.8%) were in
group with from3 to 3.5 GPA. However, only 7.4% of participants had a GPA less
than 2.5. The majority of participants confirmed that this subject was the first online
subject using Blackboard, with a response rate almost 87 percent (86.8%). Only nine
participants (13.2%) reported that this subject was the second subject for them with
Blackboard LMS.
In summary, participants were from different disciplines. The majority of
students were from Social Science, Special Education and Arabic language classes.
Because the subject of the current project was designed to be taught in the third or
fourth university level, almost two thirds of participants were 22 years old, and the
rest were 23 years old. It was also confirmed thatmost participants were in fourth
university year, and only 14 percent were in the third level.The GPA of participants
in this project was between 2.5 to 3 andthe restof participants had more than 3. The
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participants reported that this subject wasthe first using Blackboard LMS. Only nine
participants stated that this subject was the second subject for them employing online
tools.
4.2.2.2 Participants’ background knowledge of computers.
In the second section of the questionnaire, six questions investigated the
participants‟ background knowledge of computers. All participants replied toall
questions of the background knowledge of computers section. The missing data in
the last two questions (51 missing responses) was because those participants reported
they hadnot attended any training programme. The availability of computers at the
participants‟ homes and the internet access are reported. Sixty-seven participants
(98.5%) had computers at home compared to only one participant (1.5%) who did
not have a computer. Almost all participants with computers at their home (94.1%)
had internet access except four participants.
Over one third of participants (33.8%) were in the range of six to seven years
experience of using computers. While about 38 percent of participants (38.2%) had
used computers for more than eight years, almost 28 percent were in the group of
five years or less. Although three quarters of participants (75%) reported that they
had not attended any training programme, one quarter of respondents (17
participants) had done at least one training programme. Also, two participants
(11.8%) had a diploma in ICT. However, almost 90 (88.2%) attended short course
programmes. The reason for attending these programmes is investigated.
Requirements of the future employer were the prevalent motivation for attending
ICT programmes, with a response rate 70.6 percent. Nearly 30 percent of
respondents (29.4%) referred to personal interests which encouraged them to attend
those training programmes.
In summary, participants in this project were some what experienced
regarding their background knowledge of computers. While only one participant did
not have a computer at his home, all other participants had computers, and internet
access was available for almost all of them. In addition, almost three quarters of the
total number of participants had used computers for more than six years, and about
28 percent had used computers for five years or less.In contrast, the majority of
participants were not systematically qualified with regard to ICT training
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programmes. Three quarters of them confirmed they had not attended any training
programme. However, one quarter of the participants had done short courses in ICT,
due to a future employer‟s requirements. Only two participants reported they had a
diploma programme in ICT because of personal interest.
4.2.2.3 Participants’ uses of and skills in computers.
Participants‟ uses of and skills in computers in daily life were investigated.
Their skilllevels were sought regarding some applications, such as computer
applications, email, using the internet for uploading and downloading files and
playing online games. Mean scores of participants‟ computer uses ranged from M=
4.22 to M= 2.08 (SD= 0.98 to SD= 1.17), with a total mean 3.42 (SD= 0.61). The
highest five means were for the computer applications: video sharing (M= 4.22, SD=
0.98); email (M= 4.01, SD= 1.19); personal spaces (M= 3.91, SD= 1.32); multimedia
(M= 3.87, SD= 1.09); and reading news (M= 3.82, SD= 1.23). This means the
average use of these applications by participants was five days a week and above
(„Often‟ and „Always‟), with a response rate of 82.3, 72.1, 70.6, 67.7 and 66.1
percent, respectively. Further, over two thirds of participants (67.6%) reported they
used computer applications (M= 2.93, SD= 1.01) and online games (M= 2.79, SD=
1.11) more than three or four days per week. However, about one third of
participants (32.4%) used computer applications and online games less than two days
a week.
Discussion forums (M= 2.76, SD= 1.39) and Wiki (M= 2.08, SD= 1.17) had
the lowest two means in the response rate. While almost 60 percent of participants
(58.9%) frequently used discussion forums three days or more per week, over 40
percent (41.2%) reported that they used these forums less than two days a week
(„Rarely‟ and „Never‟). Almost 40 percent of the participants (39.7%) responded that
they did not use Wiki at all, even though about one third of them (38.2%) used Wiki
three days or more during the week.
Participants‟ skills in some ICT applications were generally average, with the
over all mean for all activities at 3.05 (SD= 0.73). The highest mean scores were for
using the internet (M= 4.26, SD= 0.94) and playing online games (M= 3.63, SD=
1.15). These results may reflect their frequent use during the week. Over 80 and 50
percent of participants reported that their skills were „Good‟ and „Very good‟ in
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using the internet for searching, uploading, downloading files, sending and receiving
emails (80.8%), and also for playing online games (57.4%).Additionally, almost half
(48.6%) of participants indicatedthey were good at posting messages in several
forums, with a mean score 3.21 (SD= 1.46), although about 38 percent (38.3%)
reported they had „Weak‟ or „Very weak‟ skills. Also, creating multimedia
presentations was ranked as the fourth application (M= 3.04, SD= 1.13) with an
„Average‟ perceived skill for over one quarter of the participants (27.9%); the rest
reported either „Good‟ (38.2%) or „Weak‟ levels of skill (33.8%).The lowest two
mean scores were for designing participant‟s website/home page (M= 2.18, SD=
1.25) and using Blackboard LMS (M= 1.91, SD= 0.97). Whereas over two thirds of
the participants (69.2%) indicated that their skills were „Weak‟ or „Very weak‟ in
designing websites, only 14 percent were „Good‟. Only eight percent of the
participants were „Good‟ in using Blackboard LMS, compared with 75 percentwho
were „Very weak‟ in this regard.
In summary, there were high uses (five days or more a week) for some
applications: video sharing, email, personal spaces, multimedia, and reading news.
Although there were about 40 percent of participants with use of less than two days a
week for discussion forums, over one third used this application for more than five
days per week. However, using Wikis was the lowest mean score in the subscale.
The participants‟ skills, additionally, were „Good‟ and „Very good‟ with regard to
using the internet, playing online games, and posting messages in forums. However,
their perceived skills were „Weak‟ and „Very weak‟ for designing websites and using
Blackboard LMS, in general.
4.2.2.4 Participants’ learning preferences in blended learning environments.
The participants‟ learning preferences in blended learningenvironments
andproblem-based learningwere investigated. Their attitudes are demonstrates in
Table 4.7.
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Table 4.7
Participants’ Attitudes Towards BL Environments (Frequency and Percentage)
Rank
1

2
3
4

5
6

7
8
9

Statement
I like learning through online
learning environment because it
assists me to develop reflective
thinking
I like PBL approach
Materials provided by the
teachers on Blackboard are useful
I would like to learn in mix of
face-to-face classes and online
techniques
Blackboard LMS is an effective
learning tool
I would spend more time finding
out more about interesting topics
discussed in online discussions
I like using Blackboard LMS
I like the roles played by my
peers on the Blackboard tools
I would like to learn in
completely online classes
Total

N

SA

A

NS

D

SD

Mean

Std.
Dev

68

27 (39.7%) 32
(47.1%)

8 (11.8%) 1 (1.5%)

0

4.25 0.72

68

28 (41.2%) 28
(41.2%)
26 (38.2%) 30
(44.1%)
26 (38.2%) 33
(48.5%)

10 (14.7%) 2 (2.9%)

0

4.21 0.80

12 (17.6%) 0

0

4.21 0.72

5 (7.4%)

4 (5.9%)

0

4.19 0.82

21 (30.9%) 26
(38.2%)
12 (17.6%) 35
(51.5%)

15 (22.1%) 6 (8.8%)

0

3.91 0.94

13 (19.1%) 8 (11.8%) 0

3.75 0.89

11 (16.4%) 22
(32.8%)
8 (11.8%) 21
(30.9%)
11 (16.4%) 24
(35.8%)

26 (38.8%) 6 (9.0%)

2 (3.0%)

3.51 0.98

36 (52.9%) 3 (4.4%)

0

3.50 0.76

68
68

68
68

67
68
67

20 (29.9%) 8 (11.9%) 4 (6.0%)

3.45 1.09
3.88 0.49

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

Results confirmed that participants possessed high positive attitudes
towardsproblem-based learning, as well as blended learning environments, with a
total mean score at 3.88 (SD= 0.49). The majority of participants chose„Agree‟ and
„Strongly agree‟forthe first four statements, with mean scores ranging from 4.25 to
4.19. Their perceptions towards developing their reflective thinking through online
learning environment, likingproblem-based learning, materials provided by the
teacher on Blackboard, and desiring to learn through blended learning environment
were positive, with a response rate exceeding 82 percent (86.8%, 82.4%, 82.3% and
86.7% respectively). Over two thirds of participants‟ attitudes (69.1%) were positive
towards the Blackboard LMS as an effective learning tool (M= 3.91, SD= 0.94), and
spending more time learningthrough online forums (M= 3.75, SD= 0.89). Less than
one quarter of participants (22.1% and 19.1%) reported that their attitudes were
neutral towards the same two statements, respectively.
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Although participants‟ skills were weak in using the Blackboard LMS,
almost half of the participants (49.2%) stated that they likedusing it (M= 3.51, SD=
0.98), and the attitudes of over one third (38.8%) were neutral. In addition, less than
half of the participants (42.7%) had positive attitudes towards the roles played by
their friends on the Blackboard LMS tools (M= 3.50, SD= 0.76), and almost 53
percent had neutral attitudes.Finally, participants‟ attitudes towards learning in
completely online classes were positive, with a mean score of 3.45 (SD= 1.09) and a
response rate of 52.2%. Over one quarter of participants (29.9%) were neutral
regarding the same statement. However, there were slight disagreements about
learning in totally online environments, representing about 18 percent of the total
number of participants.
Participants‟ beliefs towards the blended learning environment and problembased learning approach were explored. Results of this subscale are presented in
Table 4.8.
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Table 4.8
Participants’ Beliefs About BL Environments (Frequency and Percentage)
Rank
1

2
3

4
5

6
7
8

9

Statement
Using online learning
environments improves my
learning outcomes
Using online learning tools
promotes my thinking
Employing effective learning and
teaching approaches in online
environments encourages learners
to be active
I learn something from reading
someone else‟s post
I believe that online discussions
make me more interactive and
comfortable talking in class
I think deeply when PBL
approach is used
I believe that online learning tools
keep me thinking positively
If online learning tools are
integrated in the course, my grade
will be better than other
traditional courses
I develop my ideas as a result of
reading peers' posts
Total

N

SA

A

NS

D

SD

Mean

Std.
Dev

68

34 (50.0%) 26 (38.2%) 6 (8.8%)

2 (2.9%) 0

4.35

0.77

68

32 (47.1%) 27 (39.7%) 8 (11.8%) 1 (1.5%) 0

4.32

0.74

68

33 (48.5%) 22 (32.4%) 12 (17.6%) 1 (1.5%) 0

4.28

0.81

68

32 (47.1%) 22 (32.4%) 13 (19.1%) 0

1 (1.5%) 4.24

0.87

68

25 (36.8%) 34 (50.0%) 8 (11.8%) 1 (1.5%) 0

68

25 (36.8%) 28 (41.2%) 14 (20.6%) 0

68

20 (29.4%) 33 (48.5%) 14 (20.6%) 1 (1.5%) 0

4.06

0.75

68

25 (36.8%) 23 (33.8%) 17 (25.0%) 3 (4.4%) 0

4.03

0.90

68

24 (35.3%) 27 (39.7%) 13 (19.1%) 2 (2.9%) 2 (2.9%) 4.01

0.97

4.22

0.71

1 (1.5%) 4.12

0.84

4.18

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

The mean scores of the participants‟ responses generally tended
towards„Strongly agree‟ and „Agree‟ for all nine statements. The first five statement
mean scores were ranged narrowly from M= 4.35 to M= 4.22 (SD= 0.77 to SD=
0.71). Almost all participants believed that using online learning environments
improved their learning outcomes (88.2%, M= 4.35), promoted their thinking
(86.8%, M= 4.32) and made them more interactive and comfortable talking in
university class (86.8%, M= 4.22). They agreed that they became active learners if
effective learning approaches were integrated with online environments (M= 4.28),
with a response rate of 80.9%. Over three quarters (79.5%) also learnt from their
peers and teacher‟s posts in the online tools (M= 4.24, SD= 0.87).
Over three quarters of participants reported a high percentage of agreement in
terms of developing deep thinking, positive thinking and their ideas throughproblembased learningand online learning environments. Seventy-eight percent confirmed

0.45
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that they think deeply whenproblem-based learningwas used (M= 4.12, SD= 0.84).
Online learning tools also kept them thinking positively (77.9%, M= 4.06, SD=
0.75), and developing their ideas (75%, M= 4.01, SD= 0.97).Compared with other
traditional courses, online learning tools can enhance learners‟ grades if they are
integrated. While one quarter of participants had neutral beliefs towards achieving
better grades through online learning tools, about 70 percent believed that their
scores were better than any other traditional courses, as a result of integrating online
learning tools (M= 4.03, SD= 0.90).
Participants‟ perceived confidence regarding their abilities towards problembased learning and blended learning environments was investigated and resultsare
shown in Table 4.9.
Table 4.9
Participants’ Confidence in BL Environments (Frequency and Percentage)
Rank
1

2

3

4
5
6
7

Statement
I will feel more confident with
my intellectual abilities if I
learn through online learning
environments
I am willing to try new
strategies and approaches in my
learning
I discuss problems confidently
in online discussions forum
79.4
I discuss problems confidently
in the class discussions 82
I enjoy using online learning
tools in my courses
I can share files with my peers
on Blackboard
I can share files with my
teachers on Blackboard
Total

N

SA

A

NS

67 26 (38.8%)

36
(53.7%)

5 (7.5%)

67 29 (43.3%)

26
(38.8%)

68 28 (41.2%)

67 21 (31.3%)
68 20 (29.4%)
67 9 (13.4%)
68 11 (16.2%)

D
0

SD
0

Mean

Std.
Dev

4.31

0.61

9 (13.4%) 2 (3.0%)

1 (1.5%) 4.19

0.89

26
(38.2%)

13 (19.1%) 1 (1.5%)

0

4.19

0.80

34
(50.7%)
27
(39.7%)
27
(40.3%)
23
(33.8%)

7 (10.4%) 5 (7.5%)

0

4.06

0.85

15 (22.1%) 6 (8.8%)

0

3.90

0.93

28 (41.8%) 3 (4.5%)

0

3.63

0.78

30 (44.1%) 4 (5.9%)

0

3.60

0.83

3.98

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

The participants were confident with their abilities regarding the learning
through problem-based learning approach and blended learning environment. The
mean scores for the participants‟ responses were ranged narrowly from M= 4.31 to
M= 3.60, with a total mean score of 3.98 (SD= 0.49). Almost all the participants
(92.5%) were confident with regard to their intellectual abilities when they

0.49
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learntthrough online learning environments (M= 4.31, SD= 0.61). The majority of
participants (82.1%) were willing to try new learning approaches in their learning
(M= 4.19, SD= 0.89), discussing problems confidently in online discussions forum
(79.4%, M= 4.19, SD= 0.80) and in class discussions (82%, M= 4.06, SD= 0.85).
Although less than one quarter of participants (22.1%) reported neutral
responses regarding their preferences in integrating online tools in their courses,
more than two thirds (69.1%) were confident in using these tools (M= 3.90, SD=
0.93). There were only six participants (8.8%) who disagreed with this
statement.Even though the lowest two statements in their mean scores were the
confidence in sharing files with peers (M= 3.63, SD= 0.78) and teachers (M= 3.60,
SD= 0.83) through Blackboard LMS, half of the participants reported they were
confident in sending and receiving files with both peers (53.7%) and teachers (50%).
In addition, less than half of responses (41.8% and 44.1%) were neutral, and a very
small number of participants (three and four participants respectively) disagreed with
these two statements.
Learning styles of participants in blended learning environmentswere
examined. Results of the individual learning style subscale are demonstrated in Table
4.10.
Table 4.10
Participants’ Learning Style (Individual) (Frequency and Percentage)
Rank
1
2

3
4
5
6

Statement
I enjoy working on an
assignment by myself
I prefer to study alone in order
to perform constructive roles in
online or face-to-face classes
I can think critically when I
learn alone
I remember many things better
when I study alone
Working alone assists me to
learn better
I favour to study by myself

N

SA

A

NS

D

4 (5.9%)

17 (25.0%) 5 (7.4%)

1 (1.5%) 3.79 0.94

67 10 (14.9%) 30
(44.8%)
68 8 (11.8%) 33
(48.5%)
68 19 (27.9%) 19
(27.9%)
68 5 (7.4%)
12
(17.6%)

20 (29.9%) 4 (6.0%)

3 (4.5%) 3.60 0.97

Total

0

Std.
Dev
4.19 0.80
Mean

68 25 (36.8%) 35
(51.5%)
68 16 (23.5%) 29
(42.6%)

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

4 (5.9%)

SD

16 (23.5%) 9 (13.2%) 2 (2.9%) 3.53 0.97
14 (20.6%) 10 (14.7%) 6 (8.8%) 3.51 1.29
24 (35.3%) 13 (19.1%) 14
(20.6%)

2.72 1.20
3.56 0.59

Chapter Four

Results

151

The statements‟ mean scores ranged from M= 4.19 to M= 2.72 (SD= 0.80 to
SD= 1.20), with a total mean score equal to 3.56 (SD= 0.59). The highest mean (M=
4.19) was for participants who preferred to work individually on their assignments,
with a response rate of nearly 90 percent of the participants (88.3%). Over two thirds
(66.1%) preferred to study alone to perform constructive roles in blended learning
environments (M= 3.79, SD= 0.94). However, one quarter of the participants
provided neutral responses tothis statement.
Regarding the participants‟ intellectual abilities, almost 60 percent (59.7%)
reported that learning alone encouraged them to think critically (M= 3.60, SD= 0.97)
and remember many things better (60.3%, M= 3.53, SD= 0.97), while about one
quarter of responses (29.9% and 23.5 respectively) were neutral. Additionally, over
half of the participants (55.8%) preferred to work independently to learn better (M=
3.51, SD= 1.29). However, nearly one quarter of respondents (23.5%) indicated that
they did not favour working alone and 20 percent also reported neutral answers.
Further, whereas almost 40 percent (39.7%) did not prefer to study by themselves as
a personal preference (M= 2.72, SD= 1.20), only one quarter of the total number of
participants agreed to this statement and over one third of responses (35.3%) were
neutral.
The collective learning style in blended learning environmentsis investigated
as shown in Table 4.11.
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Table 4.11
Participants’ Learning Style (Collective) (Frequency and Percentage)
Rank
1
2
3
4

5
6

Statement
I favour to learn in small
groups
Learning among groups
assists me to think critically
I learn best when I work with
others
I prefer to have constructive
meetings with my group
members
I prefer studying with group to
remember many things better
I prefer to work in
collaborative group projects
with others
Total

N
68
68
68
68

68
68

32
(47.1%)
28
(41.2%)
25
(36.8%)
20
(29.4%)

22 (32.4%) 11 (16.2%) 2 (2.9%)

Std.
Dev
1 (1.5%) 4.21 0.92

28 (41.2%) 8 (11.8%) 4 (5.9%)

0

4.18 0.86

32 (47.1%) 7 (10.3%) 4 (5.9%)

0

4.15 0.83

38 (55.9%) 8 (11.8%) 1 (1.5%)

1 (1.5%) 4.10 0.78

25
(36.8%)
23
(33.8%)

32 (47.1%) 5 (7.4%)

5 (7.4%)

1 (1.5%) 4.10 0.93

30 (44.1%) 12 (17.6%) 1 (1.5%)

2 (2.9%) 4.04 0.92

SA

A

NS

D

SD

Mean

4.13 0.59

(Strongly Agree= 5; Agree= 4; Not Sure= 3; Disagree= 2; and Strongly Disagree= 1).

The total mean for the collective learning style scored 4.13 (SD= 0.59); it was
higher than the individual learning style, shown previously in Table 4.10, which
scored 3.56 (SD= 0.59). Moreover, the mean scores of all statements were ranged
narrowly from M= 4.21 to M= 4.04. The majority of participants in the project
(79.5%) preferred to learn in small groups (M= 4.21, SD= 0.92) to think critically
(82.4%, M= 4.18, SD= 0.86).Further, with a response rate exceeding 83 percent,
participants agreed that they favoured studying and working with their group
members for optimal learning (83.9%, M= 4.15, SD= 0.83), to remember many
things better (83.9%, M= 4.10, SD= 0.93) and to have constructive meetings with
them (85.3%, M= 4.10, SD= 0.78). Less than 12 percent of participants (10.3%,
7.4% and 11.8%) partly agreed to these three statements, respectively.Although the
lowest statement in terms of its mean score was the working in „collaborative group
projects‟ with other students, over three quarters of the participants (77.9%)
preferred this type of learning (M= 4.04, SD= 0.92). About 17 percent reported
neutral responses (17.6%), with only three participants not favouring working in
collaborative group projects (4.4%).
In summary and similar to finding of undergraduate students in Education
Faculty, participants‟ attitudes in the current project were positive towards learning
in a blended environment andproblem-based learning. Over 86 percent reported
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positive attitudes towards their preferences to learn in a blended learning
environment to assist to develop their reflective thinking. They also favoured the
Blackboard LMS asan effective learning tool; also, the materials provided by the
teacher through this tool were preferred. Theproblem-based learningapproach was
preferred and scored a high mean score, which means that their attitudes were
positive. However, although the participants had positive attitudes towardslearning
in completely online classes, this statement had the lowest mean score (M= 3.45) in
the attitudes‟ subscale.
Online learning environments andproblem-based learningcan promote
participants‟ thinking deeply and positively, improve learning outcomes and
encourage them to be active learners. Most participants believed that using online
learning tools in their learning improved their learning outcomes, promoted their
thinking and made them more interactive in class. They believed that these tools kept
them thinking in a positive way, and that employing effective learning approaches
encouraged them to be active learners. They specifically reported that thinking
deeply resulted from usingproblem-based learning.
Almost all participants were confident regarding their cognitive abilities in
online learning environments and trying new learning approaches. Results indicated
that participants in the project felt more confident with regard to their intellectual
abilities whenever online learning environmentswere used. They also were confident
being taught with new learning approaches and discussing problems in online and
class discussions. In contrast, they were less confident in sharing files with their
peers and teachers on Blackboard LMS. This result may reflect their weak skills in
using Blackboard LMS.
It is obvious that participants in thisresearch preferred to work and learn
collectively, rather than individually. The majority of participants favoured learning
collectively, compared with only one quarter who preferred to learn individually.
They reported that learning in a group assisted them to think critically, remember
things better, play constructive roles, and to learn best in general. Despite these
results for the collective learning style, participants preferred to work alone on their
assignments rather than with group members.
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4.3 Document Results
In this section, three instruments are used to gather data from the volunteer
participants and the facilitator of the project, which are: three assessment tasks;
online discussion posts; and diary entries. In the next subsections, results from the
three assessment tasks and the online discussion posts are analysed quantitatively
and then qualitatively. Additionally, results from diary entries are only reported
qualitatively.
4.3.1 Three assessment tasks results.
Assessment tasks were gathered from each participant as a main data
resource in the research site to evaluate the level of participants‟ thinking through
theirwritten responses. Each participant was asked to complete three different
individual tasks. The first task was implemented in the second week of the semester
to identify the base thinking level of participants before their involvement in the
intervention. The second assessment task was distributed in the ninth week, while
the final one was distributed in the seventeenth week. The rationale of these tasks
was to explore the progress of the quality of the students‟ thinking level, based on
the SOLOmodel (Biggs, 1982). These tasks were distributed to participants at three
times: before, during and at the end of engaging in the project. These tasks consisted
of some current controversial problems in the Saudi context, and were presented as
real life problems. The quantitative results are presented in the next subsection,
followed by deep investigation of the qualitative findings.
4.3.1.1 The quantitative analysis of assessment tasks.
All participants had a hard and soft copy of each task and were requested to
respond to these tasks. Sixty-eight participants were asked to respond to the three
different vital problems in the Saudi context (see Chapter Three, p. 111 for more
information about developing, validating and assessing these tasks). Two-hundredand-four tasks were given to the participants throughout the semester. One-hundredand-ninety-seven tasks (96.57%) were returned in week following week the
distribution of each task (see Table 4.12).
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Table 4.12
Summary of Assessment Tasks Distributed
Week
st

1 Assessment Task
2nd Assessment Task
3rd Assessment Task
Total

2
9
17

N
68
64
65
197

Missing Percentage
0
4
3
7

100%
94.12%
95.59%
96.57%

Only seven tasks (3.43%) were missing from the total number. All returned
tasks were completely accepted and analysed by the researcher and one of the
teachers in the Education Faculty at King Faisal University. The assessors reached
the same results for many answers. However, several meetings were undertaken with
the teacher who assessed the tasks to discuss a few differences between the results of
those tasks, until we eventually reached the same decisions.Descriptive statistics
were undertaken and presented, as shown inTable 4.13.
Table 4.13
Descriptive Statistics for the Assessment Tasks at Three Times
Time period
1 Assessment Task in week2
2nd Assessment Task in week9
3rd Assessment Task in week17
st

N
61
61
61

Mean*
2.41
3.03
3.43

Std. Dev
0.84
0.73
0.53

* The mean based on SOLO Taxonomy codes ranged from 5 to 1.

The total number of accepted responses for analysis by SPSS was61
participants. Seven participants were excluded and considered as missing data
because they did not send their responsesto either the second or third task. The
lowest mean was for the first assessment task (M= 2.41, SD= 0.84), and the highest
mean was for the third assessment task (M= 3.43, SD= 0.53).
A one-way repeated measure ANOVA was conducted to compare
(statistically) scores of the tasks at three different times: Time1 (the first assessment
task in week two);Time2 (the second assessment task in week nine); and Time3 (the
third assessment task in week17). The repeated measures ANOVA is usually used to
compare three or more group means when the participants are the same in each
group over multiple times, to investigate the changes to an intervention (Pallant,
2011). To identify the change in students‟ higher-order thinking over the period,
multivariate tests were conducted, and the results are presented in Table 4.14.
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Table 4.14
Wilks’ Lambda Test for the Three Assessment Tasks

Effect
Assessment
tasks

Wilks‟
Lambda

Hypothesis
Partial Eta
Value
F
df
Error df Sig. Squared
.382
47.698a 2.000
59.000 .000 .618

The value for Wilks‟ Lambda was.382, F (2, 59) = 47.70, p<.0005, which
means there was a statistically significant effect for the three assessment tasks across
the time. Moreover, the value of the effect size obtained from this result (partial
Etasquared) was 0.618. This value, according to Pallant (2011), suggests a very large
effect size.
According to the statistically significant results above, a pairwise
comparisons test (Table 4.15) compares each task‟s score to another, and indicates
whether the differences between them are significant.
Table 4.15
Pairwise Comparisons Indicating Differences

(I) Assessment (J) Assessment
Tasks
Tasks
1
2
3
2
1
3
3
1
2

Mean
Difference I-J
-.623*
-1.016*
.623*
-.393*
1.016*
.393*

Std.
Error
.108
.103
.108
.097
.103
.097

Sig.
.000
.000
.000
.000
.000
.000

95% Confidence Interval for
Difference
Lower Bound Upper Bound
-.888
-.358
-1.271
-.762
.358
.888
-.633
-.154
.762
1.271
.154
.633

The results in Table 4.15 show that differences between each assessment
task‟smeans,to another task, were statistically significant (<less than.01).
4.3.1.2 Summary of the quantitative analysis of tasks.
Descriptive statistics and one-way ANOVA tests were conducted on the data
gathered and accepted (N=61). Results of descriptive statistics showed an increase in
means from the first assessment task (M= 2.41) to the third one (M= 3.43). This
increase indicates an improvement in participants‟ scores on the three assessment
tasks over time (from week two until week 17). This improvement was confirmed by
the results of a one-way ANOVA test, which was conducted to compare the three
assessment tasks‟ scores over the intervention time. Results showed a statistically
significant difference (p<.0005) for the three assessment tasks over the intervention
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time in general, and also between each task‟s score to another, with a very large
effect size (Eta squared =.618).
4.3.1.3 The qualitative analysis of assessment tasks.
Although the results from the quantitative analyses show an improvement in
the participants‟ scores, a deeper investigation into the nature of the change was
warranted. The participants‟ responses in each assessment task were qualitatively
analysed and categorised at the appropriate level of SOLO taxonomy (see p. 27 and
p. 51 for more details). Table 4.16 shows the numbers and percentages of
participants‟ responses in each assessment task at each level of SOLO taxonomy.
Table 4.16
Qualitative Analyses of the Participants’ Responses in the Three Assessment Tasks
SOLO Levels
Pre-structural
Uni-structural
Multi-structural
Relational
Extended abstract

Task 1*
8 (11.8%)
33 (48.5%)
17 (25.0%)
10 (14.7%)
0

Task 2
1 (1.6%)
13 (20.3%)
33 (51.6%)
17 (26.6%)
0

Task 3
0
2 (3.1%)
34 (52.3%)
29 (44.6%)
0

Total
9 (4.6%)
48 (24.4%)
84 (42.6%)
56 (28.4%)
0

* The numbers and percentages of participants in each SOLO level.

In the first task, nearly half of the responses performed at the uni-structural
level (33 participants), followed by one quarter of responses at the multi-structural
level (17 participants), and only ten participants who performance at the relational
level. Eight participants provided irrelevant information, which means they had no,
or

underdeveloped

understanding

of

the

task

(that

isthe

pre-structural

level).Subsequently, over half of the responses on the second task distributed in the
middle of the semester,shift from the uni-structural to the multi-structural level
(51.6%). The number of responses at the relational level increased to 17 responses,
rather than ten responses in the first task. Nevertheless, while 13 responses remained
at the uni-structural level, only one participant continued at the pre-structural
level.Responses to the third task distributed in the final week of the semester
generally shifted to the multi-structural and relational levels. Over half of the
responses were at the multi-structural level (52.3%), and about 44 percent of
responses were at the relational level. Performance of two participants was still at the
uni-structural level. In contrast, there were no responses recorded at the extended
abstract level across the tasks, although there were some verbs indicating a high level
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of thinking, according to SOLO model. The participants responded to the tasks with
responses reaching the relational level; unfortunately, they did not generalise their
knowledge to new domains. Consequently, those responses were evaluated as
responses at the relational level, rather than extended abstract level.
Three recent and controversial issues in the Saudi context were appropriately
designed and presented to participants throughout the semester. Biggs‟ (2003)
criteria were followed and then used to build these tasks. The first task was about the
„Turkish serials‟, as a social challenge for most Saudi families (see p. 110 for more
details). The question was „list three main objectives of the Turkish serials and
discuss whether or not these serials have impact on Saudi society. Then, present
some solutions to restrict or encourage these serials‟. The second task discussed the
methods followed by some traders in agricultural towns to earn the most amount of
money from poor or middle-income people. This task titled „how to Win the Whole
Cake?!‟ The third and final task was about „the internet addiction‟particularly
associated with many girls within the conservative society of Saudi Arabia.
All responses collected from participants regarding these three tasks are
qualitatively analysed based on Biggs‟s rubric. Table 4.17 demonstrates: descriptions
of SOLO taxonomy levels; the indicator verbs used in the participants‟ responses;
the number of participants at each SOLO level; and examples of the participants‟
responses.

Table 4.17
The Most Common Higher-order thinking Skills Used in the Three Tasks’ Responses Based on SOLO Taxonomy and Some Examples
SOLO

Description

Levels

Indicator verbs*
N

recorded

Examples

Pre-

There was no evidence of any

No

9

I do not agree or am against the Turkish serials. I am for making rigorous criteria

structural

appropriate understanding of the

understanding

participants

and displaying the most appropriate one. However, satellite channels nowadays

(PS)

learning task.

Incompetent

display those serials without any restriction. Also, they widely show some

Irrelevant

inconvenient movies which are inconsistent with our traditions and customs. So,

information

from my point of view I hope for governmental unity that monitors the Turkish

Misses point

serials and sets criteria for displaying them in the Arab channels (N-M).

Uni-

One relevant aspect of the learning

Identify

48

The main aim of the Turkish serials is „moral invasion‟ for youth. Most girls and

structural

task was understood and focused.

Calculate

participants

boys have been learning from these serials many things, which are against our ethics

(US)

Define

and morals as a conservative country, such as kissing and hugging. Therefore, these

Paraphrase

serials waste the time of those youth, damage their morals and make them exercise

Recite

kinds of bad habits inside their family life. As a result, many family problems
emerged especially the emotional or marital problems. The only solution is to
increase the awareness for young people by their parents and families (P-S).

SOLO
Levels

Description

Indicator verbs*
N

recorded
Classify

Examples

Multi-

Several relevant aspects of the learning

84

There are many goals of Turkish serials from my perspective. Firstly, they distract

structural

task were independently understood and Combine

participants

people from doing their prayers in the mosques. Secondly, they are spreading the

(MS)

focused. However, there were no

Describe

corruption in the community. Finally, they destroy people‟s morals. Regarding the

integrated into the overall structure.

Report

impact of these serials on people, there are three main aspects. The first aspect is the

Illustrate

impact on marital relations. Some couples usually try to imitate what they see in the

Enumerate

TV which aremostly incompatible with our culture. Later, those couples loose the

List

love and the romance between each other. The second aspect is the impact on youth.

Apply method

These serials encourage youth to make illegal relationships with other ladies before
marriage. These relationships are prohibited by the Islamic religion. Also, some
people watch these serials during their work hours and others put actors‟ pictures in
their bedrooms instead of their children or husbands. The impact on children is the
third negative effect of these serials. The main guilt of this problem lies on the
parents in terms of the poor guidance. Most children spend time in watching TV
more than their study and their parents encourage them indirectly (A-R).

SOLO

Description

Levels

Relational Relevant aspects of the learning task
(R)

Indicator verbs*
N

recorded
Relate

were integrated into the overall structure. Analyse

Examples

56

Gaining money, damaging young people‟s morals and influencing the religious

participants

feeling of people in the society are major objectives from the Turkish serials. It is a

Compare

recent and controversial phenomenon that has plagued the Arab nation. The length

Contrast

of these serials reaches to more than 350 days (two hours each day) which really

Derive

wastes the time. Although they have an excellent drama, there is no doubt that these

Explain causes

serials are full of moral decadence, domestic violence and other negative aspects

Interpret

that must be eliminated in our society. Therefore, they encourage people to have

Apply theory

some unacceptable behaviour towards humanity such as treason, robbery and

Argue

murder. Consequently, poor security, lack of stability within the community and

integrate

increased domestic violence are linked to the redundancy of the Turkish serials.
Focus must be done on what is displayed in our channels so that we can maintain
the safety and security of the society in general. Although not all Turkish serials are
bad, they should be restricted and select the most appropriate one. On the other
hand, this may enhance Arabic drama and push it to progress instead of relying on
other cultures‟ products (A-M).

Extended

Aspects learnt and integrated of the

Criticise

abstract

learning task were generalised to new

Predict

(EA)

domain.

Reflect
Discuss
Assess

* Adopted from Biggs (2003, p. 48) and Brabrand & Dahl (2009, p. 539).

-
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It was clear that nine responses out of the total responses (4.6%) contained
irrelevant information, which indicated there was no evidence of any suitable
understanding of the tasks given (see the example shown). Also, some of these
responses missed the main points of the task and did not answerthe whole question.
The participants in this level wrote short answers, generally about the topic, without
picking up any aspect. Consequently, those responses (nine responses) were
evaluated as responses at pre-structural levels.
Regarding the second level of the SOLO taxonomy (uni-structural), nearly
one quarter of responses (24.4%) focused on only one relevant aspect of the task.
Some indicator verbs emerged in participants‟ responses, which were: identify,
calculate, define, paraphrase and recite. The participant in the example in Table 4.17
focused only on the moral values of youth and how they are affected by the Turkish
serials. He did not mention to any other aspects. Therefore, his response was
assessed as auni-structural response.
A large number of responses wereat the multi-structural level. Eighty-four
(42.6%) participants understood the task and focused on several aspects. However,
all their responses were independent and not integrated into the overall structure.
Many indicator verbs also appeared, such as classify, combine, describe, report,
illustrate, enumerate, list and apply method. For example, Ahmad listed three aims of
these serials and then discussed the phenomenon from three different aspects. He
classified and described the impact of these serials on martial relations, youth and
children. However, these three effectswere separately discussed without any
integration into acoherent whole.
Some participants integrated the relevant aspects of the tasks into a coherent
whole (56 responses, 28.4%). This integration indicated a meaningful and structured
response, as shown in the example in Table 4.17. Abdul critically analysed the
Turkish serials. He contrasted the quality of these serials and their negative effects,
which were moral decadence and domestic violence. Future consequences were
derived and linked as a result of watching them. Most importantly, the integration
between those aspects was expressed in Abdul‟s response. The participants generally
used some verbs that indicateda high level or capacity of thinking such as relate,
analyse, compare/contrast, derive, explain causes, interpret, integrate and argue.
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As mentioned earlier, although some participants did not progress in the
overall assessment on the second or third task compared with the first task, there
were serious attempts to expand their thinking and apply some higher-order thinking
skills to reach to the higher SOLO levels (relational and extended abstract). For
example, in the second task, five participants endeavoured to use high quality
thinking in their responses, and this was explored by some indicator verbs used from
the relational and extended abstract. Mohammed‟s response to the second task was
assessed as a relational response, which discussed two relevant aspects in his
strategic plan: building factories and residential homes. He provided much
information, and many reasons and causes. Then he concluded his response by
predicting that:
Consequently, it can be predicted that those people do not need to immigrate
to another city to find jobs and will therefore reduce the heavy capacity on big
cities. Moreover, it will decrease the traffic crowded in those villages because
their workplaces are near their homes and they can go by walking. A healthy
environment is eventually gained as a result of reducing the number of cars in
those villages, too (M-M).

Mohammed, in his response, attempted to move to the higher possible level.
However, he remained at the relational level even though he used some verbs that
indicate the higher level of SOLO taxonomy (extended abstract). The reason is that
two aspects of Mohammed‟s response were not generalised to a new domain. In
general, all these responses may indicate that the participants‟ thinking at the end of
the semester had obviously increased to higher levels than before.
Noteworthy, compared to the first task, is that participants‟ responses in the
second task were characterised as lengthy,with improved quality. However, in the
third task, the responses were shorter than before, but simultaneouslywere good
quality. This may indicate that the participants became focused on, and dealt with,
the idea professionally. They previously (in the first and second tasks) believed that
quantity would be more effective than quality in getting the higher score. Later, they
understood that quality is required as a key element to collect the higher score, as
well as improving their thinking skills. Conversely, there were many responses to the
final task that showed deep understanding and were still lengthy in their content.
Additionally, many participants in the third task introduced their responses
with a logical introduction and then discussed deeply the issue. They also concluded
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their responseswith a reasonable conclusion, which demonstrates a deep
understanding of the task‟s topic. All these were not found in responses to either the
first or the second tasks. For example, Mohammed in the third task introduced his
response as the following:
We become „one world, a small village, and one house‟. Words used to hear
from the media and satellite channels that invaded our homes and our
communities because of the diffusion of the internet. Today, the birth of new
communication devices such as BlackBerry, withsecure confidential
correspondence and fast use among people, has made new pressure… Here, I
will focus on the causes of addiction to these devices, especially if the device
is being used by girls, and how to address this addiction (M-B).

He then presented his opinion and discussion of the topic given. At the end of
his response, he concluded that:
In conclusion, we can say that smart phone use has been growing widely and
is impossible to be controlled by individuals. However, the only cure to
eliminate the bad habits in using these devices is activating the „social
responsibility‟ and educating the people in the community in order to increase
the awareness. As a result of this, people in the society will possess „selfawareness‟towardssafe ways of dealing with these modern technologies (MB).

Compared to Mohammed‟s previous works, he did not provide an
introduction or even a conclusion in his responses to task one and two. Instead, he
wrote his judgementdirectly without extra discussion at the beginning, which leads
the reader smoothly to the main points of the response. Subsequently, Mohammed
and other participants realised it was important to engage readers withtheir responses
to convince them. Concluding their responses with a short and rational conclusion is
an important end to show their thinking abilities in evaluating and summarising the
overall problem.
4.3.1.4 Summary of the qualitative analysis of tasks.
The qualitative results of the three assessment tasks confirmed the
quantitative results. The performance of half of the participants in the first task
improved from the uni-structural level to the multi-structural level in the second task.
By the end of the semester, over half of the participants performed at the multistructural level and the rest progressed to the relational level. However, there were
no responses assessed as extended abstract responses across the three tasks, although
there were some verbs used that indicated higher-order thinking in those responses.
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Because those responses were not generalised to new domains, they remained at the
relational level.
In the second and third tasks, more attention was given to the quality rather
than the quantity of responses, and this became the crucial factor in assessing
responses. At first, many participants concentrated on the length of their responses to
gain higher marks. However, they later realised that the length does not matter.
Instead, by providing a quality response they would achieve the higher level of
thinking and achieve higher scores. They began to write logical introductions and
conclusions in their responses, especially in the third task.
4.3.2 Online discussion posts.
Participants were encouraged to participate in the online learning
environment during the semester as a supplementary resource for the course. From
the first week, many emails were sent to all participants containing steps and
information for logging in to their Blackboard accounts. Due to the weakness of
participants‟ skills in using Blackboard LMS, a student guidefor using Blackboard
was sent to all personal and university emails of the participants from the beginning
of the semester. These illustrated emails encouraged and facilitated the process of
using this tool, as it was the first time for most participants of integratingthe online
environment into their course.
Many topics for discussion were posted in online discussion forums during
the semester (Table 4.18). Consequently, participants were asked to post at least two
posts per week by following the instructions and criteria in the student guide.
Table 4.18
Scheduleof the Issue Topics for Online Discussions
No

Week

The topic

Start date

Closure
date

1

5–6

Computer in Education

22/10/2011

16/11/2011

2

7–8

Internet in Education

03/12/2011

07/12/2011

3

11–12

Distance Learning

10/12/2011

14/12/2011

4

13–14

Online Learning

17/12/2011

28/12/2011

5

15–16

Online Learning Strategies

31/12/2011

11/01/2012
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In the current project, there were two cycles based on the actionresearch steps
of Kemmis‟s model (Kemmis & McTaggart, 1988). While the first cycle in the
project was from the second week to the tenth week of the semester, the second cycle
started from the eleventh week until the sixteenth week. Thus, participants‟ posts
were collected, counted and entered separately into SPSS software to examine the
differences between these two cycles and investigate whether the revised plan was
effective. In the next subsection, results of the quantitative data gathered are
presented, while the qualitative results are discussed in the followed subsection.
4.3.2.1 The quantitative analysis of online posts.
A paired-sample t-test, as one of the repeated measures, was used to evaluate
participants‟ contributions at two different times (Cycle 1 and Cycle 2). The total
number of participants‟ posts in the online learning environment increased from 81
posts in the first cycle to 347 posts by the end of the second cycle. Table 4.19 shows
the results of paired-sample t-test.
Table 4.19
Paired Samples Test for Online Post at Cycle 1 and Cycle 2

Pair
1

Paired Differences
95% Confidence
Interval of the
Std.
Std.
Difference
Deviatio
Error
Mean
n
Mean
Lower
Upper
Posts
in
Online -3.912 2.636
.320
-4.550
-3.274
Discussion
ForumCycle1 - Cycle2

t
12.238

Sig.
(2df tailed)
67 .000

A statistically significant difference between the two cycles, in terms of the
participants‟ posts in online learning environments, with a probability value at 0.000
(p<.0005).To determine which set of cycles was higher and had the greatest change,
Table 4.20 displays the means of the two cycles.
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Table 4.20
Paired Samples Statistics

Pair 1

Posts
in
discussion
Cycle 1
Posts
in
discussion
Cycle 2

N

Mean

Std. Deviation

Online
forums-

68

1.19

1.528

Online
forums-

68

5.10

3.546

It is clear that students‟ contributions in Cycle 2 were significantly higher
than their contributions in Cycle 1, and scored M= 5.10 (SD= 3.55), compared to
M= 1.19 (SD= 1.53), respectively. Effect size was also calculated to know the
magnitude of the intervention‟s effect in this semester. According to Pallant (2011),
Eta squared = t2 / t2 + (N-1) = 149.82 / 216.82 =.69, which means there was a large
effect size with a substantial difference in the participants‟ posts between the first
and the second cycle.
It can be concluded that there was a statistically significant increase in the
participants‟ posts from Cycle 1 (from week 2 to week 10) to Cycle 2 (from week 11
to week 16), with t (67) = -12.24 and p<.0005 (two-tailed). The mean increase was 3.91, with a 95 per cent confidence interval ranging from -4.55 to -3.27. The Eta
squared statistic (.69) indicated a large effect size.
4.3.2.2 Summary of quantitative analysis of online posts.
The participants‟ contributions

in online

learning environmentshad

significantly increased by the end of the second half of the semester. Results of
paired-sample t-test confirmed this change.There was a statistically significant
difference (p<.0005) between the first half and the second half of the semester
regarding the number of participants‟ posts. This significant difference was for the
second cycle with a large effect size (Eta squared =.69). This can be justified
because of increasing familiarity with using online tools among participants over
time. At the beginning of the semester, most participants‟ skills regarding online
learning tools were weak, as revealed in the questionnaire results, which led to
minimal participation.
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4.3.2.3 The qualitative analysis of online posts.
Participants posted lengthy messages through online discussion forums in
Blackboard LMS,as a response to the topics discussed. Each group in the class had
its own group discussion forum in the system, as well as the general discussion
forum including all participants. The total number of participants‟ posts throughout
the semester was 428 posts (81 posts in Cycle 1and 347 posts in Cycle 2). Most of
these posts were qualitatively assessed regarding the issue topics distributed
everytwo weeks. As many posts consisted of redundant information gathered by
participants from internet websites and other resources (and also due to a number of
these posts being social greetings and posts of appreciation to other participants,
rather than related academic discussions), selected extracts arequoted in this
subsection. Table 4.21 presents the posts numbers of each issue.
Table 4.21
Topics Discussed in Online Forums and the Number of Posts
No
1

Week
5–6

2

7–8

3

9–10

4

11–12

5

13–14

6

15–16

The topic
Computer in Education
Internet in Education
General discussions
Distance Learning
Online Learning
Online Learning Strategies
Total

N of posts
12 (2.80%)
45 (10.51%)
24 (5.61%)
88 (20.56%)
180 (42.06%)
79 (18.46%)
428 (100%)

The weak skills in using Blackboard and other technical difficulties led to a
general weakness in posting messages. The participants at the beginning of the
semester requested a special session to learn how to use and participate in online
discussions,due to theirweak skills in this regard. Additionally, there were some
difficulties in registering a few participants in the Blackboard system. Thus, there
was a lack of contributions in online discussion forums, which led to the small
number of posts (57 posts, 13.31%) within the first four weeks. These posts were
short or irrelevant. Topics sent and discussed in online environmentsin these weeks
were about the high resistance of many educators in using computers and activating
the internet during the lecture time. The participants‟ contributions generally
revealed that this environment was anuncommon learning place for most of them.
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Some posts repeated what wasdiscussed in the university class. Others posts hadthe
same content as group projects. The participants used the online forum to deliver
their projects to other group members, rather than participate in or add negotiable
posts to the topics under discussion. Further, some participants sent only links of
some websites that supported the topic discussions. However, they did not add any
logical comments with these links.
Many participants were surprised at using Blackboard tools and kept sending
words such as „test, good morning everybody and hello‟. Other participants were
relaying appreciation and encouragement posts such as „God bless you, good idea
and thank you brother‟to other peers when they read and agreed with their opinions.
Although all these posts were quantitatively counted and presented in Table 4.21,
they were not accepted as a valid post for those participants. It was obvious that
participants‟ concerns were more concentrated on how to collect high marks by
increasing their posts. Consequently, by the end of week eight, each participant who
was critically active in the online environment was given one mark more as a reward
for his contributions. This action clearly encouraged other participants to be
enthusiastic and more active in sharing their opinion and ideas with other peers.
General discussions with and reflection from the participants were done in
the middle of the semester (the ninth week). Due to mid-semester exams it was
decided these wouldbe conducted in the tenth week, and some discussions and
reflections were obtained from many participants in the lecture time and through
online discussion forums. The results of these discussions revealed the major reason
behind the weakness of participation in online environments. Almost all participants
reported that the lack of motivation and enthusiasm discouraged them from sending
or discussing topicselectronically. They were also worried about losing some marks
if they did not participate properly in online discussions. As a result of these barriers
and fears, insufficient contributions were found regarding online environment in the
first tenweeks.
The new change was announced again after mid-semester exams, as a second
cycle. Based on observations, diary entries and results of the participants‟ reflection,
several modifications were madeto the main action research plan. It was clear that
large numbers of participants had the capability and potential for participating in

Chapter Four

Results

170

Blackboard tools, and therefore this could be developed and enhanced. However, the
problem basically existed in students‟ reluctance to discuss in front of a large
number of students; a result of passive traditional learning in previous
years.Consequently, regarding the new criteria of evaluating participants in online
environments, participants were encouraged to direct more questions to the teacher
or other peers to provide more clarification, as well as discussing the validity of
other opinions. Additionally, it was announced that a competition would occur
between the groups, and additional marks would be given to the group that critically
built and improved its responses on the weekly topics. Also, extra marks were
offered for those who logically raised issues and added constructive comments in
online environments. The facilitator began to participate intensively in responding to
and asking the participants. Next, the active group or participants‟ names were
announced and written to all participants, as reinforcement in the following lecture.
All these changes began from the eleventh week of the semester.
Those modifications on the previous plan made a significant improvement to
the participants‟ online contributions, skills and characteristics. As shown in Table
4.21, over 80 posts (20.56%) were written in online discussion forums in the
eleventhand twelfthweeks, responding to the discussion topic (distance learning).
One third of the posts had been written in the online forum during the lecture time
and included some ideas, notes and references. The purpose of this was justified by
the participants and saying that „we would not miss important points which will help
the group members to develop our research project better‟ (Diary 11, p. 9, Line 400–
401). The real purpose was viewed as an effort togainextra marks. However, not all
posts were accepted. Those posts written during class time and some greetings,
appreciations, and other irrelevant posts were not counted as an acceptable post for
each participant. The reason for the rejection of these posts was that they did not
comply with criteria written in the subject and Blackboard LMS guides. All
participants were notified about reasons for this rejection to be aware of this and
evaluated fairly in next weeks. The participants‟ skills and characteristics observed
through online environments from the eleventhweek are presented inthe diary
entries‟ subsection (see p. 185).
Online posts were more detailed than before. The participants started to add
information to show their understanding and ability to discuss the topic deeply.

Chapter Four

Results

171

Ahmad, for example, posted only a link in his last participation, without any
description or debate aboutthe topic. In Week 12, he responded to the topic and
discussed two aspects and tried to link them logically. At the end of the post, he
derived the predictable consequences of the current distance learning situation in
Saudi Arabia. Ahmad‟s post was assessed at the relation level. He stated:
The real problem is that universities aim mainly to collect money from the
learners who want to continue their study life and do not care about the
learning outcomes. This clearly can be seen through the kind of disciplines of
these universities which are available to learners. All these disciplines are
theoretical rather than practical in order to benefit the work market …. All
these issues lead to weak and underdeveloped learning outcomes which
increase the unemployment in our community (A-J).

Another participant covered aspects of the benefits and drawbacks of distance
learning in Saudi Arabia. However, like his first and second individual tasks, the
aspects in most of his online contributions were not integrated into the whole
structure. Therefore, his online posts were evaluated at the multi-structural level.
One of his responsesin this week was:
There are many obstacles and disadvantages of distance learning. Some
suspect the effectiveness and credibility of its educational and academic
outcomes …. In addition, many learners in Saudi Arabia suffer from this kind
of learning because it is substantially based on autonomous learning ….It
interrupts and distracts learners from the social world, leading to a weakness
of social skills to deal with others, or isolation (A-R).

In general, there was a wide improvement during these weeks (Weeks 11 &
12) in using online discussion forums, compare to previous weeks in terms of the
number and the quality of posts. This may have resulted from thefacilitator‟s
encouragement and reinforcement. The external visitor who attended two classes
supported this assumption in his diary:
The reinforcement seemed [to have]a major role in continuing the debate in
[the] online environment between students for the entire week. It led to
discussion [of] broader and more comprehensive ideas (Visitor‟s Diary 2, p.
12, Line 550–551).

Further, the visitor provided more explanations of this improvement,
especially inregard to the Blackboard LMS tools:
Online discussion forum offered to students the freedom in time to add their
suggestions and debates without any restrictions. These debates were
described as a somewhat detailed, diverse and different in the ideas discussed
(Visitor‟s Diary 1, p. 10, Line 452–454).
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A significant increase occurred at the beginning of the third month in the
semester (Weeks 13 & 14). The number of posts was double the number of the
previous two weeks (180 posts, 42.06%). In fact, most of these posts were posted by
a limited number of participants. Those participants intended to promote other group
members by replying to and discussing with their peers to generate many debatable
ideas. In addition, they supported their peers and added relevant information to the
week‟s topic. For example, Khalid replied:
Hi everyone, and well done Mohammed . You mentioned avery important
point which did not come to our minds. Yes, that was truth, the government
paid billions in order to build and maintain the infrastructure of online
learning in Saudi Arabia. However, all these billions were limited to afford the
equipment and devices for universities and building online learning centres in
main cities…. What about the community role in this regard? Should people
demand universities enhance their capacity and make a big effort to serve
those who have special circumstances hindering them from being full time
students? Any ideas guys?(K-Q).

Posts in these two weeks were characterised as deep, wide and lengthy in
explaining ideas. Unlike any other week, many responses had much information and
details. As a result, many posts were assessed at either the multi-structural or
relational level. An example post stated:
The concept of online learning is a very recent concept in general and
especially in the Kingdom of Saudi Arabia….Two years ago, the Ministry of
Higher Education established the National Centre for e-learning and distance
education (NCED) in order to support the efforts of Saudi universities in this
type of learning. New centres have been created at most universities such as
King Saud University, King Fahd University of Petroleum and Minerals and
King Faisal University. These centres provide some students and faculty
members with basic courses and lectures on using the internet(F-N).

Here, Fahad tried to provide a brief background of the problem under
discussion. Then he listed, illustrated and describedseveral key reasons behind the
adoption of online learning in the Saudi higher education, as in the following
quotation:
There are important reasons to adopt online learning as a new type of learning
in our universities. The major reason is the increasing numbers of learners
who would continue their tertiary education but the capacity of universities
cannot receive these huge numbers of graduates. Secondly, it is a supplement
to regular education (traditional education)…. Additionally, online learning
fits those who have work and seek promotion in their jobs. It is also a great
opportunity for housewives to be educated and therefore take care of their
families….Online learning is a great solution for many learners who face
social, economic, political and physical difficulties….The lack of a sufficient
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number of faculty members, adequate classrooms, devices and other
technologies are further key reasons(F-N).

These skills are considered multi-structural according to the SOLO model.
After this post, Fahad moved to the next level (relational) when he began to
compare, analyse, explain the causes and interpret the obstacles of online
learning,and why this type of learning does not succeeded in Saudi higher education.
Thus, this response was evaluated at the relational level:
Online learning, like other learning methods, has obstacles hindering
universities to implement and adopt it. One of the core obstacles is that some
have doubts about the effectiveness and credibility of educational
achievements of this type of learning. Therefore, if we would like to adopt
such new methods, universities should improve their capacity for a high level
of academic quality (F-N).

Fahad later suggested some solutions, based on his analysis to the current
situation of online learning in Saudi Arabia:
….Policies must be clear and apparent for all learners and practitioners in the
higher education. Setting some incentives in the educational environment is
one of the best ways to encourage those who have abilities but not the
willingness to use online tools….To achieve the Saudi educational policy,
numerous training programmes activating online learning environments must
be accomplished to increase practitioners‟ interaction with online tools…(FN).

The spirit of group work (cooperation) was salient in these weeks. The
participants became supportive of other peers from both their group and other groups
by writing some references to others in the general discussion forum, to create new
relationships. They also started to seek friendly assistance from others by asking
some questions thatindicated the interdependence between participants. Mohammed
provided some references for his peers and then showed his willingness to assist
anyone who needed help:
I found and attached some useful articles about online learning that may give
you a clear picture to construct your projects. Anyone of the group‟s leaders
can contact me if he needs help. I am ready and glad to aid you brothers and
remember that we are in the same boat in the learning ocean (M-Sh).

The participants‟ motivation in posting more contributions during these
weeks could be because of the continuous encouragement and interesting topics
discussed. The continuous encouragement by the facilitator was possiblya factor. In
each week of the second cycle,starting in the eleventhweek, two or three participants
were rewarded by havingtheir names recorded in front of all participants and giving
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them one more mark. This may have reflected on the online participations and
increased them. One other important aspect of the participants‟ motivation was that
the topic discussed in Weeks 13 and 14 was about online learning environment. The
majority of participants expressed that „it was an interesting topic‟ (Diary 13, p. 13,
Line 610), as one of the most recent technologies in Saudi Arabia. The participants‟
motivation wasalso high because they found themselves experiencing the online
learning environment practically in this subject. This experience made them more
interactive in practicing these tools. They were enthusiastic to post and participation
increased.
Frustratingly, some technical difficulties contributedtodecreasingthe number
of posts in the final two weeks. A large number of participants, as well as the
facilitator, faced frequent difficulties accessing the Blackboard LMS. These
difficulties were mainly because of the largenumber (an approximate of 64,000) of
learners who engaged in the distance learning programmes at King Faisal University.
Those learners were frequently using Blackboard LMS,especially from Week 15,
which created much pressure on the whole system. Consequently,most participants
failed to enter and contribute to discussion topics in these weeks. Thus, the facilitator
had to communicate and correspond intensively with all participants via their
personal emails for the rest of the semester.
The last two weeks of the semester were full of activities for many
participants, due to preparing for finalsemester exams and responding to the third
assessment task. The final exams of some subjects in Education Faculty began in the
sixteenthweek. As a result, participants were distracted by these examinations.
Moreover, the third assessment task was distributed to all participants in the last
actual week (Week 16). Therefore, some participants gave more attention to this
task, rather than contributing in online discussion forums, because of the marks
accorded to this task. However, despite these circumstances, a number of online
posts fromnew participants were made. Although there were still a number of
irrelevant posts, other posts were characterised with similar features of Week 13 and
14 posts in terms of length and depth.
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4.3.2.4 Summary of qualitative analysis of online posts.
It appears that although there were some critical posts written by participants
in online discussion forums during the semester, many invalid responses were found
and excluded, according to the criteria written in both subject and Blackboard LMS
guides. At the start, almost all posts were either irrelevant (e.g., appreciations and
greeting posts) or repeated content of their weekly tasks. Mostly, participants used
the online tools as delivery tools, rather than to activate themselves for interaction.
Later, they started to post some links responding to the week‟s topic without any
more description of what those links contained. Consequently, the plan was revised
and announced to resolve this obstacletoattaining the subject goals.
Most valid posts emerged in the second cycle (from Week 11 to 16), because
of motivationand encouragement. Although there still were some irrelevant posts
during these weeks, other posts were qualitatively analysed and characterised as
detailed. In Weeks 13 and 16, posts were characterised asdeep, wide and lengthy.
The spirit of group working (collaboration)among students increased from the
thirteenth week. However, the last two weeks of the semester were affected by many
technical difficulties that occurreddue to external factors. Thus, personal emails were
continued the discussions and correspondence.
While the quantitative results of online discussion forums revealed the
familiarity of participants inusing online tools, the qualitative results unveiled the
improvement of participants‟ thinking over the intervention time. Qualitative
findings of online discussions posts confirmed the findings of the three assessment
tasks (see p. 163). Both findings indicated an improvement in participants‟ thinking
abilities over time, from surface to deep, and also from concrete to abstract, thinking.
More results about the participants‟ skills and behaviours observed through online
environment and face-to-face classes are demonstrated in the diary entries.
4.3.3 Diary entries.
Diary entries were the third data source of documents. Both the facilitator
and an external visitor completed diary entries during the semester (see Appendix
11, p. 350). Diary entries were used to provide confirmatory feedback for the
collected data from other sources. They were also used to gather detailed data about
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participants‟ behaviours, experiences and actions within both lecture times and the
online environment. Monitoring participants is an important step in qualitative action
research to ensure they are progressing with the learning process (Lewin, 1946).It
also enables the facilitator to reflect on and revise the first action plan and develop
the next plan (Kemmis & McTaggart, 2005). This data, gathered by diary entries,
support other findings, as well as assisting in answering the research
questions.Sixteen diary entries were written and analysed qualitatively. Results of
diary entries are divided and presented in the next two subsections, based on the
research two cycles.
4.3.3.1 The first cycle.
Eight diary entries were written during the first cycle, from the second week
to the tenth week of the semester. Results were classified to six dimensions which
are: attitudes and motivation; observed behaviours; participants‟ skills; participants‟
thinking; the social aspect; and difficulties.
Attitudes andmotivation
Since the second week and after describing the procedures of the learning
strategy used, many dispositions and reactions of participants indicated positive
attitudes towards the learning approach and methods. For example, Mohammed
stated „learning collectively with other peers and giving opportunities for
participation are better than the dull repetition method‟ (Diary 3, p. 1, Line 35–36).
Another participant confirmed Mohammad‟s statement and declared that „in this
subject, the class will be positive and effective. We will learn and discuss in a
friendly manner‟ (Diary 3, p. 1, Line 36–37). Almost all participants also were
willing to experience a new learning approach and combine many methods of
learning, such as face-to-face and online learning. Ahmad asserted:
In lectureswhich have interactions and competition among learners, it is hard
for the learner to absent or miss them. If he misses one class, he will feel upset
atmissing activities and experiences‟ (Diary 4, p. 2, Line 80–81).

Participants continued to participate actively with their colleagues until the
last minute of the lecture. They commented that „the lecture was active and
interesting which made us not feel the time‟ (Diary 5, p. 3, Line 129–130).
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Observed behaviours
Although the majority of participants were enthusiastic about experiencing
new learning approaches, their reactions and behaviours were less compatible with
this enthusiasm. For first five weeks, the lectures‟ atmosphere was generally quiet.
Facial gestures of the participants indicated astonishmentat many steps of their
learning. For example, after presenting the problem of the week, the majority of
participants kept silent and just waited to react to an action made by the facilitator. In
presentation week, all groups were hesitant to present their weekly projects in front
of their peers although all groups were well prepared and ready. Not one of the
groups made the first move, and all appeared anxious. These dispositions continued
until the seventh week, when some participants, who were group leaders in that
week, initiated presentation of their projects as the first group.
Participants’skills
Participants were confused in logging in and using the tools of the
Blackboard. Some expressed that „we have not used this software in our subjects; we
only use LMS to register for subjects at the beginning of each semester‟ (Diary 4, p.
2, Line 81). Not just the ICT skills of participants were weak, communication skills
were also weak. In the seventh and eighth weeks, some participants started asking
questions responding to other groups‟ presentations. However, all those questions
were asked in a lowered voice andbeing shy about talkingout in class. The facilitator
often repeated „please, raise your voice if possible to enable your friends to listen to
you‟ (Diary 6, p. 4, Line 169–170). There is no„eye contact‟ while presenting their
projects.
Participants’thinking
During the first weeks, participants were fully dependent on the facilitator‟s
directions and always sought assistance. They always request support from the
facilitator to obtain ideas and solutions quickly for any obstacle encountered. They
were asking shallow and sometimes inaccurate questions. For example, in the fifth
lecture, which was about activating computers in education, Ahmad asked the
facilitator,„Are computers important for university students?‟ (Diary 5, p. 3, Line
121) Most weekly group projects during the first six weeks were assessed at unistructural and multi-structural levels. When they were asked to clarify some points
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and ideas deeply, they mostly responded with short answers or said „hmmmm, sorry
but my friend did this part‟ (Diary 6, p. 4, Line 175–176). Later, especially in the
eighth week, leaders of the groups spoke and presented their projects without
looking at the papers in their hands. They discussed ideas perfectly and thought
along with the others.
Some indications of a slight increase in some participants‟ thinking were
observed from the seventh week. Eight participants took initiative and asked deep
questions. However, all those questions were directed to the facilitator, rather than
other peers.Ahmad, who was the participant asking shallow questions in the fifth
week, noted and asked:
Supporting internet-based education environments is not merely governmental
responsibility. It is actually a joint responsibility between the government,
universities and the community to do and support research to reveal the
effectiveness of this technology. The important question is how to persuade
faculty members, as powerful people in the society, to be involved in this big
role? (Diary 7, p. 5, Line 216–218)

The socialaspect
There was no real interaction between participants during lecture time until
the fifth week. The interaction gradually increased from the sixth week onward.
They interacted with other peers from different groups with regard to some issues
raised. They were discussing their projects confidently in front of participants and
they stated that „we have created many friendships with other peers in order to
benefit each other‟ (Diary 8, p. 6, Line 247).However, participants‟ reactions
towards peers‟ comments and questions were somewhat tough. They did not accept
criticism or interventions from other peers. They considered that offensive and
detracting from the quality of their projects. For example, when someone asked
Khalid a question about his group‟s project, he instantly raised his voice as an
expression of resentment to that question (Diary 8, p. 6, Line 260).
Difficulties
Two kinds of difficulties were encountered in the first weeks: pedagogical
and technical. Firstly, the pedagogical difficulties occurredasthe problem-based
learning was a new approach for all participants. Engagement therefore was slow.
The other difficulty arising in the first cycle was technical at three different levels:
the technical skill of participants; access participants‟ accounts in the Blackboard
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system; the interfaces of the Blackboard system. However, all pedagogical and
technical difficulties in the first cycle of the project were carefully overcome.
4.3.3.2 The second cycle.
The second cycle started from the Week 11 to 16, and eight diary entries
were written during these weeks. Six were written by the facilitator and two by an
external visitor. Results of these documents are shown as the same classifications of
the first cycle.
Attitudes andmotivation
Unlike the first cycle, participants were more motivated. After announcing
the new change, it appeared that the majority were willing to contribute practically
more than before. For instance, Fahad said „we will achieve the best levels which
will satisfy your ambition and reflect our academic levels and real mental abilities‟
(Diary 11, p. 9, Line 380–381). In the twelfth week, peers were clapping after each
critical comment. This led to an increase in participation containing new questions
and comments, even though some were simple and shallow. A number of groups
were the first to present their weekly projects. It was the first time they showed real
willingness and competition among groups. It shows the strength of interactions and
motivation within the group members and between other groups.
Observed behaviours
At the beginning of the second cycle, participants‟ observed behaviours were
nearly the same behaviours as the previous cycle. The participants still totally
accepted any ideas or information stated by the facilitator. They did not argue or
comment on the facilitator‟s speech and comments. However, by the fourteenth
week and onwards, some participants began to debate with many of their peers, and
surprisingly, the facilitator‟s comments. The number of these participants increased
in Weeks 15 and 16. The participants tried to imitate behaviours such as the debating
style of privileged speakers in the class during their presentations in a rational
manner.
Participants’ skills
New skills evidently emerged and were refined which arelistening skills, selfassessment, communication skills and leadership skills. According to the external
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visitor for the eleventh week, he observed the participants listening carefully to the
person who was talking or discussing the issue. He cited that „some students were
good listeners to other viewpoints characteristically and this indicated the evolution
of students‟ listening skills‟ (Visitor‟s Diary 1, p. 10, Line 440). In addition, after
each group‟s projectpresentation, participants assessed their project independently.
For example, members of one group quickly assessed their project by saying:
If we have added a paragraph about statistics of students in the countryside
and in the cities, it is better now. These numbers can show the magnitude of
the problem and also have a big role in planning to solve it. Because we
neglected this important point, we did not analyse the topic very well (Diary
12, p. 11, Line 493–495).

The third skill was communicationwhich developed rapidly from the
fourteenth week compared to the first cycle. Although the participants‟ comments
were concise in the Week 12, they became quite longer. The participants were
talking for long amounts of time. The participants started with an introduction to
their comments and gradually argued or supported their peers‟ ideas. In the fifteenth
and sixteenth weeks, most participants were acting like leaders. They were
searching, writing, discussing, directing his group members, directing questions and
encouraging others to do their best.
Participants’ thinking
Half of the participants began thinking and discussing loudly within the
group discussions. For example, in the problem regarding distance learning, two
participants from the same group blamed the government and claimed that the
government did not generate appropriate infrastructure in remote cities, which
hindered many people from continuing their higher education. This led to high
immigration to big cities. In return, other members refuted this viewpoint and started
to search the internetfor some statistics about the governmental role in building new
universities in several cities. The external visitor stated that:
Participants [were] involved in a brainstorming process that discussed actively
and reasonably problems from different dimensions. Each group had many
viewpoints with their evidence to support or decline other views.(Visitor‟s
Diary 1, p. 10, Line 434–436)

Participants‟ thinking shifted to become objective, organised and flexible. A
large number of participants were criticising the ideas of other groups‟
projects,rather than persons. They were clarifying the ideas and then asking critical
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questions based on those answers. These questions seemed to be more organised
than before in terms of introducing them rationally. In addition, most participants
became more flexible in accepting all ideas regardless of whether they agreed or
disagreed.
The thinking of participants was characterised as deep and critical. According
to the visitor‟s observations, some of the group members analysed other projects
critically. „Participants knew how to show their thinking abilities by their deep
discussions‟ (Visitor‟s Diary 2, p. 12, Line 546). Questions of clarification directed
to the facilitator were minimal compared to past weeks. It was stated that „although
there were only two shallow comments and few questions, a lot of learners
confidently responded to others with organised and profound responses‟ (Visitor‟s
Diary 2, p. 12, Line 546–547).
The social aspect
The

social

interaction

and

interdependency

between

participants

increasedconsiderably and expanded between groups. The participants became like
one family in terms of assisting and motivating each other to improve their thoughts.
Later, in the fifteenth and sixteenth weeks, there were some humorous comments
between groups. The power of this social interdependence led to increasedcomfort
and confidence among participants with their thoughts. Thus, they became actively
and influentially involved in the subject‟s activities to reach the group‟s goals.
Difficulties
The difficulties in this cycle were only limited to technical difficulties, which
occurred at the end of two weeks due to thepressure which placed on the system and
hindered almost all participants from gaining access to their Blackboard accounts.
This led to a weakness in the contributions of participants during these two weeks.
Thus, this was replaced by the students‟ emails that continued the discussions
between groups to avoid delays in finishing their projects.
4.3.3.3 Summary of diary entries.
Sixteen diary entries were written, divided into two cycles, according to the
research procedures. Two were written by an external visitor who attended two
lectures in the second cycle. Table 4.22 summarises the key findings.
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Table 4.22
Summary of the Findings Derived from Sixteen Diary Entries Throughout the Semester
The aspect
Attitudes and
Motivation

Behaviours

Skills

Thinking

Social

Difficulties

First Cycle
From Week 2–10
- Positive attitudes towards PBL and
BL.
- Participants were enthusiastic and
optimistic.

Second Cycle
From Week 11–16
- High motivation among participants
during activities and projects.

- No real behaviours reflect the
participants‟ attitudes and
motivation.
- Very small number of active
participants.
- Participants were quite, silent and
astonished.
- Panic at presenting projects.
- Weak skills in using Blackboard
LMS.
- Weak communication‟s skills.

- Most participants became more
active, bold speakers, confident and
supportive for others.

- Dependency in their thinking on the
facilitator.
- Shallow and sometimes inaccurate
questions.
- Weekly topic responses were
assessed at uni-structural and multistructural levels.
- They could not respond to the
facilitator‟s comments.
- Few attempts to share ideas with
other peers.
- Few attempts to ask deep questions
but they were directed to the
facilitator.
- Weak social interaction.
- Tough reactions towards peers‟
comments.
- Pedagogical.
- Technical.

- Possessed new skills which were
listening skills, self-assessment,
communication skills and
leadership skills.
- Independent.
- Participants thinking characterised
as objective, organised, flexible,
deep and critical.
- Almost all responses on weekly
topics were at multi-structural and
relational levels.

- High social interdependence and
interactions between participants
and with the facilitator.
- Technical.

4.4 Interviews
Focus group and one-on-one interviews were conducted by the end of the
semester with a number of participants. The aim of these semi-structured interviews was
to clarify, understand and explore other results from questionnaires, assessment tasks,
online discussion posts anddiary entries. It is important to uncover some issues raised
during the learning process. To increase the credibility and validity of the interview
results, an external colleague was invited to conduct the focus group interview with
participants who voluntarily accepted participation. Conversely, one-on-one interviews
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were conducted by the researcher after the semester‟s results, to avoid the bias which
might occur from the interviewee viewing points and gathering accurate responses. Both
interviews were conducted by the final week in the semester.
Interviewees in both focus group and one-on-one interviews were asked to
describe their experiences during this semester. Some results were also collected
from other instruments needing clarification and understanding, by asking the
interviewees about these issues. Thus, data gathered through focus group and oneon-one interviews were coded, analysed and combined into major themes (see
Appendix 12, p. 354 and Appendix 13, p. 364 for an example of the interview
database). Eight major themes were derived from both interviews, including several
sub-themes. Table 4.23 demonstrates the summary of the interviews‟ emergent
themes and sub-themes.
Table 4.23
Summary of the Interviews’ Themes and Sub-Themes
N

Major Theme

1

Advantages of PBL approach

2

Disadvantages of PBL approach

3

Advantages of BL Environment

4

Disadvantages of BL
Environment

5

Efficiency of PBL in improving
participants‟ higher-order
thinking
Effectiveness of BL in enhancing
higher-order thinking of
participants
Factors enhanced higher-order
thinking of participants through
PBL in BL

6

7

8

Roles played in supporting the
learning process PBL in BL

Sub-themes

Frequencies*

-

Expand learners‟ thinking
Learner-centred
Increase the engagement in the learning
Real life problems
Develop cooperative learning
New learning approach
Time and effort required
The dependency
Flexibility in time, place and sources
Individual differences among students
Asking questions confidently
Technical issues

(5–6)
(0–2)
(1–1)
(1–1)
(0–1)

-

Learning outcomes
Deep thinking
Multiple sources of information
Comprehensive method in the learning
Freedom and flexibility
Thinking and knowledge construction
Learning environment: Facilitator‟s role
Learning environment: Policy
Learning environment: Student‟s role
Social aspects
Teaching roles
Technical roles

(2–0)
(0–2)
(0–2)

* Frequencies of focus group‟s responses and one-on-one interviews‟ responses.

(3–0)
(0–2)
(1–0)
(2–4)
(2–0)
(0–1)
(1–6)

(0–3)
(0–2)
(0–1)
(5–9)
(2–2)
(1–2)
(2–2)
(5–9)
(1–1)
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Eight main themes emerged from both kinds of interviews, according to
interviewees‟ responses. Sub-themes were ordered as a descending order, according
to the frequencies of each response. These themes are: advantages and disadvantages
of problem-based learning; advantages and disadvantages of blended learning
environments; efficiency ofproblem-based learningin improving participants‟higherorder thinking; effectiveness of blended learning environments in enhancing higherorder thinking; factors enhancinghigher-order thinking throughproblem-based
learningin blended learning environments; and roles played in supporting the
learning process. Each theme has some sub-themes, according to the participants‟
responses. In the following pages, the themes and their sub-themes are presented and
supported by some significant quotations from interviewees‟ answers.Full quotations
are presented in Appendix 12 (p. 354).
4.4.1 Problem-based learning’s advantages.
Participants experienced learning throughproblem-based learningfor the first
time in their university studies. This experience engaged them in an active learning
environment. The participants‟ perceptions towards the pedagogical approach
emergingfrom the questionnaires were positive. Consequently, it is important to
investigate the reasons that led to these positive results. Many advantages were
revealed and expressed by interviewees as the motives behind their positive
perceptions.
Expanding learners‟ thinking was stated most frequently as a fundamental
advantage ofproblem-based learning. The majority of interviewees agreed
thatproblem-based learningbroadened their thinking and made them think deeply
aboutall aspects of a problem. This included analysing and explaining problems
deeply, rather than superficially. They would then logically address and solve them.
For example, one of the participants from the focus group confirmed that:
Increasing the ability of thinking and reaching positive results is one of the
advantages ofproblem-based learning. Also, enabling learners to analyse and
explain the outputs, and consequently, increasing self-confidence in their
thinking when they find suitable solutions to the problem. Moreover,problembased learningincreased the ability to logically face such problems in the
future instead of avoiding them. (Ayman, Int. 3, p. 1, Line 26–31)

Two participants in the same interview also commented to their friend:
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We beganlooking at the problem from all sides and the causes of that problem,
and not to look at it sympathetically. (Mohammed, Int. 1, p. 1, Line 17–18)

And:
PBL increased the fluency and way of thinking, instead of thinking
superficially. (Ali, Int. 2, p. 1, Line 21)

Other participants in the individual interviews supported this perspective and
emphasised thatproblem-based learningenabled students to use the higher possible
level of their thinking skills, which led to enhanced divergent thinking. Two
illustrative examples of those responses weregiven:
PBL makes the learner employ the skills of higher-order thinking in the
situations discussed, as well as improving the divergent thinking of students in
general. (Majed, Int. 10, p. 2, Line 60–61)

And:
Aproblem-based learningapproach allows all students to raise their ideas and
find suitable solutions to the problem. Through this kind of learning, the level
of learners‟ thinking will be developed in ways of problem solving and also
increasing the thinking skills in general. (Mohammed, Int. 12, p. 2, Line 70–
72)

Results from the three assessment tasks, which showed a significant
improvement in the participants‟ performance from uni-structural levels to either
multi-structural or relational levels, were justified by the flexibility of theproblembased learning approach, as one of its advantages. Several participants emphasised
the importance of the flexibility given to participants during their learning through
problem-based learning, which led to increased cognitive consciousness among
students and therefore their thinking abilities. Ayman and Mohammed argued that:
Giving the student a wide range of freedom to say his opinion, and thus he can
criticise himself and his own ideas before declaring these ideas. That improves
the quality of his ideas instead of sticking the student to skin deep levels of
learning…. So, they give a wide range to the students to express their opinions
and give them the chance to solve their own problems so that they can
increase their mental abilities. (Ayman, Int. 3, p. 1, Line 37–43)

And:
I can see thatproblem-based learningis the ideal way in the learning process,
as it gives the learner self-confidence and complete freedom. It also increases
the learners‟ skills of creative thinking. (Mohammed, Int. 11, p. 2, Line 65–
66)

Additionally, problem-based learningis characterised as a learner-centred
approach. This stimulated participants to be active and independent learners. Majed,
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for example, consideredproblem-based learningas a powerful approach because it is
learner-centred teaching, rather than teacher-centred, which leads to a successful life
for learners. He emphasised that:
Problem-based learning makes the learner the cornerstone in the educational
process, and encourages him to be an independent learner. Ultimately, the
learner definitely will succeed in his educational and academic life. (Majed,
Int. 10, p. 2, Line 99–101)

Ahmad had the same belief and expressed that the pedagogical approach used
in this project was non-traditional for all students. He commented:
The bright positive side of the problem-based learning approach is in avoiding
the traditional pattern in education, which is always teacher-centred, and
shifting to an attractive strategy, which is learner centred. (Ahmad, Int. 6, p. 2,
Line 92–96)

These comments explain the results from the questionnaire, which revealed a
high and positive attitude, belief and confidence towards new teaching and learning
approaches, such as problem-based learning. Further, results from interviews were
completely compatible with results from the questionnaire, which showed that over
three quarters of participants believed they thought deeply when aproblem-based
learningapproach was used.
In additional, participants unveiled another advantages of problem-based
learning.It played a major role in increasing the participants‟ engagement in the
learning process. According to the diary entries, participants became more
interactive with the teacher and other peers during class time and also in the online
discussions. In this regard, Youssef explained:
PBL is good at exchanging information and ideas among students and coming
out with new and useful results for the group that broadens their ideas;
consequently, these ideas increase their social relationships and their
communication within the group. (Youssef, Int. 15, p. 1, Line 12–14)

Mohammedalso

concluded

thatproblem-based

learningincreased

the

engagement among students and the teacher during their learning, as it gavestudents
opportunities to become senders and wise receivers with other peers. He stated:
The student has become a sender and a receiver. The student expresses his
opinion…. So, once the teacher lets the student talk and express his own
thoughts and perspectives, learning would be mutual between the teacher and
the student. (Mohammed, Int. 1, p. 1, Line 4–8)
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This confirms the results from the diary entries, which revealed a salient and
gradual increase in participants‟ engagement from the first weeks to the final week
of the semester. This engagement may be due to the freedom given to learners to
express their thoughts and opinions, especially in traditional educational
environments such as Saudi Arabia.Problem-based learningencourages learners to
participate without any restrictions and also to respond to other comments. As a
result, almost all students created new friendships, which made the learning
atmosphere friendlier.
Another advantage ofproblem-based learningwas that problems and issues
investigated during the semester through this approach were real life problems.These
kinds of problems selected made the learning meaningful. These issues were
contemporary onesencountered in Saudi society. Mohammed and Husain stated that:
One of the benefits of our practical life is that issues made and discussed by
the teacher were issues or problems we already live through and suffer from
and we do not often find solutions to them. However, we endeavoured and
created essential solutions to them. (Mohammed, Int. 1, p. 2, Line 81–83)

And:
This approach links the learner with the practical reality through putting
aproblem forward, from which the society suffers, so the solutions would be
more realistic. (Husain, Int. 7, p. 2, Line 86–87)

This result also appeared in some participants‟ responses to the assessment
tasks, especially in the second and third tasks. They reported that „these topics are
critical issues in our community and we all wish to provide practical solutions to
benefit our society‟. (Ahmad, Task 3).
Some participants raised another key positive aspect ofproblem-based
learningas an essential advantage. Developing cooperative learning was a significant
change in studentpersonalities. They became cooperative learners that assisted each
other in their group work when facingsignificantproblems which could notbe solved
by the student alone. This cooperation between the students made the learning
atmosphere active, especially in the second cycle, as presented in the facilitator diary
entries. For instance, Majed confirmed this vital point, which generally encouraged
learners to succeed. He commented that:
Honestly,problem-based learninghas developed the cooperative learning skills
among students through their learning. Therefore, it reduced and minimised
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mistakes and consequently increased the chances of success. (Majed, Int. 10,
p. 2, Line 104–106)

The previous advantages ofproblem-based learningwere justifications and
confirmation gathered about the positive and satisfactory results from the
questionnaire and assessment tasks. They also supported the results from diary
entries. However, due to some obstacles occurring during the project, regarding the
learning approach used, interviewees were asked to explain these difficulties. Results
of the main difficulties regarding the learning approach are presented in the next
subsection. The participants provided three main obstacles ofproblem-based
learning.
4.4.2 Problem-based learning’s disadvantages.
The main disadvantages, as the participants expressed, were new learning
approach, time and effort required and the dependency of students. It is clear that
traditional learning based on repetition and is teacher-centred, has been affecting
students in their learning. It has negative effects and preventsstudents from achieving
the many benefits of this project. Three participants agreed that the dominant
teaching approaches, which are mostly traditional, werea big challenge facing most
students. They used to be receivers rather than participators and senders in the
learning process. Shifting to this new approach and role was the biggest challenge
for most of them. Ayman explained that:
One of the disadvantages ofproblem-based learningis that it is a new approach
for the Saudi student, as he never studied a school subject using this approach
during his entire educational path…. Thus, they find it difficult to take part in
the conversation and interact with the teacher and other students. (Ayman, Int.
3, p. 3, Line 133–137)

Two other participants supported Ayman‟s perspective and said:
Not paying attention to the lecture content properly will not give students
opportunity to get benefit from it. So, this was maybe the reason why some
students preferred the traditional teaching methods which, they were
accustomed to for a long time. (Mohammed, Int. 1, p. 3, Line 120–122)

And:
The problem isin the students‟ educational progress, as he used to be a
receiver and not a speaker. They also used to memorise and recall information
instead of thinking about it. (Ali, Int. 2, p. 3, Line 126–127)
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This obstacle was observed and written in the diary entries of the facilitator
from the first weeks. It is obvious thatproblem-based learning, as a recent and new
approach for all participants, slightly affected the participants‟ performance and
engagementin the first weeks. This may the major reason for some participants not
performing better. Although the interviewees were asked to explain their own
experience with the problem-based learning approach, some mentioned the
greatefforts made by the facilitator in training students and preparing the tasks and
content of each week. Husain, for instance, revealed that:
One of the major disadvantages ofproblem-based learningfor the teacher is
that it needs effort to express the problem, in how to train the students in it and
how to attract their attention. (Husain, Int. 7, p. 3, Line 140–141)

Although Youssef‟s view agreed with Husain about the effort spent, he
mentioned the consequences of the facilitator‟s efforts, which are more important
outcomes than effort and time themselves. He reflected that:
Problem-based learningin blended learning environments takes time and effort
when preparing and teaching, but the practical benefit that students which will
get through learning this approach is much bigger than the time it takes in the
preparation and application. (Youssef, Int. 15, p. 3, Line 145–147)

Finally, the dependency between participants was one of the negative
consequences of learning in groups. Although the roles were divided between each
group member, some members mademore effort than others, especially in the weekly
topics. This was because they wanted to produce the best quality project in to
achieve the higher scores. Thus, they preferred to give the work to the more skilled
members. An illustrative example was given with the reaction made by the facilitator
to avoid such disadvantages:
Some students said that the groups have created „dependency‟among students
as the student depends on specific figures in the group to do the homework or
carry out the assignments given by the teacher. (Ayman, Int. 3, p. 3, Line 112–
116)

These

difficulties

were

expected,especially

in

traditional

learning

environments, such as the Saudi educational system. Also, some notes were written
about these obstacles fromthe third week in the project, according to some students‟
reactions. However, the facilitator endeavoured to avoid and solve every single
obstacle that happened during the learning process from the first week. Theproblembased learningapproachdid not motivate or hinder participants from reaching the best
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performance sought by the project‟s plan, but the blended learning environment
emerged as another essential factor that supported and hindered the participants
during their learning.
4.4.3 Blended learning’sadvantages.
Due to the positive results derived from the questionnaire regarding students‟
perceptions of the blended learning environment, the results from online discussion
posts, participants‟ experiences in blended learning were investigated. The
participants in both focus group and individual interviews raised some advantages of
the blended learning environment. They generally emphasised that blended learning
was a supportive environment for all learners in this subject. Three main sub-themes
were reported: flexibility in time; place and sources; individual differencesamong
students; and asking questions confidently.
The first and most frequent advantage was the flexibility of blended learning
environments in time, place and resources. This flexibility facilitated the learning
process and led to many valuable consequences and outcomes in terms of changing
the student‟s role to become more active. Youssef covered this in his comment:
The remarkable benefit of blended learning is the diversity in learning
methods instead of just depending on attending the university‟s classes…. It
ismethod allows the student to participate, exchange experience and acquire
new skills anywhere, anytime and also from a variety of sources. (Youssef,
Int. 15, p. 4-5, Line 204–210)

Ahmad confirmed Youssef‟s view and added the reason for blended learning
beinghelpful and supportive for students. He emphasised that obtaining the subject
content and information from different places facilitated their learning. He
commented:
It saved the students‟ effort, time and money as the majority of us come from
distant cities, but by learning through blended learning environment, it is
easier to get the information from home if we are not able to go to university.
(Ahmad, Int. 6, p. 4, Line 183–185)

Concerning the flexibility in time, some participants supported Youssef and
Ahmad‟s view. Keeping contact with the teacher and other students via online tools
attracted most students, particularly when they could exchange information and
ideas. Two illustrative examples were given:
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The student was in continuous contact with the teacher even outside
university. He discussed many issues and read about others whenever he was
free. (Mohammed, Int. 13, p. 4, Line 178–179)

And:
BL allowed students to participate at any time, as if we assumed that a student
got an idea which may help the teacher and other students he could log into
the online discussion forum and declare or express his thoughts or ideas.
(Sabri, Int. 5, p. 4, Line 166–168)

Additionally, not only the flexibility in time and place ensures blended
learning is attractive, but also the multiple sources of information arean essential
advantage for participants. One of the participants called it„Multi-source learning‟in
blended learning environment. Ayman expressed his ideas about this feature:
BL has played a noteworthy role in benefiting the students as it gives students
the variety of receiving information from any of the educational sources. It is
really a „Multi-source learning‟. (Ayman, Int. 3, p. 4, Line 172–174)

The second key advantage is that blended learning supportsan individuals‟
diversity among participants. While traditional learning does not usually distinguish
between students‟ abilities and skills, blended learning clearly showed the
participants‟ abilities and talents in their writing, thinking, speaking and also their
personal habits, such as writing poetry and singing. These were observed and
documented in the diary entries. Hence, the investigation about these talents and
skills in interviews revealed that using blended learning encouraged participants to
abandon the negative habits of students, especially those of the previous traditional
learning environment. For more elaboration, two comments were provided:
Blended learning showed the individual differences between students, which
become clear usually in the online learning environment (Blackboard LMS) as
the student tried to show his creativity through these tools. (Mohammed, Int.
1, p. 3-4, Line 153–157)

And:
It allowed the students a chance to learn how to deal with computers and it
also increased their skills in using computers and the internet. (Ayman, Int. 3,
p. 4, Line 160–161)

Further, results from the diary entries showed that participants were shy
about interacting and directing questions to their peers or teacher. Later, they became
more interactive and also confident to ask questions in both university classes and
online tools. This change was investigated in the interview phase. Results indicated
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that the blended learning environment broke the shyness barrier in students.
Abdulaziz said that:
There are some students who find it is difficult to ask the teacher face-to-face.
To this kind of student, education through an electronic site has solved the
problem, as they can ask the teacher with confidence and without any kind of
embarrassment. (Abdulaziz, Int. 8, p. 4, Line 189–192)

Conversely, participants were asked to provide obstacles theyencountered
during their learning in a blended learning environment. The results of this are
presented in the next subsection.
4.4.4 Blended learning’s disadvantages.
To cover and examine the whole situation regarding benefits, and also
disadvantages of blended learning environments, participants reported some barriers.
It is important to confirmthe results derived from diary entries regarding blended
learning difficulties. Although participants were excitedaboutlearning through the
blended learning environment,all agreed that technical issues were the only and most
frequent problem. They described this as a single disadvantage, which happened at
specific times, such as at the beginning and end of the semester. This issue was
raised in both focus group and individual interviews. Ayman (in the focus group)
stated:
There was a technical problem in the site and the students found difficulty
logging into it. That led to changing the educational path from the Blackboard
to our university emails and Hotmail.(Ayman, Int. 3, p. 5, Line 214–215)

This perception was supported by other members in the group interviews, as
well as the individual interviews, when Muslem and Abdulmenam commented that:
Sometimes I could not log on to the site because of the huge number of
students who used the site at the same time. So, I had to shut the university
site down and visit it later.(Muslem, Int. 14, p. 5, Line 219–220)

We faced difficulty when logging on to the site because of the weakness in
network signals. That affected our trials to log on to the Blackboard.(Abdulmenam,
Int. 9, p. 5, Line 224–225)
These results are similar to those found in diary entry findings. However, as
supported by the interviewees, the facilitator attempted to reduce the effects of this
problem and shifted the discussions to the participants‟ emails instead.
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4.4.5 The efficiency of problem-based learningin improving higher-order
thinking.
The positive results from the questionnaires showed that over three quarters
of participants believed they thought deeply when learning through theproblembased learningapproach. The majority also preferred to learn in groups to think
critically. Further, results from assessment tasks revealed a statistically significant
effect (p<.0005) for the three assessment tasks over the intervention time, which
meant there was an improvement in participants‟ thinking. Results from the diary
entries, moreover, reported that the thinking of participants was characterised as
deep and critical, especially at the middle and end of the second cycle. Consequently,
these positive results need to be supported by exploring participants‟ perceptions of
the opportunity to develop their higher-order thinking throughproblem-based
learning. This also will attempt to answer the third research question.
Participants were asked to describe their perceptions about the efficiency
ofproblem-based learningapproaches in facilitating their higher-order thinking. They
emphasised that this approach encouraged them to develop their thinking to the
higher possible limit. Results of this theme revealed three key sub-themes: learning
outcomes; deep thinking; and multiple sources of information.
Ayman mentioned learning outcomes as evidence of the improvement in
students‟ thinking. Results of written tasks and weekly topics showed a significant
improvement in the students‟ skills and thinking abilities. This was observed by all
students in the class, while the facilitator provided them withinstant feedback and
comments about their groups‟ projects. Ayman stated:
Yes, problem-based learning has a great role in upgrading students‟ thinking
levels and the proof is that there were participations by the students when they
introduced new thoughts or ideas of high thinking skills such as assessment,
analysis, interpretations, making comparisons, and explaining reasons. In the
individual tasks and weekly group tasks, the student showed his real
intellectual level. (Ayman, Int. 3, p. 5, Line 232–238)

Ayman confirmed that almost all students presented a high level of thinking
in their tasks, regardless of being confident or shy in the class activities. They finally
achieved appropriate outcomes in most written tasks. However, the teacher tried to
decrease this negative aspect and stimulated those participants to be more confident.
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Ali diagnosed the issue of silence and shyness in some students, and reviewed the
procedures implemented by the facilitator. He replied toAyman‟s comments that:
That silence was because of students‟ feeling shy. They felt shy to speak in
front of other students. The teacher managed to avoid this negative point and
made the students stand in front of other students to present their projects and
overcome the fear of shyness in front of others. (Ali, Int. 2, p. 5, Line 243–
246)

These learning outcomes characterised and indicated deep thinking. Some
participants deduced that students‟ thinking became deeper than their thinking in the
first weeks. This was due to learning throughproblem-based learning, as students
expressed. Ahmad and Abdulmenam, for instance, confirmed that withtheir
comments:
Problem-based learning develops thinking and assists students to reach to high
thinking levels. It changes students‟ thinking from shallow thinking to
complicated. It also assists students to use solutions characterised by
originality, development, and serves the issue discussed. (Ahmad, Int. 6, p. 5,
Line 250–252)

And:
At the beginning of the semester, the strategy of a large number of students
when solving a problem was shallow thinking without thinking deeply.
However, learning through problem-based learning helped students‟ thinking
levels to be developed and they have started thinking deeply on the problem or
issue of discussion. (Abdulmenam, Int. 9, p. 5–6, Line 257–260)

This movement from shallow to deep thinking refers to the capability of the
learning approach used. Its procedures and steps enhanced the students‟ abilities in
general and specifically their higher-order thinking. Abdulaziz addressed one of
these aspects, which contributed to improving students‟ thinking. He considered the
multiple

sources

of

information

as

a

crucial

aspect

ofproblem-based

learningapproach and stated that:
I can see thatproblem-based learningis one of the best methods that develop
the students‟ intellectual abilities as there is a kind of innovation in obtaining
information…. Variety in information sources helps to develop thinking skills
as the students‟ thinking is not focused on one source or field only, but it
varies to include classmates‟ discussions, internet, the teacher and
books.(Abdulaziz, Int. 8, p. 6, Line 267–273)

Youssef supported Abdulaziz‟s perspective regarding the role of the multiple
sources of information in improving students‟ higher-order thinking. He commented:
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The students‟ abilities to develop their thinking skills and solve problems were
increased as a result of the variety of information sources available for
students. (Youssef, Int. 15, p. 6, Line 276–277)

Generally, participants concentrated on the final outcomes of learning
throughproblem-based learningas evidence of the efficiency of this approach in
enhancing students‟ thinking. The learning outcomes became deeper compared to
outcomes of the same students in the first weeks. Some also mentioned the variety of
information sources thatfacilitated this increase and development in thinking.
Although most participants referred toproblem-based learningas the biggest driver
for the active learning process, which led to improvements in the students‟ higherorder thinking, some also discussed the role of blended learning environments in
supporting students‟ learning and enhancing their thinking.
4.4.6 Effectiveness of blended learning in enhancing higher-order thinking.
Questionnaire results revealed that the majority of student attitudes were
positive towards learning in online learning, as well as in face-to-face
classes,because it assisted them to develop reflective thinking, improved their
learning outcomes and promoted their thinking. Also, they believed that this
environment kept them thinking positively. Most students were confident with their
intellectual abilities when they learnt through online learning environments. Hence,
in-depth investigation was done with participants to describe their experience with
this environment and confirm whether blended learning environments participated in
the positive results of this study.
Results of the interviews revealed three key aspects supported the learning
process through blended learning, and resulted in facilitating the participants‟
thinking. These three aspects are: comprehensive methods in learning; freedom and
flexibility; and thinking and knowledge construction. Three participants agreed that
blended learning environments opened a huge gate of expertise in front of them,
which encouraged them to change the way they thought. Mohammed cited:
I have found myself in front of a range of different ideas, experiences, and
skills which I always wanted to practice freely and without any restrictions.
These options have participated in discovering the intellectual abilities and the
critical thinking in a clear way. (Mohammed, Int. 11, p. 6, Line 292–295)

Abdulaziz had a different perspective. He saw that blended learning gave him
an opportunity to develop his thinking skills by understanding the basis of correct
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thinking through theproblem-based learningapproach in university classes, then
applying what he learnt in the online learning tools. He commented:
No doubt there has been a remarkable development in my ability to think as I
have acquired the basic thinking skills from the lectures taught at university,
and thus have been applying them in setting the foundations and criteria that I
use when starting the thinking process on any issue discussed on the
Blackboard to reach a proper solution. (Abdulaziz, Int. 8, p. 6, Line 283–287)

Other participants attributed the development of their thinking level to the
freedom and flexibility of the blended learning environment. They felt there were no
restrictions to their abilities and skills in the blended learning environment. They
contributed some thoughts in the class discussions and kept contacting and
exchanging other ideas in their free time after the class. This gave them power to
express their arguments properly via online tools and produced a high quality of
thoughts and ideas. Mohammed stated:
There were a lot of ideas and discussions in the classroom and we supported
that through keeping learning within online environment. Learning from
Blackboard gave the students the freedom to discuss any idea. The student had
plenty of time to think of issues from all aspects. It also helped to overcome
the student‟s feeling of embarrassment. Therefore, you can notice that the
ideas on the Blackboard are deeper, more complicated and become clearer
than ideas in the classroom. (Mohammed, Int. 13, p. 6, Line 301–306)

In contrast, Youssef revealedan important point regarding the development of
the students‟ thinking in blended learning environment. He mentioned knowledge
and thinking construction as a result of learning through this environment. It seems a
logical conclusion for the two sub-themes presented above. He stated:
….Blended learningcontributedto changing my way of thinking from the
simple thinking to the deep and developed thinking. It made us as
professionals in constructing new expertise, knowledge and ultimately our
thinking. This is exactly what we have been seeking for long time from the
educational system. (Youssef, Int. 15, p. 7, Line 311–314)

In general, students realised that learning through a blended learning
environment takes the benefits of university classes and applies them to online tools.
As such, this process made them like experts, especially with their abilities and
skills, and resulted in independent learners who can construct knowledge and most
importantly higher-order thinking.
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4.4.7 Factors that enhance higher-order thinking.
Deep investigation was sought during interviews to explore factors that
participated in enhancing the students‟ higher-order thinking in the whole process of
learning in this study. This has provideda clear and broad picture for the researcher
and practitioners in higher education, who intend to use such new approaches in a
blended learning environment. Critical conversations and comments occurred during
the focus group interviews, which meant there was a noticeableresentment among
participants about the current situation in the educational system. Accordingly,
results were divided into four main sub-themes as major factors that can enhance
participants‟ thinking. These are:policy, facilitator‟s role, student‟s role and social
aspects.
Participants concentrated on preparing the learning environment in higher
educationas a fundamental factor. Although they had long discussions about the
facilitator‟s role as anessential factor of the learning environment, they referred to
the policy of the faculty, which can empower or disempower those enthusiastic
faculty members who are planning to use new learning approaches in their
subjects.Mohammed agreed that it must officially enable the university‟s educators
to build their own course content to integrate new approaches and activities that
improve students‟ thinking skills, and achieve educational policies. Itis also
necessary to employ new available technologies to support the learning process with
these new activities. He expressed that:
There should be flexibility when writing down the pedagogical regulations.
Teachers should be given the freedom to choose topics and issues. That will
help develop the students‟ thinking skills. In brief, teachers should be given
the competence to build, change and modify the content of the curriculum
(course). (Mohammed, Int. 1, p. 7, Line 329–332)

However, there were some fears aboutpolicy makers‟ decisions in this regard.
Ayman argued with his friends and was suspicious aboutwhether policy makers
understood the roles of the new approaches and how students would be assessed. He
argued:
But will policy makers allow application of this system? That is the system
that does not use marks as a decisive factor to punish the students who
participate, interact and think. As they do not have the knowledge of
effectiveness of this pedagogical approach, they prefer to keep on using the
traditional method of learning. (Ayman, Int. 3, p. 7, Line 322–325)
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While some students emphasised the importance of encouraging and giving
the opportunity to lecturers to change and modify their curriculum‟s content to
enhance students‟ thinking, others focused on making the university‟s facilities
available for all students and lecturers without any exceptions or restrictions. The
participants stressed the role of policy makers in modifying policies to integrate
digital technologies that contribute to enhancing students‟ thinking, either directly or
indirectly. Majed expressed that:
Making use of all university facilities for the sake of the student,as the
university was built for the student‟s service, and for providing an effective
educational message. The university should make those facilities and
technologies available that help the student and create a bigger possibility for
developing his thinking deeply and supporting it by all means, which develops
his creativity in the educational process. (Majed, Int. 10, p. 8, Line 383–387)

Participants spent a long time focusing on the roles of the facilitator as the
most important factor in an active learning environment, which resulted eventually in
motivating higher-order thinkingin students. They made rational steps that must be
followedby the facilitator, who would use new learning approaches such asproblembased learning. First of all, facilitators (or lecturers in the traditional learning) should
notify their students about the objectives of each subject at the beginning of the
semester and also inform them which criteria should be followed to achieve the
subjects‟ objectives. These objectives and criteria must lead to increases in students‟
abilities and skills with regard to their thinking. Many participants discussed this
point; three illustrative comments are given:
Informing the student of the subject content‟s goals which include developing
his thinking skills is a basic element to encourage the student to develop such
important skills. (Abdulaziz, Int. 8, p. 8, Line 398–399)

And:
The most important factor that can consolidate the students‟ mental skills is
the subject‟s teacher as he plays the biggest role in developing and assisting
students to acquire new skills. He can set the criteria that students should
follow to support their skills and performance. (Mohammed, Int. 11, p. 8, Line
404–407)

And:
Giving the student the most appropriate criteria that should be followed with
his students in the future if he become teachers. (Abdulrahman, Int. 4, p. 7,
Line 345–346)
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Secondly, facilitators should explain the strategy of assessment and
evaluation of students‟ efforts. This clarifies and opensthe way for students to satisfy
themselves, their teachers and eventually gain high scores in the subject. According
to the results from diary entries, participants gave more attention to collecting the
higher possible scores in this project, as well as any other subjects. This is illustrated
in these sample comments:
Creating a suitable atmosphere to useproblem-based learningin order to
overcome the feeling that students will be punished if they make mistakes and
teachers will deduct marks from the students. When the lecturer gives the
students the opportunity to participate without using a marks-deduction
strategy, students will be more motivated and creative. (Mohammed, Int. 1, p.
7, Line 338–342)

And:
The strongest factor from the perspective of students is motivating students
through giving them additional marks for those who employ their thinking
skills in their projects. (Mohammed, Int. 12, p. 8, Line 411–414)

One participant reported that meeting the training needs of students in both
learning approaches and technology tools is an essential step for successful learning
environments. Ahmad emphasised:
Good training for students is an important role of the teacher to develop
students‟ higher thinking skills. Training the students to learn through online
learning environments is considered an important factor in developing
students‟ higher thinking abilities. (Ahmad, Int. 6, p. 8, Line 392–394)

While some mentioned regulatory matters, many highlighted the actual
activities and tasks that must be given to students to develop their thinking. They
emphasised the role of the individual and group tasks in stimulating students to be
active and therefore increase the quality of their answers. Muslem stated:
Applying „group and individual projects‟ by students in the classroom as well
as giving attention tothe quality of task‟ content will motivate students‟ higher
thinking abilities. Widening students‟ research sources and not sticking to
only one source of information also enhances their thinking abilities.
(Muslem, Int. 14, p. 9, Line 419–423)

Another participant saw that picking up issues critical to their society is one
role of the facilitator. However, students should be given an opportunity to
participate in this step, which will assist in making them more active and creative:
Giving students the freedom to pick out issues that he is interested in and are
strongly connected to our social life because he will be creative in issues
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selected although we should not neglect the professor‟s role in selecting the
issues. (Ayman, Int. 3, p. 7, Line 349–353)

Asking more questions is another key role of facilitators. It motivates and
engages students in learning activities and then increasesthe required learning
outcomes of students. One illustrative example was given:
Asking many questions to students and answering questions through other
questions assists to develop students‟ thinking and also participates in
increasing students‟ concentration on the subject content. (Husain, Int. 7, p. 9,
Line 428–432)

The third key sub-theme that emerged and contributed to facilitating higherorder thinking is the student‟s role in the learning environment. Whenever students
become motivated and enthusiastic to learn in new environment, they will attain
many goals and benefits. One of these benefits relates to possessing and developing
the skills of higher-order thinking. Abdulaziz explained this role of students and
gave some positive expected results:
One of the most important factors to motivate student‟s higher-order thinking
is the student‟s desire and motivation towards learning through blended
learning environment. Students themselvescan encourage each other,
discuss,exchange ideas and explore things. These things will acquire skills that
may participate in distinguishing their tasks compared to other groups.
(Abdulaziz, Int. 8, p. 9, Line 437–448)

Ali confirmed Abdulaziz‟s perspective towards this point and stated:
The explanations that the majority of the students made in the first weeks were
just shallow explanations. On the other hand, explanations resulted from
participation, readiness, discussions, and dialogues with other friends created
an active atmosphere of critical thinking and will improve the students‟
intellectual (mental) thinking. So, the student‟s role is crucial to reach to this
high level of outcomes. (Ali, Int. 2, p. 8, Line 365–369)

The final factor that arose and enhanced higher-order thinking was the social
aspect. The social factor assisted all students to be accurate in their performances,
confident in discussions and to produce high quality ideas and thoughts. This result
was compatible with results from diary entries of the facilitator. Majed and
Mohammed‟s perspectives supported this by saying:
I believe that social interdependence has a major role for students to reach the
top level of thinking skills. It provided the appropriate atmosphere to the
students to make them produce high quality of ideas.This is because students
will think without any pressures such as getting low marks or being afraid of a
negative reaction from the teacher. So, you can find students discussing
confidently with a high level of meaningful dialogue. (Majed, Int. 10, p. 10,
Line 471–477)
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And:
The more new people the student knows, the more relationships with people
he has. Therefore, the students gain more self-confidence in conversations and
critical discussions. Consequently, the student‟s ability in thinking and
analysis will be increased. (Mohammed, Int. 1, p. 9, Line 462–464)

Youssef, in addition, explained how the social factor affected the students‟
performance in the blended learning environment. He mentioned the oral and written
communications in both face-to-face and online learning tools, which showed that
students‟ writings were very deep and confident, rather than their speech in the class
situations. Youssef cited:
I noticed that oral discussions were limited among students within the group
work in the classroom. However, in online discussions, students‟
participations and ideas were more effective, detailed and varied than in class.
These ideas contained a high level of terms which indicated deep
understanding, better than the oral discussions. It can be discovered that the
students already had a lot of information, but they could not express it orally
because of social impact. (Youssef, Int. 15, p. 10, Line 485–494)

To sum up, participants raised four key factors that enhanced higher-order
thinking throughproblem-based learningin a blended learning environment. These
factors were: policy, facilitator‟s role, student‟s role and social aspects. Regarding
the policy role, participants emphasised giving educators the flexibility to adjust their
own curriculum‟s content based on new approaches and activities that facilitate their
students‟ thinking. Also, they demanded policy makers in universities benefit from
every technology available and encourage students and educators to employ it in
their subjects to expand and support students‟ thinking. Facilitators should inform
their students ofthe subject‟s adjectives and criteria. Students must be notified ofthe
assessment strategy used to measure their works. Training is important for students
who engage in new approaches and environments, such as problem-based learning
and blended learning. Further, individual and group activities areessential to the
learning process.These must be selected carefully; and it would be beneficial if
students participated in choosing them with their teacher. The final role of the
facilitator was encouraging students to engage them in learning by directing more
questions.
The motivation and enthusiasm regarding the student‟s role,are principles for
successful students, which led them to accomplish their tasks with high quality
outcomes. The social aspect was the final factor that facilitated students‟ thinking. It
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made students perform precisely in their group and individual projects. They also
became confident in class and online discussions, which led to production of many
of deep and critical thoughts.
4.4.8 Roles played in supporting the learning process.
The final theme derived from the participants‟ interviews is that some roles
supported the learning process. They evaluated the overall experience in this project
and summarised two main roles: teaching roles and technical roles.Almost all
participants in both focus and individual interviews concentrated on the teaching
roles that supported problem-based learningin a blended learning environment.
These roles resulted in many constructive consequences according to their
comments. Many directions and instructions were given to motivate and enhance
students during learning withlogical freedom and high flexibility. Moreover, the
facilitator endeavoured to minimise the shyness of students, which hindered them to
actively engage inlearning activities. Ahmad and Ayman clearly described some of
these roles:
The effective and active engagement between the teacher and the student
inside the classroom and giving the student the chance to express his opinion
freely are key roles…. When the student is given this chance to learn, selfconfidence will be increased and that will encourage him to think practically
and academically. These roles develop the team work spirit, acquire leadership
and communication skills, and increase the attention of lower achieving
students. (Ahmad, Int. 16, p. 11, Line 528–538)

And:
There were some attempts by the teacher to overcome the students‟ shyness
and embarrassment through asking some students to stand in front of their
peers to explain some points. This motivated and assisted them to overcome
the feeling of fear. For some students, this action wasconsidered as a starting
point to participate, talk to his friends and express his opinion to the teacher.
(Ayman, Int. 3, p. 10, Line 503–519)

Day by day, the participants changed some of their educational and personal
behaviours, such as accepting criticism from other students, as well as moving to be
independent learners. In addition, increasing participation and interaction among
students and encouraging them were vital roles. All these results were expressed by
some participants, who also supported the results from diary entries. The following
four comments are illustrative examples.
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Definitely, the teacher participations had a big role in supporting the learning
process in blended learning environments. For example, when the student
watches his teacher participate a lot through the electronic learning tools, this
will increase the student‟s enthusiasm to participate and interact in the
Blackboard and in the classroom. (Youssef, Int. 15, p. 11, Line 552–555)

And:
It makes the student ready to accept criticism from the teacher and students.
(Mohammed, Int. 1, p. 10, Line 497)

And:
It assists students actively to learn independently with just simple instructions
and directions. (Ali, Int. 2, p. 10, Line 500)

And:
Giving students varied chances to interact with one another inside the
classroom and in online environments through discussing an idea with others,
criticising, evaluating, and analysing it to achieve a high degree of scientific
benefit and true knowledge. (Abdulmenam, Int. 9, p. 11, Line 543–547)

Not justthe teaching roles were essential and supportive for the learning
process; the technical roles were also needed. As describe earlier this chapter and in
Chapter Three, this subject was the first subject taught using a blended learning
environment. Thus, some technical issues occurred as reported in the diary entries.
The participants in the interviews mentionedthe importance of some roles that
supported them in using online tools, especially with some difficulties faced at the
beginning and end of the semester. Mohammed and Husain emphasised:
The teacher pointed out to the students how to use the Blackboard and
provided all the support especially when there was a technical problem.
(Mohammed, Int. 1, p. 11, Line 559–560)

And:
The teacher provided a continuous support to all students to overcome
technical problems in the learning and educational process via these online
learning environment. (Husain, Int. 7, p. 11, Line 565–568)

In general, two kinds of supportive roles were needed to enhance the learning
process,which are:the teaching and technical roles. These roles led to many positive
and desirable outcomes, especially in new educational environments such as in Saudi
universities. The obvious roles of teaching are giving directions and instructions to
students to overcome any obstacles they may encounter. Flexibility was also required
to encourage students to perform better in the activities given, and therefore reduce
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the pressure of the learning process and shyness. The other role was technical.
Continuous technical support was available for each participant during the learning
from the first week, with some illustrative procedures distributed to all participants
to avoid any technical problems during their learning.

4.5 Conclusions
There was a general consistency with the results from questionnaires,
documents and interviews. The findingsconfirm positive perceptions towards the
learning approach (problem-based learning) and the blended learning environment in
enhancing students‟ higher-order thinking, learning outcomes and to become more
interactive. Respondents also reported that they preferred to learn in small groups to
think critically, rather than learning alone. This is supported by the quantitative and
qualitative findings of both assessment tasks and online discussion posts. There was
an increase in the mean of the written tasks from the first assessment task to the third
one, which means there was an improvement in participants‟ scores on the three
assessment tasks over the intervention time.There was also an increase in the
participants‟ contributions in online learning environments by the end of the
semester.
The qualitative results of the documents and interviewsconfirm the
quantitative results. Although there were no responses assessed as extended abstract
response according to the SOLO taxonomy, the performance of over half the
participants improved from the uni-structural to the multi-structural level by the end
of the semester. In addition, the rest progressed to the relational level when more
attention was given to the quality, rather than the quantity of responses. Regarding
the online discussion posts, and despite many technical difficulties, posts were
characterised as deep, wide and lengthy from the thirteenth week onward, rather than
the invalid posts at earlier stages. This result also suggests an improvement inthe
participants‟ thinking over the intervention time, from surface to deep, and also from
concrete to abstract thinking.
Further, the interview stage confirmed these positive results. The participants
justified these findings by stating that the advantages of problem-based learning and
blended learning environments encouraged them to perform better,in a critical way.
The learner-centred environments and the real life problems used in problem-based
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learningwere key elements in enhancing the learning outcomes. They expanded their
thinking and engaged them deeply in the learning process.The flexibility in time,
place and sources of blended learning environmentsenabled students to be senders
and receivers of information instead of being only receivers. Ultimately, they began
to construct knowledge andfreely participate in class and online,with critical and
deep contribution.
The participants further asserted several factors were significant in enhancing
their thinking. Policy, facilitators and students‟ roles were the key roles. Policy
makers can either empower or disempower enthusiastic instructors to use new
approaches in their classes to enhance the learning process.Facilitatorsparticularly
have a potential role that can increase students‟ cognitive abilities and skills through
setting clear rules for evaluating students‟ efforts; training student to use new
technologies and learning strategies; using effective practices and activities that
include real life problems; and overcoming any pedagogical and technical issues
encountered.Finally, the motivated and enthusiastic students learning in new
environments with new approaches can support social and academic aspects in other
students. This usually happens if they learn collaboratively in small groups like the
learning done through problem-based learning. Other technical and pedagogical
difficulties were presented and discussed.

4.6 Summary
All results of the data collected throughout one semester were presented in
this chapter in three main sections. Firstly, data from the questionnaires were
analysed and the descriptive results were interpreted. The second section presented
both quantitative and qualitative results from three assessment tasks, online
discussion posts, and diary entries of the facilitator. The final section reported the
interviews‟ results, which included the results of the data collected from focus group
and one-on-one interviews. In the next chapter, a summary and discussion of the
main results are demonstrated and discussed in three key sections. These sections are
perceptions of participants towards problem-based learning and blended learning,
participants‟ higher-order thinking and the efficacy of problem-based learning and
blended learning in facilitating higher-order thinking of participants. All these results
are linked, compared and contrasted to the existing Saudiand other literature.
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Chapter Five
Discussion

5.1 Introduction
In Chapter Four, results were presented in three main sections. Firstly, the
descriptive results of the questionnaires were presented. Then, the quantitative and
qualitative results from three assessment tasks, online discussion posts and diary
entries were reported in the second section. The third section reported the results
from interviews, which included the results of the data collected from focus groups
and one-on-one interviews. In this chapter, the results are analysed and discussed.
Further, results are compared and contrasted to the theories and the existing Saudi
literature.
The major aim of this research was to investigate the efficacy of problembased learning in facilitating participants‟ higher-order thinking through blended
learningenvironments in Saudi higher education. A further aim was to seek
participants‟ perceptions of opportunities to develop their thinking. Hence, results
obtained are categorised into three main sections according to the sequence of the
research procedures. The first sectionexamines participants‟perceptions ofproblembased learningand blended learning. The second section discusses participants‟
higher-order thinking. Thirdly, the efficacy ofproblem-based learningand blended
learning in facilitating higher-order thinking of participants is discussed. As well as
the relevant extantliterature, results of this research are compared with results of the
few local research studies, which mostly relate to medical education. The research
scopeis represented in Figure 5.1.

Chapter Five

Discussion

207

Figure 5.1.Framework for the research context.

The representation in Figure 5.1 provides an overview of the discussion that
follows, including the direction of the perceived effects between participants, policy
and policy making, as well asteacher facilitators.

5.2 Participants’ Perceptions of Problem-based learning and
Blended Learning
The majority of participants were in their third and fourth year of study.
Almost all reported they had not experienced any previous blended learning course.
Nevertheless, the results showed positive outcomes. Most demonstrated high levels
of familiarity and expertise regarding using technologies, despite the fact that more
than three quarters of them were not formally qualified in ICT programmes. In
addition, results revealed that participants‟ attitudes, beliefs, confidence and learning
styles were positive towards learning through problem-based learning and blended
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learning, and consequently their learning outcomes in general and their higher-order
thinking in particular (see Chapter Four, pp. 151–158).
5.2.1 Participants’ perceptions oflearning through problem-based learning.
In their responses to questionnaires and class based observation, participants
showed positive attitudes, beliefs and a high level of confidence concerning their
learning by problem-based learning approach. Generally, the results show that 68.2%
of participants favoured problem-based learning, 70.25% perceived that this
approach made them think more deeply and 80.9% encouraged them to be active
learners. They were also interested in trying new approaches (82.1%) and were
confident in discussing problems in both online (79.4%) and university classes
(82%). These results were supported by the participants‟ preferred learning styles to
learn collectively (79.5%) in small groups rather than alone to think critically
(82.4%), remember things better (83.9%) and play constructive roles (85.3%).
These findings were supported by the diary entries and interviews. They
showed positive perceptions towardsproblem-based learningover the course of one
semester. Although participants showed positive attitudes at the beginning of the
semester towards the new learning approach, there were no reactions that reflected
their attitudes and motivation. They mostly kept silent and quiet in the classroom.
However, in the second cycle, most participants became more active and confident.
They were bolder and openly supportive of others. In the interviews, participants
attributed this improvement to the implementation ofproblem-based learning. They
identified that it had the power to increase engagement, develop cooperative
learning, and create more learner-centred activities. Therefore, they engaged in more
meaningful learning, which ultimately expanded their thinking. For example,
Ayman, Mohammedand Majed stated:
Increasing the ability of thinking and reaching positive results is one of the
advantages ofproblem-based learning. Also, enabling learners to analyse and
explain the outputs, and consequently, increasing self-confidence in their
thinking when they find suitable solutions to the problem. Moreover,problembased learningincreased the ability to logicallyface such problems in the future
instead of avoiding them. (Ayman, Int. 3, p. 1, Line 26–31)

And:
I can see thatproblem-based learningis the ideal way in the learning process,
as it gives the learner self-confidence and complete freedom. It also increases
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the learners‟ skills of creative thinking. (Mohammed, Int. 11, p. 2, Line 65–
66)

And:
Problem-based learning makes the learner the cornerstone in the educational
process, and encourages him to be an independent learner. Ultimately, the
learner definitely will succeed in his educational and academic life. (Majed,
Int. 10, p. 2, Line 99–101)

They also mentioned that the lack of interaction in the first weeks could be
due to the unfamiliarity of aproblem-based learningapproach.They had not been
taughtby such an approach in their university studies.As Ayman noted:
One of the disadvantages ofproblem-based learningis that it is a new approach
for the Saudi student, as he never studied a school subject using this approach
during his entire educational path…. Thus, they find it difficult to take part in
the conversation and interact with the teacher and other students. (Ayman, Int.
3, p. 3, Line 133–137)

The major reason behind these gradual changes in the participants‟ actions
and motivation over time can be explained by what Russell (2009) and Barrows
(1993, 1996) describeas „ill-structured real world problems‟. In the context of
usingproblem-based learning, this means day-to-day events associated with the
learning process, which may be related to the infrastructure, including the
technologies and additional elements at home and in the wider community. The
principles and scenarios ofproblem-based learningencouraged the learners to engage
deeply in the learning process. Consequently, the social interactions between the
participants themselves and also with the facilitator increased during the period of
engagement. Engaging the participants in real life problems encouragedthem to
cooperate with each other, regardless of group. This process mainly involved the
development of new skills and expertise for the participants. The kinds of problems
discussed made the learning moremeaningful, as they were contemporary issues in
Saudi society. Observations made during interviews from Mohammed and Husain
highlight the vital role of the real life problems discussed:
One of the benefits of our practical life is that issues made and discussed by
the teacher were issues or problems we already live in and suffer from and we
do not often find solutions to them. However, we endeavoured and created
essential solutions to them. (Mohammed, Int. 1, p. 2, Line 81–83)

And:
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This approach links the learner with the practical reality through putting the
problem forward from which the society suffers, so the solutions would be
more realistic. (Husain, Int. 7, p. 2, Line 86–87)

Further support for this point came from many oral conversations and
observations. The participantscameto realise the importance of the problems selected
and wrote some comments on the assessment tasks and their online posts. One of
those comments was that „these topics are critical issues in our community and we
all wish to provide practical solutions to benefit our society‟ (Ahmad, Task 3). Thus,
the participants became responsible for their learning.Learning in general shifted to
be student-centred. Accordingly, the participants‟ perceptions towardsproblem-based
learningwere increasingly positive.
These findings are consistent with some studies reviewed in the context of
Saudi higher education (Alghasham, 2012; Alrukban, Khalil & Alzalabani, 2010;
Zawawi & Elzubeir, 2012). Alghasham (2012) found that active students inproblembased learningtended to discuss problems efficiently, shared knowledge with others
and assisted other peers. The participants also showed better communication skills
and active participation throughoutproblem-based learningsessions. Supporting the
present research and Alghasham‟s results, Alrukban et al., (2010) and Zawawi and
Elzubeir (2012) revealed that students‟ perceptions towardstheproblem-based
learningcurriculum of their institutions were positive in learning, academic selfperception and the general atmosphere. In contrast, students in the Faculty of
Medicine at King Fahad Medical City, Riyadh reported low satisfaction and passive
attitudes. Alkabbaa et al., (2012) stated that one reason for the results was the less
qualified teaching staff. Therefore, staffshould be trained to develop their sense of
responsibility. That way, they were expected to be more oriented towards
effectiveproblem-based learningimplementation.
The results of these studies, including the findings of this research, mirror
and support the theories and research in the international literature. Results of
participants‟ perceptions towardsproblem-based learningconfirm the assumptions of
constructivism: that puzzles or problems motivate learners and collaborative work
groups area key factor to develop knowledge (Derby & Williams, 2010; Savery &
Duffy, 1996). They can promote learners‟ thinking (Lave & Wenger, 1991).
Constructivist theory emphasises the importance of students engaging actively in
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activities and tasks (Savery & Duffy, 1996), which leads them to adapt new
knowledge with prior learning to construct meaning (Russell, 2009). The participants
also reported thatproblem-based learningactivities using real life problems
encouraged their learning. One of the key characteristics is that students became
obligated to and responsible for their learning. This means they should identify
current

knowledge

and

the

requiredinformation

to

understand

a

problemappropriately. In this case, students will decide whatkind of resources they
need, to collect the necessaryinformation. Hence, student-centred learning
approaches are an outcome ofproblem-based learning, confirming earlier research by
Barrows (1996).
Results also showed that participants‟ thinking and their social skills were
developed throughout the semester,as a result of the problem-based learning
approach. This outcome reflects the principles of constructivist theory, which
emphasises that building knowledge occurs best in a social and collaborative
environment (Barrows & Kelson, 1993; Brooks & Brooks, 1999; Savery & Duffy,
1996; Gupta, 2005; Sendag & Ferhan Odabasi, 2009; Taradi et al., 2005). In general,
participants‟ perceptions were consistent with those theories and studies existing in
the literature that link learning approaches, such asproblem-based learning, with
active and independent learners, critical thinkers and problem solvers (Alghasham,
2012; Ho, 2008; Lujan & DiCarlo, 2006; Tan, Baldwin, Beltran & Chernobilsky,
2004).
The evidence in the data supports these trends. The majority of participants in
the current study (79.5%) reported that to think critically (82.4%), they preferred to
learn collaboratively in small groups (M= 4.13), rather than learn alone (M= 3.56).
Consistent with other studies in the literature (Tan, 2009; Taradi et al., 2005;
Thadphoothon, 2005; Yuretich, 2003), this result was observed and confirmed by the
interview findings.Findings confirmed the main goals and principles ofproblembased learningtheory in building students‟ collaborative skills (Barrows & Kelson,
1993; Hmelo-Silver, 2004; Sendag & Ferhan Odabasi, 2009).
From the socio-cultural perspective, this result confirms Kagitcibasi‟s (1997)
theory regarding the classification of the individualist Western orientation, and Asian
society as collectivist (Berry et al., 1997; Smith & Bond, 1993; Triandis, 2001).
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Perhaps due to the collectivist orientation, participants became more active
participants in groups, as shown in the questionnaires, diary entries and interview
results. They were encouraged to concentrate their efforts as part of a group, instead
of acting alone (Littlewood, 1999). On the level of social relations, as supported in
the diary entries and the interview phase, the participants gave significant
consideration to interdependence, such as consultation, frequent guidance and
socialising (Triandis et al., 1988). Examples from a diary entry from the thirteenth
week revealed that regardless of the participants belonging to the same group or not,
they were assisting, guiding and motivating each other to improve thinking to cover
all aspects of aproblem. This corresponds with Biggs (1998), that teaching and
learning conceptions and strategies are different among cultures across the world.
problem-based learning became the most appropriate leaning approach in this study,
becauseits social constructivist nature (Brooks & Brooks, 1999; Savery & Duffy,
1996) met the participants‟ culturally based learning styles.
In Saudi Arabia, all social and cultural aspects of daily life are governed by
Islamic culture (Oyaid, 2009). The influence of Muslim religious beliefs appeared in
participants' behaviours, relationships and practices throught the implementation of
this research (Alaqeel, 2005; Alissa, 2009; Alsaggaf, 2004; Alzahrani, 2011;
Bingimlas, 2010). Religious and cultural beliefs drive all educational matters in
Saudi Arabia. The hierarchical order of religious practices (Oyaid, 2009) and
teacher-centred learning traditions (Bingimlas, 2010) ensures that teachers are
respected by all students. Participants' interviews with Ahmad and Aymanaffirm
this connection:
The bright positive side of the problem-based learning approach is in avoiding
the traditional pattern in education, which is always teacher-centred, and
shifting to an attractive strategy, which is learner centred. (Ahmad, Int. 6, p. 2,
Line 92–96)

And:
Giving the student a wide range of freedom to say his opinion, and thus he can
criticise himself and his own ideas before declaring these ideas. That improves
the quality of his ideas instead of sticking the student to skin deep levels of
learning (Ayman, Int. 3, p. 1, Line 37–43)

Results from the diary entries showed that participants were shy about
interacting and directing questions to their teacher or even their peers. Abdulaziz
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justified this by stating that blended learning environment broke the shyness barrier
in students.
There are some students who find it is difficult to ask the teacher face-to-face.
To this kind of student, education through an electronic site has solved the
problem, as they can ask the teacher with confidence and without any kind of
embarrassment. (Abdulaziz, Int. 8, p. 4, Line 189–192)

5.2.2 Participants’ perceptions of learning in blended learning environments.
Results reveal that the familiarity of participants towardsdigital technologies
is generally high in their everyday lives. Almost all participants (95.8%) have home
computers and 91 percent of the participants reportedbeing connected to the internet.
The highest levels of computer use was for applications such as video sharing
(76.1%), email (72.7%), multimedia (71.9%) and social networks (71.7%), which
were used more than five or six days per week. In addition, results show that the
participants‟ skills with using computer applicationswere recorded as „Good‟ and
„Very good‟. For instance, participants respondedwith„Good‟ in using the internet
(80.8%), playing online games (57.4%) and posting messages in forums (48.6%).
However, they perceived their skills as„Weak‟ and „Very weak‟ for using the
Blackboard LMS (75%). These results also reflected observationsin diary entries
regarding the participants‟ skills.
This high familiarity and competency with computer applications and the
internet are similar to results from other Saudi studies (Almalki, 2011; Alzahrani,
2011), and they mirror the rapid expansion in using technologies in Saudi Arabia
(Communications and Information Technology Commission, 2010, 2011; Onsman,
2011). This growth of using technologies is a result of the global impact of ICT
(Wiseman & Anderson, 2012). The high familiarity of participants towards digital
technologies can be attributed to the characteristics of the new „digital generation‟
(Alzahrani, 2011; Gao, Wong, Choy & Wu, 2010). However, weakness skills inthe
Blackboard LMS is attributed to the rare use of the system by faculty members in the
religious, social sciences and humanities areas (Alebaikan, 2010; Almalki, 2011;
Hakami, 2009). Similarly, Smith, Heindel and Torres-Ayala (2008) and Sclater
(2008) found that instructors in different academic disciplines vary in their uses of
LMS tools. For instance, instructors in social sciences and humanities courses use
the LMS functions less often than their counterparts in mathematics and natural
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sciences. Alebaikan (2010), Almalki (2011) and Hakami (2009) justified this rare
use among instructors by stating that the lack of training workshops in online
learning systems in Saudi higher education is the key reason behind this weakness.
Others revealed that instructors in higher education use the LMS as an
administrative tool, instead of using it to facilitate the interaction between students
and their teachers (Alhazmi & Abdulrahman, 2012; Hakami, 2009; Kember,
McNaught, Chong, Lam & Cheng, 2010). Thus, students were not encouraged to use
these tools;in turn, this affected students‟ skills and their satisfaction inusing this
system (Ali, 2012; Vovides, Sanchez-Alonso, Mitropoulou & Nickmans, 2007). To
overcome this issue, in this research all participants were given a training session at
the beginning of the semester and also a guide for using the Blackboard LMS. As
suggested by Chiu (2006), technical and pedagogical support was provided
throughout the semester while participants were learning in the blended learning
environment.
Regarding participants‟ learning preferences in the blended learning
environment, results indicated positive attitudes, beliefs and high confidence. They
reported positive attitudes in their desire to learn in this environment (74%) to
develop their reflective thinking (77.3%). Despite the fact that three quarters of
participants perceived they had „Weak‟ and „Very weak‟ skills in using the
Blackboard LMS (75%), almost two thirds (65%) considered that the LMS was an
effective learning tool. They believed that using online learning tools improved their
learning outcomes (88.2%); promoted their thinking (86.8%); encouraged them to be
more interactive (86.8%) and kept them thinking positively (77.9%). They were also
more confident with their intellectual abilities when they learnt through blended
learning environments (92.5%). However, participants were less confident in sharing
files with their peers (35.4%) and teachers (35.5%) through this tool. This may
reflect their weak skills and also the infrequent usage of these tools by their teachers,
as discussed earlier.
Interview results supported the findings of the questionnaires. The
participants asserted that these positive perceptions towards blended learning were
due to its numerous advantages. It providedthem with flexibility in time, place and
sources.Youssef stated:
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The remarkable benefit of blended learning is the diversity in learning
methods instead of just depending on attending the university‟s classes…. It is
method allows the student to participate, exchange experience and acquire
new skills anywhere, anytime and also from a variety of sources. (Youssef,
Int. 15, p. 4-5, Line 204–210)

In addition, the blended learning environment supported participants‟
diversity in writing skills, thinking abilities, speaking capabilities and also their
personal habits.Incontrast,a traditional environment does not normally distinguish
between

students‟

abilities

and

skills.

Listening

skills,

self-assessment,

communication skills and leadership skills were observed in the diary entries data
(see p. 185). Further, blended learning helped students overcome their shyness and
increased their confidence aboutasking more questions inside and outside the
university class. However, participants reported that one of the biggest challenges
encountered was the technical issues of the Blackboard LMS.
Results of the participants‟ perceptions

towards blended

learning

environments are compatible with other Saudi studies. Alebaikan (2010) and
Almalki (2011) found that students had positive attitudes about their experience in
blended learning environments. The flexibility of access to the course materials
increased communication between instructors and students (Almalki, 2011) and
eliminated the barriers of time and place (Alebaikan, 2010). This led to an
enhancedquality of interactions (Alebaikan, 2010; Almalki, 2011). Additionally,
similar to the current results, blended learning contributed to the development of
some essential aspects, such as research and ICT skills, as well as student
engagement (Alebaikan, 2010) and learner performance in general (Alebaikan, 2010;
Alharbi, 2013). Regarding other thinking skills, although Almdni (2006) revealed no
significant differences between the scores of the two groups (experimental and
control) on the post-test of both academic achievement and CCTST, a slight
improvement in students‟ thinking was observed. However, the main reason behind
this was that students faced many technical problems when using the
internet(Almdni, 2006). Likewise, the biggest challenge of blended learning
environments in this research, and also Alhazzani‟s (2013) findings,were
thetechnical issues that most students usually encounter in Saudi higher education.
The positive perceptions emerging from the current results reflect the
literature findings. Unlike Mafuna and Wadesango‟s (2012) results, which showed
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students‟ poor experience inusing online tools, Yudko, Hirokawa and Chi (2008)
(and also Angnakoon and Boonsong (2012)), found that the college students‟
perceptions towards blended learning environments were remarkably positive. In
addition, Sharpe, et al. (2006) in their meta-analyses,reviewed over 300 blended
learning studies, which identified the impact of blended learning on the student
experience. They revealed that the responses of students were „overwhelmingly
positive‟towards blended learning environments (Sharpe et al., 2006, p. 3);likewise,
Graham, Allen and Ure (2005); Sharpe et al. (2006) and Wallace and Young (2010).
Advantages include:the flexibility of BL; supporting students‟ diversity to provide
individualised learning; increasing their engagement; developing professional skills;
and promoting constructive learning. In support of the findings of Sharpe et al.
(2006), Oliver (2005b) observed that blended learning supported learners‟
engagement, higher-order thinking, communications skills, learning experience
quality and established a sense of community among learners. Hence, blended
learning environments can meet students‟ needs to work in teams, think
independently, and analyse and evaluate information critically (Pisutova-Gerber &
Malovicova, 2009). Results of this research supported other studies thatemphasised
online learning environments have potential for enhancing students‟ thinking skills,
reducing social isolation and providing psychological support (Borstorff & Lowe,
2007; Collins, 2012; DeLoach & Greenlaw, 2007; Derby & Williams, 2010;
Garrison et al., 2001; Hazari, 2004; Kathawala & Wilgen, 2004; Ogunleye, 2010;
Owston et al., 2006; Rabak & Cleveland-Innes, 2006).
In summary, in terms of perceptions about the learning,this intervention
appeared to actively promote participants‟ learning outcomes and suggested benefits
ofproblem-based learning.

5.3 Participants’ Higher-order thinking
The major aim of this research was to facilitate the participants‟ higher-order
thinking as a result of their learning throughproblem-based learningin blended
learning environments. Quantitative results revealed a statistically significant effect
(p<.0005, see Table 4.14 and Table 4.15, p. 162) for the three assessment tasks over
the intervention time in general and also between each task‟s score, with a very large
effect size (Eta squared =.618). This means that the participants‟ higher-order
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thinking gradually improved from the first week to the final week of the semester.
The quantitative results of the three assessment tasks were supported by the
qualitative results. Findings were based on the SOLO taxonomy (Biggs & Collis,
1982a) and reveal a shift from the uni-structural level to the multi-structural level in
the second task. By the end of the semester,52 percent of participants performed at
the multi-structural level and 45 percent had progressed to the relational level.That
is, responses shifted from a low level to progressively analytical and abstract
thinking.Compared with the first task, more attention was given to the quality rather
than the quantity of responses in the second and third tasks.
Consistently, quantitative and qualitative results of online posts confirmed
the three assessment tasks‟ findings. These results revealed that the participants‟
contributions improved by the end of the second half of the semester, which had two
cycles. Quantitatively, there was a statistically significant difference (p<.0005)
between the first half and the second half of the semester regarding the number of
participant posts. This significant difference was for the second cycle with a large
effect size (Eta squared =.69). Increasing familiarity in using online tools may have
contributed to this change. At the beginning, most participants‟ skills regarding
Blackboard LMS tools were „Weak‟. Although many posts were excluded as
irrelevant to the subject, other posts were qualitatively analysed and characterised as
detailed, deep, wide and lengthy. For instance, Fahad, in his discussion about the
topic „online learning” began to compare, analyse, explain causes and interpret the
obstacles of online learning and why this type of learning hadnot succeeded in the
Saudi higher education. He stated:
Online learning, like other learning methods, has obstacles hindering
universities to implement and adopt it. One of the core obstacles is that some
doubt the effectiveness and credibility of educational achievements of this
type of learning. Therefore, if we would like to adopt such new methods,
universities should improve their capacity to be in a high level of academic
quality.(F-N)

Fahad later suggested some solutions based on his analysis to the current
situation of online learning in Saudi Arabia:
Policies must be clear and apparent for all learners and practitioners in the
higher education. Setting some incentives in the educational environment is
one of the best ways to encourage those who have abilities but not the
willingness to use online tools….To achieve the Saudi educational policy,
numerous training programmes activating online learning environments must
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be accomplished to increase practitioners‟ interaction with online tools…(FN).

This response was evaluated at the relational level on SOLO taxonomy.
Generally, all of the findings indicated a development in their complex thinking
abilities over the course of one semester from surface to deep, and also from
concrete to abstract thinking.Additional support for these observations was noted in
the diary entries. The external visitor supported this result in his diary:
The reinforcement seemed as a major role in continuing the debate in online
environment between students for the entire week. It led to discussion of
broader and more comprehensive ideas. (Visitor‟s Diary 2, p. 12, Line 550–
551)

He also provided more explanations of this improvement, especially with
regard to the Blackboard LMS tools:
This tool (online discussion forum) offered to students the freedom in time to
add their suggestions and debates without any restrictions. These debates were
described as a somewhat detailed, diverse and different in the ideas discussed.
(Visitor‟s Diary 1, p. 10, Line 452–454)

From the beginning to the tenth week, dependency on direct instruction was
anobviousaspect of the participants‟ thinking. Little initiative was evident. The
students seemed to be passive receivers of facilitator‟s instructions. They rarely
participated in discussions and asking questions. In another indication of the
participants‟ thinking in the early part of the study, the weekly topic responses were
assessed at uni-structural and multi-structural levels on the SOLO rubric. However,
after applying some adjustments for the second cycle and revising the first plan,
participants gradually became more independent and confident in their thinking. In
Weeks 8,9and 10, a few attempts were made by participants to share ideas with peers
and ask deep questions. Generally, from the thirteenth week and onwards, the
participants thinking could be characterised as objective, organised, flexible, deep
and critical. The following excerpts from the online posts of one student
participation illustrate this shift in thinking:
Week 5 response:
The main obstacle that prevents teachers from using computers in their
schools is that there were no enough facilities and devices. So, they just rely
on the teaching by the traditional way. (A-J)

Week 13 response:
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The real problem is that universities aim mainly to collect money from the
learners who want to continue their study life and do not care about the
learning outcomes. This clearly can be seen through the kind of disciplines of
these universities which are available to learners. All these disciplines are
theoretical rather than practical in order to benefit the work market …. All
these issues lead to weak and underdeveloped learning outcomes which
increase the unemployment in our community (A-J).

Ahmad‟s shift in thinking reflects an increasing confidence to argue and
clearly define his opinions with regard to the topic under investigation. In the earlier
weeks, short and direct responses were sent. Later, he started to explain critically and
analyse the issue deeply with his peers. This result is supported by almost all
responses on the weekly topicsbeingevaluated at the multi-structural and relational
levels. The interview results confirmed these observations and the participants
asserted that the advantages of the learning throughproblem-based learningin
blended learning environment essentially facilitated their opportunities to develop
and expand their thinking to the higher possible level.
As noted, there is little evidence of research studies conducted in Saudi
Arabia that use aproblem-based learningapproach to facilitate students‟ higher-order
thinking. Instead, studies focus on online learning environments as an independent
variable with nothought given to thepedagogical approach (Abdulaty, 2006; AlFadhli & Khalfan, 2009; Almdni, 2006), or using other approaches such as
Suchmans‟ inquiry model (Alshraideh, 2009) and the risk programme(Faqeehi,
2006, see p. 48) to enhance students‟ higher-order thinking. Despite the fact that all
those studies were purely quantitative in their research design, almost all revealed
statistically significant improvement of the students‟ thinking by the end of the
course on CCTST (Abdulaty, 2006; Al-Fadhli & Khalfan, 2009) and WGCTA test
(Alshraideh, 2009; Faqeehi, 2006). Conversely, Almdni‟s (2006) results are
inconsistent with the current results.Almdni showed no significant differences
between the scores of the experimental and control groups on the post-test of both
academic achievement and CCTST. Similar to most other studies in the Saudi
context, Almdni‟s research design was based on a completely quantitative research
design, which prevented the author from providing more justifications or even indepth data that may have clarified accurately the real level of students‟ thinking.
Further, similar results were found in Saudi medical education. These studies
attempted to explore descriptively and quantitatively the students and instructors‟
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perceptions of using problem-based learning in the learning environment, and
revealed similar positive research results (Alkabbaa et al., 2012; Alrukban et al.,
2010; Mohammed, Obeidat, Alkaabba, Bashir & Alhoqail, 2011). There are few and
limited research studies. Some studies of students‟ views about problem-based
learningin facilitating their thinking use a variety of questionnaires (Alghasham,
2012; Zawawi & Elzubeir, 2012). Consistent with this study,results indicated that
active learning strategies such as problem-based learning promoted students‟
thinking through reasoning. Additionally, they improved students‟ skills in making
decisions and problem solving (Alghasham, 2012). Further, positive attitudes
towards problem-based learning led to increased opportunities to develop advanced
cognitive abilities, such as critical thinking, problem solving, collaborative learning
and independence in thinking (Zawawi & Elzubeir, 2012).
Although there few and relevant studies in Saudi literature and Arabic
nations, ample positive results can be found in the extant literature (Borstorff &
Lowe, 2007; DeLoach & Greenlaw, 2007; Garrison et al., 2001; Hazari, 2004;
Kathawala & Wilgen, 2004; Ogunleye, 2010; Rabak & Cleveland-Innes,
2006).Many studies emphasise that using active online environments can offer many
advantages.They

have

potential

for

enhancing

students‟

thinking

skills,

achievements, social and cognitive skills, critical thinking, collaborative and
cooperative learning, reducing isolation and providing psychological support.Varied
teaching approaches and methods used in these environments assisted students‟
higher-order thinking. Ascomparable with this research‟s findings, using active
approaches

in

the

university‟s

classes

improved

students‟

higher-order

thinking(Buranapatana, 2006; Gupta, 2005; Kim, 2009; Yuretich, 2003), although
few studies concluded that active strategies did not facilitate students‟ thinking
(Bucalos, 2003). Additionally, in earlier results, using active approaches in online
environments revealed positive results in enhancing students‟ higher level thinking
(Chiu, 2006; Kim, 2009; Lee, 2003; Taradiet al., 2005; Thadphoothon, 2005; Yang
et al., 2012). However, unlike the present study, Derwin (2008)used direct
instruction or teacher-centred learning approaches in both online and face-to-face
classes. Derwin‟s study showed no improvement of students‟ critical thinking skills.
Qualitative findings of the participants‟ documents in this research also
support the results of earlier works in the literature (Aviv et al., 2003; Slack et al.,
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2003; Whittle et al., 2000). The participants‟ contributions in both assessment tasks
and online discussions gradually progressed to the higher levels of SOLO taxonomy.
This result supports Biggs and Collis‟s (1982a, 1989) theory, which emphasises that
the upper levels of the SOLO rubric are identified as deep learning (higher-order
thinking), with qualitative levels.
The participants‟ level of thinking can be observed and assessed by
thequestions asked in both classroom and online tools. At earlier stages in this
course, most of the participants‟ questions were somewhat shallow. Almost all
participants were dependent on their group‟s leader to ask or respond to the
facilitator‟s questions, preferring to be receivers. However, in later weeks, many
participants became confident and started directing rational and deep questions to
other peers. This result is also similar to other studies‟ findings (Buranapatana, 2006;
Slack et al., 2003), which showed that using active learning strategies such
asproblem-based learningand the dialogic inquiry model in blended learning
environments can stimulate students to ask deep questions. This improvement in
students‟ thinking can be explained by the instructors‟ facilitation (Giacumo et al.,
2012; Gupta, 2005; Trigwell & Prosser, 1991; Yeh, 2009). Assistance from the
facilitator was sought by most participants at the beginning for technical,
pedagogical and cognitive difficulties. Similar to Chiu‟s findings (2006), students
sought assistance from their teachers with regard to cognitive, pedagogical, technical
and small group support to keep on the right path in their learning and develop
higher-order thinking skills. With this support, almost all participants became
progressively more independent and could critically discuss, analyse and ask other
peers to reach the most appropriate solution to the topic discussed.
In summary, the participants‟ responses found in assessments tasks, online
discussions posts and responses on weekly topics were evaluated at multi-structural
and relational levels on SOLO taxonomy. This means there was a shift in the
participants‟ thinking from low levels to progressively analytical and abstract
thinking.
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5.4 Efficacy of Problem-based learningand Blended Learningin
Facilitating Higher-order thinking
As described, both quantitative and qualitative results showed a significant
improvement in the students‟ higher-order thinking performance over the semester.
Although this development was essentially linked with usingproblem-based learning,
evidence revealed that blendingproblem-based learningwith online tools was the
major reason behind this development. Findings indicated the effectiveness of
usingproblem-based learningin blended learning environments in facilitating
participants‟ thinking. A deeper investigation was needed to support these
indications. The diary entries and interview findings were mainly used to verify this
assumption and provide confirmatory feedback. In the following subsections, the key
elements that indicate the efficacy ofproblem-based learningand blended learning in
facilitating students‟ higher-order thinking are discussed.
5.4.1 Advantages of problem-based learningand blended learning.
Participants

had

positive

perceptionstowards

usingproblem-based

learningand blended learning in their course.Over time, participants started to
employ the Blackboard LMS tools to save their work, correspond and discuss the
available information provided by peers during their effort in weekly topics. They
also declared they spent more time at their home on the internet to locate, link, and
construct knowledge and then respond to the online discussion topics posted.
According to the facilitator‟s observations and documents collected, the limited time
of the lecture was insufficient to include all opinions raised by the participants,
especially in their groups. Thus, they preferred to continue their discussions through
the available online learning tools. They usedproblem-based learningprinciples when
they dealt with the weekly online problems to reach the most appropriate solutions.
Additionally, they critically argued many ideas and opinions posted by the facilitator
and their peers in the online tools. By the end of the semester, most participants‟
discussions and debates were characterised as critical and deep. The participants in
the interviews explainedthis improvement in their thinking by the freedom and
flexibility of online tools, which remove psychological restrictions such as shyness.
Further, they had sufficient time to read, analyse and then reflect on the topics
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posted, especially after they had enough practice inlearning byproblem-based
learningin their university classes. For example, Mohammed stated:
There were a lot of ideas and discussions in the classroom and we supported
that through keeping learning within online environment. Learning from
Blackboard gave the students the freedom to discuss any idea. The student had
plenty of time to think of issues from all aspects. It also helped to overcome
the student‟s feeling of embarrassment. Therefore, you can notice that the
ideas on the Blackboard are deeper, more complicated and become clearer
than ideas in the classroom. (Mohammed, Int. 13, p. 6, Line 301–306)

This flexibility of the blended learning environmenthelped to facilitate
students‟ thinking, especially when they were encouraged to think of some complex
real life problems. Other studies confirm that using online learning environments
encourages students‟ higher-order thinking by providing them more time to pause
and then thoughtfully reflect on the current discussions before formulating their
thoughts and contributions (McLoughlin & Mynard, 2009; Pisutova-Gerber &
Malovicova, 2009; Wu, 2003; Zafeiriou, Nunes & Ford, 2001). However, in the
Saudi context,Almdni (2006) found that the students‟ thinking did not improve when
they were taught in an online learning environment. Almdni stated that online
students encountered many technical problems when they used the internet in their
study.
The participants confirmed that learning throughproblem-based learningwith
Blackboard LMS tools opened them to new approaches, which encouraged them to
change the way they thought. They started to search, collect, compare and judge the
credibility of the available information and then relate the information selected to
support or reject the argument of their project. This process enhanced most
participants‟ thinking from superficial to deep. As acknowledged in interviews,
Abdulazizaddressed one of these aspects. He considered the multiple sources of
information as a crucial aspect ofproblem-based learningapproach and stated:
I can see thatproblem-based learningis one of the best methods that develop
the students‟ intellectual abilities as there is a kind of innovation in obtaining
information…. Variety in information sources helps to develop thinking skills
as the students‟ thinking is not focused on one source or field only, but it
varies to include classmates‟ discussions, internet, the teacher and
books.(Abdulaziz, Int. 8, p. 6, Line 267–273)

He then added another point regarding the importance of using blended
learning environment beside the active learning approach:
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No doubt there has been a remarkable development in my ability to think as I
have acquired the basic thinking skills from the lectures taught at university,
and thus have been applying them in setting the foundations and criteria that I
use when starting the thinking process on any issue discussed on the
Blackboard to reach a proper solution. (Abdulaziz, Int. 8, p. 6, Line 283–287)

This result has previous support intheories and practice. Ennis (1987)
stressed that critical thinkers usually use the higher level of their intellectual abilities
to define the situation under investigation. They consider the whole situation to make
it clearer and link it with reasonable arguments. The consequence isthey use several
sources and judge the sources‟ credibility to support and evaluate their arguments or
claims (Beyer, 1995; Brookfield, 1987; Fisher, 2001). This significant advantage of
problem-based learning and blended learning reflects the principles of these theories.
In addition, others have emphasised the importance of this finding and stated that the
wide range of sources in deep approaches such as problem-based learning enhances
students‟ creativity and responsibility to build constructive knowledge (Barrows,
1996; Barrows & Kelson, 1993; Tan et al., 2009). Further, some emphasise the same
result and state that LMS offer supporting resources for enhancing higher-order
thinking (Magnuson, 2005; Zubizarreta, 2009).
5.4.2 Facilitator’s roles and student's roles.
Based on Almdni‟s results, it is obvious that the facilitator‟s role is crucial as
a catalyst to increase the efficacy of blended learning environment: „Simply
providing access to computers will not change classroom processes...the agent of
change is a teacher‟s pedagogy and practice‟ (Masters, 2005, p.2). Supporting
Masters (2005), Taradi et al. (2005) and Alshaikhi (2009), the participants in the
present study also attributed the development of their higher-order thinking to the
facilitator‟s motivation and practices. The facilitator urged the participants,
especially in the second cycle of the study, to activate the online toolseffectively. He
encouraged self-reflectionas a means of developing metacognition in students.
Similar to Taradi‟s study, the facilitator provided immediate feedback, especially in
the online discussions, if needed. This encouraged most students to answer and
contribute with thoughts and ideas that were deep and critical in their discussions.
Thadphoothon (2005) also emphasised the teacher‟s roles during students‟ learning
process through online learning, particularly if we understand that this kind of
environment is still new in contexts where traditional learning approaches have

Chapter Five

Discussion

225

traditionally prevailed. Thus, participants clearly relied on the facilitator‟s roles,
including both teaching and technical,for enhancing their higher-order thinking. The
literature supports this teaching pre-requisite for the transfer of the learning process
from asurface to a deep level (Alshaikhi, 2009; Barrows, 1996; Biggs, 1999; Chiu,
2006; Derwin, 2008; Gupta, 2005; Khateeb, 2012; Kim, 2009; Taradi et al., 2005;
Thadphoothon, 2005).
In the interview phase, participants provided several key points for teachers
who would teach their students by using active learning approaches, such asproblembased learningin a blended learning environment to facilitate the higher level of their
thinking. These points are:
1. Notifying students about the objectives of each subject at the beginning
of the semester.
2. Informing students with criteria that should be followed to achieve the
subjects‟ objectives. These objectives and criteria must lead to increases
in students‟ abilities and skills with regard to their higher-order thinking.
3. Explaining the strategy of assessment and evaluation of students‟ efforts.
This clarifies and enlightens students to satisfy themselves, their teachers
and eventually encourage them to think differently.
4. Designing carefully the activities and tasks that will be given to students
to develop their higher-order thinking.
5. Picking up issues that are critical in their society is one role of the
facilitator. However, students should be given an opportunity to
participate in this step, which will assist in makingthem more active and
creative.
6. Asking more questions was another key role of facilitators. It motivated
and engaged students in the learning activities and then enhanced higherorder thinking of students.

Some examples of these points are:
The most important factor that can consolidate the students‟ mental skills is
the subject‟s teacher as he plays the biggest role in developing and assisting
students to acquire new skills. He can set the criteria that students should
follow to support their skills and performance. (Mohammed, Int. 11, p. 8, Line
404–407)

And:
Good training for students is an important role of the teacher to develop
students‟ higher thinking skills. Training the students to learn through online
learning environments is considered an important factor in developing
students‟ higher thinking abilities. (Ahmad, Int. 6, p. 8, Line 392–394)
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And:
Applying „group and individual projects‟ by students in the classroom as well
as giving attention to the quality of task‟ content will motivate students‟
higher thinking abilities. Widening students‟ research sources and not sticking
to only one source of information also enhances their thinking abilities.
(Muslem, Int. 14, p. 9, Line 419–423)

And:
Asking many questions to students and answering questions through other
questions assists to develop students‟ thinking and also participates in
increasing students‟ concentration on the subject content. (Husain, Int. 7, p. 9,
Line 428–432)

Participants also commented on the „students‟ role‟ in enhancing the general
atmosphere of the learning process. They stated that if students are appropriately
motivated to learn in a new environment such asproblem-based learningand blended
learning, they will attain many benefits. They will assist and encourage each other to
learn, think, discuss and produce valuable outcomes. Therefore, the social aspect
supported all students to be accurate in their performances, confident in discussions
and contributors to high quality ideas. They ultimately improved their thinking skills.
For example, Majed cited:
I believe that social interdependence has a major role for students to reach the
top level of thinking skills. It provided the appropriate atmosphere to the
students to make them produce high quality of ideas.This is because students
will think without any pressures such as getting low marks or being afraid of a
negative reaction from the teacher. So, you can find students discussing
confidently with a high level of meaningful dialogue. (Majed, Int. 10, p. 10,
Line 471–477)

Key roles emerging from the participants‟ interviews were previously
mentioned and emphasised in many studies of Biggs and Barrows (Barrows, 1996;
Barrows & Kelson, 1993; Barrows & Tamblyn, 1980; Biggs, 1999, 2003; Biggs &
Tang, 2007). Biggs‟„3P‟ model of teaching and learning (1999, 2003), and also
Barrows‟(1996)problem-based learningdefinition considered the facilitator and
student roles as the main factors in enhancing the learning process to the deep level
(see Figure 2.3, p. 62).The new role of the facilitator, mainly in the second cycle,
with regard to asking more and deep questions,resulted in the development of the
participants‟ higher-order thinking. The participants emphasised that the facilitator‟s
questions motivated and engaged them during the learning activities to think
divergently and consider all aspects of the problem. It also encouraged them to be
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confident and respond with other deep questions if they neededmore clarification. At
the beginning of the semester, most questions were shallow and sometimes
inaccurate. This indicated a weak and underdeveloped understanding. Moreover, all
those questions were asked in quiet voices. It was obvious that most participants
lacked the confidence to talk out in class. Later, they clarified the ideas then asked
confidently critical questions based on those answers. Previously, when the
facilitator addeda comment, they totally accepted what he said. However, in the
second cycle, they raised many questions and respondedto the facilitator‟s
comments. Those questions seemed to be more organised than before in terms of
introducing them rationally. Husain (in his interview) confirmed that:
Asking many questions to students and answering questions through other
questions assists to develop students‟ thinking and also participates in
increasing students‟ concentration on the subject content. (Husain, Int. 7, p. 9,
Line 428–432)

This action of the facilitator was supported bytheorists of problem-based
learningand constructivism. The facilitator inthis research followed the principles of
Barrows‟s (1996) definition ofproblem-based learningthat emphasise the important
role of the facilitator in asking questions to promote students‟ thinking to deal
consciously with the problem instead of providing them with information. In
addition, similar to Barrows‟ perspective, the ill-structured real life problems used in
this study encouraged participants to ask questions and raise learning issues on the
weekly topics. This procedure of raising questions and making judgements to
establish meaning and then seeking information to verify the accuracy,suggested
anincreasing confidence as critical thinkers (Beyer, 1995; Bloom, 1956; Ennis, 1987;
Paul & Elder, 2001). Constructivist practices (Brooks & Brooks,1999) were also
followed, and resulted in improved quality learning outcomes. Brooks and Brooks
advised the facilitators to encourage students to engage in dialogue with their peers
and with the teacher. They also stressed the value of provoking the students‟ inquiry
by asking open-ended, thoughtful questions and encouraging students to pose
questions to each other. This enhanced the learning process outcomes in this research
and consequently increased the participants‟ confidence and contributions in both
face-to-face and in online discussions. Ultimately, a number of positive results were
recorded that indicated the development of the participants‟ higher-order thinking
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and other skills, such as making decision, problem solving, communication and
technical skills.
Findings confirmed other studies in the literature regarding the efficacy of
asking more and deep questions to enhance students‟ higher-order thinking. Many
studies emphasise that instructors should use learning strategies that usually urge
learners to ask questions and engage them in deep learning (Slack et al., 2003;
Trigwell & Prosser, 1991; Whittle et al., 2000; Yang et al., 2005). By applying such
strategies, instructors will play a crucial part in improving the learning outcomes of
their students. If instructors employ effective teaching and learning strategies in their
classes or in online environments, they will assist students to engage inmeaningful
learning (Keengwe et al., 2013) and therefore achieve these skills. Supporting
Khateeb‟s (2012) argument, asking open-ended questions (for example: „what‟,
„why‟ and „how‟) enhances the participants‟ intellectual abilities and also increases
the social interdependence among students. This action engages the participants in a
critical inquiry between themselves and other peers by asking the same type of
questions (Abdullah, 1998). Ultimately, higher-order thinkingis accomplished with
the three components thatexist in the learning process: having authentic problems,
teachers as facilitators and active learners as problem solvers (Tan et al., 2009).
Unlike Almdni (2006), who was just following up the students and answering their
questions and problems, the present finding was consistent with Buranapatana
(2006) and Gupta‟s (2005) results, which reported that using a variety of questions
require reflectiveness, synthesis, recall and inference, lead to more insightful
questions and critical responses. As a result, this approach improved the participants‟
thinking skills regarding solving real life problems.
Conversely, to achieve the mostadvantage from bothproblem-based
learningand blended learning, facilitators need to provide appropriate training
sessions for their students at the beginning of the course. The main reason for this is
the deficiency of the participants‟ skills in using the Blackboard LMS tools that
emerged in the results of the questionnaire. They reported that three quarters of them
(75%) had not had any ICT training programme or even previous experience in
online courses (86.2%) during their university studies. Another reason was the lack
of knowledge and expertise inthe new learning approach (PBL), as confirmed in the
interview phase. The participants in this researchstudy appreciated the role of the
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facilitator giving them a training session in how to use the Blackboard LMS tools
and also providing them with a guide to the Blackboard LMS. In addition, guidelines
and instructions were made to the participants throughout the weeks regardingthe
learning approach used.
This gap was not surprising, as almost all Saudi universities have no such
programme. Traditional approaches in the Saudi educational system (Alissa, 2010;
Alotaibi, 2007; Alsonbol, 2008; Alzahrani, 2011; Bingimlas, 2010; Jafari, 2009)do
not encourage new approaches and methods (Almalki, 2011; Alzahrani, 2011;
Bingimlas, 2010; Jafari, 2009; Khateeb, 2012). Consequently, and responding to the
steps of the actionresearch model adopted (Kemmis & McTaggart, 1988), a training
session in using the Blackboard LMS was conducted. It was an essential step to
match the elements of Biggs‟s (1999) „3P‟ model of learning and teaching to create
an interactive learning and teaching system from thefirst weeks. Meeting the training
needs of participants was an essential part ofthe successful learning environment and
therefore engaged them in deep and meaningful learning. Alkabbaa et al. (2012)
confirmed that one reason for the negative results of their study was the lack of
qualified teaching staff. Therefore, staffshould be trained to develop their sense of
responsibility. In that sense, they would be expected to be more oriented towards
effectiveproblem-based learningimplementation. The participantswere trained to use
the online tools. This frequent and systematic training related toproblem-based
learningprocedures,and computer use at university assisting their home useand
supporting their learning. Ultimately, the participants felt a difference in their
thinking abilities after some time. Ahmad emphasised this:
Good training for students is an important role of the teacher to develop
students‟ higher thinking skills. Training the students to learn through online
learning environments is considered an important factor in developing
students‟ higher thinking abilities. (Ahmad, Int. 6, p. 8, Line 392–394)

This result confirmed Robertson, Webb and Fluck‟s (2007) argument that
there is a big difference between the individual‟s anticipation ofusing particular
technology and having the confidence to use it. Robertsonet al., (2007) asserted that
the internet and associated digital tools may have an intrinsic motivation for learners
and this was confirmed in this research. However, teachers should also steer their
learners into the right knowledge, skills and competencies as a learner‟s right. Good
quality training can achieve this aim for both teachers and ultimately the learners.
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5.4.3 Learner-centred learning and its practices.
The participants in the interview results accurately considered problem-based
learning as a learner-centred strategy rather than teacher-centred. This finding
alignswith Barrows‟ theory which emphasises that learning must be student-centred
(Barrows, 1996; Barrows & Kelson, 1993). The participants inproblem-based
learningare obligated to take responsibility for their learning thatconsiders studentcentred learning according to Barrows‟s (1996) definition. Students started their
responses on the weekly topics by identifying the current knowledge about the
problem under investigation and then identifying the required information to manage
and understand the problemappropriately. The available resources were specified for
collecting the desired information. This process reflected the main dimensions of
Barrows (1993)and then facilitated many students‟ skills, such as communication,
higher-order thinking, self-directed learning, collaborative and team work. Similar to
Barrows‟ theory, Sendag and Ferhan OdabasI (2009) address three main principles
ofproblem-based learningand those principles were confirmed by this study‟s
findings: first, triggering learning by real life problems;second, several learning
methods and approaches were involved; andthird,problem-based learningwas
student-centred rather than teacher-centred. These are the three principles followed
in this research.
Additionally, Biggs mentioned that learning activities and practices must be
appropriately deep to enhance students‟ cognitive skills to produce desirable
outcomes with a good quality. The participants in this study confirmed this point and
appreciated the type of activities. Learners‟ thinking shifted to deeper levels of
understanding. They also wanted other teachers to follow similar approaches in the
learning process. According to Biggs (2003), engaging students in problem solving
processes is one way to reach higher cognitive levels. All participants‟ views in the
interviews supported Barrows and Biggs theories about using real life problems in
the learning process. Those problems encouraged the participants to engage
inactivities that required higher-order thinking levels(see Anderson, Rourke,
Garrison & Archer, 2001; Beyer, 1995; Biggs, 2003; Biggs & Collis, 1982b;
Brookfield, 1987; Fisher, 2001;and Figure 2.1, p.55). These activities also assisted
students to analyse and evaluate the information critically, to acquire teamwork
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skills, and think independently (Hakami, 2009; Pisutova-Gerber & Malovicova,
2009). Hence,problem-based learningencouraged the participants to engage actively
and deeply in authentic activities and tasks (Savery & Duffy, 1996) and create new
solutions by using a much wider number and range of resources and knowledge
about the problem (Tan et al., 2009). All those activities, disposition, skills and
abilities of participants can in part be explained by the SOLO taxonomy created by
Biggs and Collis (1982a), as discussed on p.27 and 51 of this thesis.
These resultsreflect constructivist theory. Constructivist theory, as well
asproblem-based learning, emphasises activities and practices that contribute to the
construction of knowledge in learners (Russell, 2009; Savery, 2006; Savery &
Duffy, 1996). Three primary propositions of Savery and Duffy (1996) attributed to
constructivism were attained in the present research. Firstly, the learner goals, the
learner activity, and the content were key parts from the first week of the semester.
Secondly, the learning process was motivated by real life problems or puzzles
causing cognitive conflict. Finally, as supported by the interviews and the diary entry
results, the social environment and the collaborative groups in this study were
obviously a critical factor to develop knowledge understanding. Notably, most
learning activities, tasks, and functions were not isolated and were conducted within
many social communities. These activities evidently provoked the learners‟ thinking
(Lave & Wenger, 1991; Pisutova-Gerber & Malovicova, 2009). Unlike other
traditional subjects in the Faculty of Education, the instruction and activities used in
classroom in this research were based on „more deeply rooted ways‟ (Brooks &
Brooks, 1999, p. 15) in which teaching practices assist the participants to grasp and
reshape the new information. These resulted in appropriate outcomes in the
participants, such as deep thinking and desirable academic skills. This was clearly
one of the essential indications of the efficacy ofproblem-based learningin a blended
learning environment in developing students‟ higher-order thinking.
5.4.4 Policy makers’ role.
The participants in this study viewed policies as a key factor in facilitating
higher-order thinking among students.Creating an appropriate educational climate to
useproblem-based learningin a blended learning environment relies on policy
makerswho can empower or disempower those enthusiastic faculty members
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planning to activate new approaches in their subjects and employ the available
technologies. The articipants suggested that policy makersneed to encourage and
support the instructors to modify their subjects‟ content to integrate new approaches
and activities that improve students‟ higher-order thinking. However, the reality is
completely different, because of traditionalism in the Saudi educational system. The
participantsraised the questionof whether policy makers understood the new roles of
facilitators in these approaches, including assessment. Theyhighlighted the need for
policy makers in the faculty to make the university‟s facilities, especially computers
and other technologies, available for all students and lecturers without restrictions.
Better access supports their learning and enables the students to search, discover and
keep working on their learning tasks without any delay or obstacle. In turn, open
access keeps the students focused and more concentrated on their responses to the
weekly topics.
Earlier works in the Saudi literature assert that the Saudi educational system
is dominated by traditionalism (Alissa, 2010; Alotaibi, 2007; Alsonbol, 2008;
Alzahrani, 2011; Bingimlas, 2010; Jafari, 2009). Determining the curricula content is
one of the main decisions of policy makersin the central educational authority of
higher education institutions. This prevailing traditional learning environment has
resulted in graduate learners who are passive receivers. Thus, the opportunity to
develop lifelong learning skills, such as higher-order thinking, making decisions and
problem solving is seldom undertaken (Khateeb, 2012). Alzahrani (2011)ascertained
that teacher education in Saudi higher education „is not keeping pace with current
global trends such as the growing reliance on digital technologies‟(p. 228).Thishas
led to inefficient teacher education curricula in the present digital age. There is a
deficiency of engaging students in intellectual activities by combining the online
tools that already existed in universities, such as Blackboard LMS and class time
(Khateeb, 2012; Vovides et al., 2007). Although there is high support from all
educational policies in Saudi Arabia to provide an efficient education for all learners
and develop a sense of various community problems to enable them to solve those
problems (Ministry of Education, 1980, 1995), there are no obvious systematic
methods or real practices to achieve these policy goals (Ajeeb, 2008; Alamri, 2005;
Jafari, 2009; Yusuf, 2009). Hence, this important role of achieving the policy‟s
objectives relies on policy makers in universities.
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According to the discussion above, the „constructive alignment system‟ noted
by Biggs (1999, p. 11)is evidentin the participants‟ reflections. The participants
provided some essential points regarding the overall learning process they
experienced and favoured, specifically: 1) the objectives and activities of the
curriculum; 2) the teaching methods used in the course; 3) the procedures of the
assessment; 4) the interactions between peers themselves and with the facilitator; and
5) the policy of the university regarding applying new approaches. In summary, the
results of this study indicateclearly that a constructive alignment system can meet the
aims of the course and result in appropriateresults. This means that usingproblembased learningwith a blended learning environment is a constructive teaching
method.
5.4.5 Deep learning outcomes.
The interviews provided many comments and feedback on the learning
approach used in a blended learning environment. These findings also supported
other results and indicated the efficacy ofproblem-based learningparticipating in the
development of higher-order thinking. The participants agreed that the outcomes of
individual tasks and also the weekly topics were essential evidence of the
improvement in students‟ skills in general, and specifically their thinking abilities.
Ayman, for instance, stated:
Yes,problem-based learninghas a great role in upgrading students‟ thinking
levels and the proof is that there were participations by the students when they
introduced new thoughts or ideas of high thinking skills such as assessment,
analysis, interpretations, making comparisons, and explaining reasons. In the
individual tasks and weekly group tasks, the student showed his real
intellectual level. (Ayman, Int. 3, p. 5, Line 232–238)

These results showed the real level of the participants‟ thinking regardless of
confidencelevel. Creswell (2008) previously confirmed that written documents
provide valuable data in qualitative research to assist the researcher in understanding
the central phenomena under examination. The online discussions of participants
supported this view. According to many authors, written discussions in online
forums can provide a clear indication of the students‟ social (Feenberg & Bellman,
1990) and cognitive (Garrison et al., 2001; Godat & Whiteley-De Graaf, 2007;
McVerry, 2007) interactions. Many participants in the study were aware of their
improvement overtime, especially in their intellectual abilities and the way they
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responded to the problems raised. Some students commented on these positive
outcomes and stated that their thinking moved to a deeper level than their thinking in
the first weeks.
These indications of the deeper outcomes are reflected in the literature. Biggs
and Rihn (1984) stated that comprehensive reading leads to deep learning by relating
existing knowledge with new knowledge. The various sources that were offered to
participants in this study facilitated their readings. In addition, the advantages of
bothproblem-based learningapproach and the blended learning environment
motivated almost all participants. Therefore, the teaching practices summarised by
Foote, Vermette and Battaglia (2001) and the approachesof Biggs and Rihn (1984),
Biggs (1999), and Entwistle (1998) were considered as indications of deep learning
as evident in this research. The actions observed would not have happened if
teachers had not encouraged their studentsto engage actively and deeply in authentic
activities and tasks (Savery & Duffy, 1996).Creating new solutions by using a
greater number and range of resources and knowledge about the problem contributed
to the improved outcomes(Tan et al., 2009). Supporting these theories, the results of
the present study confirmed that aproblem-based learningapproach is one of the most
progressive pedagogical approaches in offering many opportunities for developing
learners‟ skills and flexible understanding. According to Tan et al. (2009), higherorder thinking is more likely to be accomplished when three conditions exist: 1)
having authentic problems;2) teachers as facilitators; and 3) active learners as
problem solvers. Apparently in the present research, these three elements existed
throughout the semester and may have led to these results in a conservative Saudi
context.
The deep outcomes found in this research confirm earlier studies. The
literature asserts that using active learning approaches with authentic problems
helped to engage students in an active learning environment and usually promoted
deeper understanding and thinking skills (Buranapatana, 2006; Chiu, 2006; Gupta,
2005; Kim, 2009; Kim, 2009; Lee, 2003; Taradi et al., 2005; Thadphoothon, 2005;
Yang et al., 2012). However, there are a few studies with results contradicting the
present research. Bucalos (2003) and Derwin (2008) found no significant
improvement in students‟ thinking on the post-testscores when they were taught by
such learning strategies. Unfortunately, there arefew studies in the Saudi context that
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used active learning approaches aimed at measuring students‟ higher-order thinking.
The exception is Faqeehi‟s (2006) study, which revealed statistically significant
differences between the two groups of higher education students in thinking skills.
The post-test for the experimental group, which was taught by the „Risk
Program‟showed better scores than the control group (see p. 47). Although Faqeehi‟s
study was purely quantitative, it partly confirms the results of this research,
especially the quantitative parts. Similarly, Alshraideh‟s (2009) findingsfound
quantitative evidence, based on WGCTA test, that active learning approaches such
as Suchmans‟ inquiry model engages students in meaningful learning,encouraging
them to changeto active learners instead passive students. Consequently, the
students‟ cognitive abilities were developed due to using this learning
approach.Thisis a similar finding to the present research.
In addition, similar results were found in the body of literature regarding the
development of students‟ higher-order thinking when they used problem solving
activities with online learning tools in a blended learning environment. The positive
impact of blendedproblem-based learningactivities was established, which led to the
improvement of students‟ thinking skills after a certain period (Magnuson, 2005;
Yang et al., 2012), compared to other groups who learntproblem-based
learningwithout using a blended learning environment (Derby & Williams, 2010).
Derby and Williams (2010) justified the positive result of using blended problembased learning, rather than only problem-based learning, by the fact that the
numerous advantages of blended learning environments support problem-based
learningand students‟ learning. This result is similar tothis research‟s findings. This
created „a highly conducive atmosphere for learning with the appropriately blended
elements of utilising problem-based learning and information communication
technology in conjunction‟ (Derby & Williams, 2010, p. 54). The participantsin
Taradi et al.‟s study (2005) were also satisfied with their general results and with the
possibility of developing their higher thinking. They attributed the development of
the students‟ thinking to the efficacy of this approach, which addressed learners‟
diversity and needs, learner-centred learning and the careful design of the learning
activities and materials (Magnuson, 2005; Taradi et al., 2005; Yang et al., 2012), as
well as the flexibility of time the student had (Derby & Williams, 2010).
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5.4.6 Action research approach.
The actionresearch model enabled the research process in this study. In
traditional and conservative learning environments, such as Saudi higher education
(Alqarni, 2008; Alzahrani, 2011; Khateeb, 2012), action research is an appropriate
research design because it is a practical method thathelps the researcher to explore
participants‟ works individually and collectively (McNiff & Whitehead, 2005). This
enhances students‟ learning through providing high quality educational activities and
practices (Alshaikhi, 2009; Koshy, 2010). Additionally, the collaborative nature of
action research (Kemmis & McTaggart, 2005) is consistent with the nature
ofproblem-based learning(Barrows, 1996; Barrows & Tamblyn, 1980; Oliver, 2001;
Zabit, 2010). Findings of this study reflected these perspectives and also Kemmis
and McTaggart‟s (1988) and Lewin‟s (1946) rationale of applyingan actionresearch
design. The steps of Kemmis and McTaggart‟s model (see Section 3.3 in Chapter
Three) supported the facilitator in revising the general plan developed previously,
particularly after the results of the questionnaires. Results of the questionnaires
provided an essential opportunity to revise the general plan and give the participants
a training session to develop their weak skills in using the Blackboard LMS. Further,
monitoring the participants‟ reactions and responses throughout the course activities
and tasks gave the facilitator deep and rich data that assisted in justifying any other
results from other instruments. These data gathered from observing the participants
in both learning environments (face-to-face and online tools) empowered the
facilitator to evaluate, reflect and then revise the previous general plan from the
eleventh week. Consequently, the participants‟ performance developedconsiderably.
There were four main changes in the second cycle. According to the
participants‟ reflections and the facilitator‟s observations during the first nine weeks,
the general plan was revised as a second cycle. The key changes were:


Encouraging participants to ask deep questions in face-to-face and
online discussions.



Creating a competition between groups for the best project.



Intensive participation by the facilitator in the online environment.



Giving extra marks as a reward for those who critically discussed
and raised deep ideas and discussions.
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The social interaction and cognitive skills of the participants after the results
of the weekly topics, and also the two assessment tasks (during the first nine weeks),
were still unsatisfactory for the research‟s goals and plans. Although the
collaborative nature ofproblem-based learning(Barrows, 1996; Barrows & Tamblyn,
1980; Oliver, 2001; Zabit, 2010) gradually assisted most participants to overcome
their shyness and other cognitive habits, some changes increased the social
interaction and improved the highest possible level of their thinking. According to
the results, social interdependence and thinking skills improved in the second cycle
(from Week 11 to 16). The weakness was previously assumed, asproblem-based
learningand blended learning environments are considered new learning approaches
and methods in Saudi higher education (Ajeeb, 2008; Alsaadi, 2007; Husain, 2011;
Khateeb, 2012), especially in educational disciplines (Khateeb, 2012). Hence, when
students first meet a new idea, action research provides the best opportunity to
implement this idea (McNiff & Whitehead, 2005).
5.4.7 Barriers to the efficacy of problem-based learning and blended learning.
Conversely, regarding the positive results, there were some disadvantages
reported that may have hindered the efficacy ofproblem-based learningand blended
learning environments in facilitating participants‟ higher-order thinking. Those
disadvantages were mostly focused on four key areas:the new learning approach
used; time and effort required; the dependency among students; and the technical
difficulties.These were the most salient issues reported in the interview phase and
also written in the diary entries. The pedagogical and technical difficulties happened
becauseproblem-based learningand blended learning were new approaches for all
participants. Accordingly, their engagement and interaction were slow to begin with.
The major reason forthese disadvantages is the acknowledged traditionalism. For
instance, Ayman addressed the problem of traditionalism‟s effects on their
performance, which led to weak interaction among the participants. He stated:
One of the disadvantages ofproblem-based learningis that it is a new approach
for the Saudi student, as he never studied a school subject using this approach
during his entire educational path…. Thus, they find it difficult to take part in
the conversation and interact with the teacher and other students. (Ayman, Int.
3, p. 3, Line 133–137)

In addition to the Saudi educational system(Alissa, 2010; Alotaibi, 2007;
Alsonbol, 2008; Alzahrani, 2011; Bingimlas, 2010; Jafari, 2009), traditional learning
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led to many negative consequences, especially in the earlier weeks. Most participants
were passive receivers, which obviously led to weak interaction in the classroom and
in online tools. This result confirmed other studies in the Saudi context, which
emphasise no real interaction between students and their teachers when using online
tools or even in blended learning environments(Aldabbasi, 2002; Almussa, 2002;
Salem & Saraya, 2003),despite the massive advantages of blended learning
environments regarding high human interactions within those tools (Alebaikan,
2010; Garrison & Vaughan, 2008). Similar results existed in Yeh‟s (2009) study,
which confirms the present results: although the general performance of the students‟
critical thinking improved, there was a weak interaction between students. This may
affect the opportunity to develop lifelong learning skills (Khateeb, 2012). Interaction
with others is a key element in enhancing the quality of learning outcomes (Biggs &
Collis, 1982a), such as higher-order thinking(Ennis, 1987; Yeh, 2009; Zabit, 2010).
Hence, the participants were encouraged to increase their interactions and with the
facilitator by creating competition between groups to produce the best quality project
regarding its ideas and solutions. Additionally, intensive participation was performed
by the facilitator in the online tools to encourage students to receive quick feedback.
For those who participated effectively, discussed critically,and raised ideas and
discussions, extra marks were allocated as a reward.
These changes supported the learning environment and helped overcome the
difficulties of the unfamiliarity of problem-based learning and blended learning
environments. Consequently, they facilitated more and deeper interactions between
the participants in the second cycle. Day by day, the participants changed some of
their educational and personal behaviours, such as accepting criticism from other
students, as well as becoming independent learners. There was also increased
participation and interaction among students.
Support from the facilitator for all students was considered in the literature as
a type of encouragement that increased interaction between students and therefore
their thinking. Chiu (2006) confirms that to increase the interactions between
students in both face-to-face and online discussions, students need the teacher‟s
support in cognitive, affective, pedagogical and technical areas. This wide ranging
support assists students to build a good cognitive basethat facilitates students‟ critical
thinking. Razak and Lee (2012) and Collins (2012) confirm these results with their

Chapter Five

Discussion

239

research, whichfound that interaction between the group members and also with the
teachers in a meaningful learning environment, assisted engagement, and resulted in
higher-order thinking. The current results, after increasing the interaction with the
participants,led to similar results.
The time and effort required by participants was another disadvantage
ofproblem-based learningin a blended learning environment. The participants
observed the difficulties encountered by the facilitator to encourage them to engage
in a meaningful and active leaning process. Although they always came into the
classroom or were in the online discussion forum and could see everything was well
prepared, they acknowledged the big effort made by the facilitator. They also
mentioned the efforts made by the facilitator with regard to the training session,
Blackboard LMS guide, posters distributed inside the classroom and preparing the
tasks and content for each week. The participants agreed that the ultimate outcomes
of such efforts led to positive results. Youssef and Husainrevealed:
Problem-based learning in blended learning environment takes time and effort
when preparing and teaching, but the practical benefit that students which will
get through learning this approach is much bigger than the time it takes in the
preparation and application. (Youssef, Int. 15, p. 3, Line 145–147)
One of the major disadvantages ofproblem-based learningfor the teacher is
that it needs effort to express the problem, in how to train the students in it and
how to attract their attention. (Husain, Int. 7, p. 3, Line 140–141)

This result is consistent with some studies in the Saudi and extantliterature.
According to Alebaikan and Troudi (2010), one of the major challenges facing
faculty members in Saudi universities is lack of time.In the blended learning
approach, faculty members need more time to design digital content and the tasks of
their courses, as well as monitoring their students. Regardless of this, the time and
effort spent were crucial in enhancing participants‟ thinking. Brooks and Brooks
(1999) and Gupta (2005) assert progressive teaching practices take more time than
traditional lecture methods. Instruction in progressive classrooms challenges „the
more deeply rooted ways‟(Brooks & Brooks, 1999, p.15) to assist the change
process. One effective way to increase the effectiveness of students in university
lectures is to „reduce the time spent delivering formal lectures while increasing the
time students spend on learning tasks and developing critical thinking skills‟(Zabit,
2010, p. 19).This is to achieve the central component of education and enable
students to perform easily and convincingly (Garrison, 1991). The research findings
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confirmed the perspectives of Zabit (2010), Garrison (1991), and also studies in the
literature (Brooks & Brooks, 1999; Gupta, 2005).
The third issue to emerge in this research was the dependency among
participants. The tasks of the weekly topicsresulted in mixed contributions from
group members. Each group wanted to produce the best quality response on the
weekly topicto achieve the higher scores. Some participants were careless in doing
the required tasks. However, the facilitator was aware of that and tried to encourage
each group member to do their own task and support other members. In addition, the
three individual tasks acted as a powerfulinstigator for each participant to
concentrate on the activities and weekly topic responses. Results from the interviews
illustrate this observation. Ayman supported that:
Some students said that the groups have created „dependency‟among students
as the student depends on specific figures in the group to do the homework or
carry out the assignments given by the teacher. (Ayman, Int. 3, p. 3, Line 112–
116)

Although the participants preferred to learn collectively rather than
individually, as shown in the questionnaire results, the unfamiliarityofproblem-based
learningand blended learning environmentscontributed to this issue. Additionally, as
this subject was compulsory for all participants, all students wanted to attain high
scores. Thus, the skilled participants undertook more tasks than other less skilled
peers in their groups. Applyingproblem-based learningin this study encouragedthe
facilitator to play a crucial part in improving the learning outcomes of the
participants. However, the domination of traditional approaches is the main
challenge in Saudi higher education (Alebaikan & Troudi, 2010; Alqarni, 2008;
Jafari, 2009; Khateeb, 2012).In traditionalsocieties, the teacher is the only person
who holds the knowledge about any topic. Consequently, the participants remained
passive and dependent on their teachers‟ instructions in the first weeks of the
semester. Hence, there werefew opportunities to develop self-guidance skills,
collaborative problem solving skills, independent thinking, and communications
skills in classrooms (Pisutova-Gerber & Malovicova, 2009). With the facilitator‟s
encouragement and activities given each week, the participants gradually engaged in
meaningful learning (Keengwe et al., 2013) and mostachieved these skills.
The final issue that can hinder the process is technical difficulties. Three
major obstacles were encountered by the participants regarding the use of the
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Blackboard LMS at the beginning of the semester. However, all these obstacles were
quickly overcome. Firstly, as reported in the questionnaires with regard to the
participants‟ skills inusing the Blackboard LMS, the responses were „Weak‟ and
„Very weak‟, and a training session was undertaken. Secondly, some participants
could not access their accounts in the Blackboard system because of some technical
problems related to the Deanship of e-learning and Information Technology. The
facilitator contacted and visited the specialist in the Deanship and re-registered those
participants again in this subject. The final obstacle was the interface of the
Blackboard system, which was designed and written in English with all its options
and icons. Almost all participants could not understand those options because of
their weakEnglish language skills. To assist participants, they were advised to look
at the Blackboard LMS guidewhich had all English words translated to Arabic.
Another issue thatoccurred at the end of the semester was high usage on the
Blackboard LMS,which hindered almost all participants from getting access to their
Blackboard accounts. In part, this was because of King Faisal Universityproviding
online and distance learning programmes for thousands of learners. Those learners
use the same Blackboard LMS as on-campus students. As a result, the participants‟
performance in these weeks was affected by these technical difficulties. To avoid
this issue, the facilitator directed all participants to use their personal emails to keep
corresponding with other peers. Facilitator‟s observation shows evidence of these
technical problems. As students Muslem and Abdulmenam confirmed:
Sometimes I could not log on to the site because of the huge number of
students who use the site at the same time. So, I had to shut the university site
down and visit it later.(Muslem, Int. 14, p. 5, Line 219–220)
We faced difficulty when logging on the site because of the weakness in
network signals. That affected our trials to log on to the
Blackboard.(Abdulmenam, Int. 9, p. 5, Line 224–225)

The technical challenges in blended learning environments are an issue.
Findings in this researchare similar to many studies in the Saudi context. Although
there is a rapid growth in ICT tools in higher education institutions (Alebaikan,
2010; Almalki, 2011; Alzahrani, 2011), educators in the Saudi higher education face
many technical problems and challenges (Alebaikan, 2010; Alharbi, 2013;
Alhazzani, 2013; Almalki, 2011; Almdni, 2006; Almobairek, 2002; Almussa, 2002;
Alzahrani, 2011). The lack of technical support and skills leads to a general
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weakness in the learning process, especially when the instructors decide to use
online tools with their lectures (Alebaikan, 2010; Almdni, 2006; Almussa, 2002).
Therefore, there is a deficiency in providing an effective blended learning
environment (Alebaikan, 2010; Alhazzani, 2013; Almdni, 2006; Almobairek, 2002;
Almussa, 2002). Outside the Saudi educational system,other studies in the literature
confirm similar problems(Chiu, 2006; Gedik, Kiraz & Ozden, 2013; Hughes, 2005;
Jokinen & Mikkonen, 2013; Smyth, Houghton, Cooney & Casey, 2012).Technical
support must be provided for successful learning environments(Chiu, 2006; Hughes,
2007; Titterington, 2007). Technical issues are common in new environments (BL),
but the most important thing is that they must be resolved immediately to retain
students‟ engagement in the subject‟s activities (Alharbi, 2013; Kliger & Pfeiffer,
2011).
These difficulties were expected from participants, especially in the
traditional learning environments of Saudi Arabia. Written notes recorded obstacles
from the third week in the project. However, the facilitator endeavoured to avoid and
solve obstacles during the learning process from the first week. Regardless of these
difficulties, not only did problem-based learning motivate the participants to reach
the best performance, but also the blended learning environment emerged as another
essential factor that supported the participants during their learning. Hence, it can be
concluded that blending problem-based learning with an online learning environment
can result in improved learning outcomes quality, as found in literature.
In brief, the efficacy of combining problem-based learning and blended
learning to facilitate higher-order thinking in participants includes several key
elements: the advantages ofproblem-based learningand blended learning,the
facilitator‟s roles, learner-centred learning, policy makers‟ role, deep learning
outcomes and anaction research approach. Some barriers can also reduce this
efficacy and must be avoided.

5.5 Conclusion
The problem for this researchwas to investigate the impact of problem-based
learning within a blended learning context on thinking. Questionnaires, three types
of documents (three assessment tasks, online discussion posts and diary entries) and
interviews (focus and one-on-one) were used to gather data to assist in

Chapter Five

Discussion

243

investigating.The major findings, as illustrated in Figure 5.1 (see p.213), can be
summarised as the following.
The quantitative results of the three assessment tasks and online discussion
posts demonstrated a statistically significant effect (p<.0005) for the three
assessment tasks and online posts over the course of one semester, based on repeated
measures ANOVA and paired-sample t-test, respectively. This meant that the
participants‟ higher-order thinking gradually improved from the first week to the
final week of the semester. Qualitative findings of documents also indicated a
substantial improvement in participants‟ thinking abilities over the intervention time
from surface to deep thinking, and also from concrete to abstract reasoning.
Regarding

the

participants‟

perceptions

of

the

learning

approach

used(problem-based learning) in the blended learning environment, the majority of
the participants reported high levels of familiarity and expertise regarding using
technologies despite most of them not being formally qualified in this. Additionally,
results revealed that the participants‟ attitudes, beliefs, confidence and learning styles
were positivetowards learning throughproblem-based learningand blended learning
environments, although they had not had any online course or had not
previouslylearnt byproblem-based learning. They also were positive and confident
with their learning outcomes in general and with their higher-order thinking,
particularly whenever they learn withthese new approaches and methods.
Engaging the participants in real life problems led to increased motivation,
social interdependence among students, independent learning, cooperative and
collaborative learning, communication skills, problem solving skills and eventually
enhanced intellectual abilities. In addition, real life problems in problembasedlearning activities encouraged student-centred and self-directed learning.
Well-designed and deep activities,

and also

appropriate practices

throughproblem-based learningin a blended learning environment, were crucial in
enhancing the participants‟ thinking. This was a significant role forthe facilitator to
build and design authentic problems and follow the students‟ process during their
learning. Participationin the process to overcome any technical or pedagogical issues
that may have emerged throughout the learning process was also part of role. For
example, the training session given to the participants was an essential pre-
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requisitefor engaging them in the blended learning environment. Moreover, asking
deep questions encouraged participants to think differently; respond confidently with
deep

responses;

and

eventually

facilitate

their

thinking.

Constructivist

theoryunderpinned the approach (Brooks & Brooks, 1999; Russell, 2009; Savery,
2006) particularlythe constructive alignment system used byBiggs (1999) and the
principles of problem-based learning (Barrows & Kelson, 1993; Hmelo-Silver, 2004;
Sendag & Ferhan Odabasi, 2009).
Policy makers emerged as a key factor in facilitating higher-order thinking
among students, by creating an appropriate educational climate to useproblem-based
learningin a blended learning environment. They can ensure such facilitation is
possible. They alsoneed to support and encourage faculty members to modify subject
content to integrate new approaches and activities to achieve educational policy
objectives. Training and qualifying their faculty members to use active learning
approaches, such asproblem-based learningis a crucial dimension in this process.
Using an actionresearch design assisted the facilitator to modify and revise
the main plan according to the data gathered from the first weeks. Data gathered
from the questionnaires, participants‟ reflections and observing the participants in
blended learning environments helped the facilitator to evaluate, reflect and then
revise the previous general plan from the eleventh week. Several adjustments were
made and therefore the participants‟ thinking performance was considerably
developed.
Two major challenges which may hinder participants from reaching the
higher level of their thinking were identified in this research: pedagogical and
technical

difficulties.

The

pedagogical

difficulties

comprised

the

unfamiliarityofproblem-based learning, the time and effort needed, and the
dependency among students on direct instructions from their teacher. Technical
issues discussed in this chapter added to the problem another dimension and it can be
attributed to the dominance oftraditionalism in Saudi higher education.
In general, the efficacy ofproblem-based learningin a blended learning
environment was evidenced by many indications. The positive results of the
questionnaires and the documents were reported by the participants in the interview
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phase. The participants attributed their improvement inhigher-order thinking skills
and dispositions to the efficacy of blendingproblem-based learningwith online tools.
The future of embracing change and transition in a modern society and
economy is conditional. The promising results with regard to the students‟ higherorder thinking, social and other personal skillsindicate that the essential issue is not
with the Saudi higher education policies or students. It really lies with the practices
in classes in these universities, and the willingness to embrace change and
embracenew teaching and learning strategies that are less instructive.This ultimately
supports the development of digital technologies in the education sector in particular,
as well as other aspects of daily life. Technologies and active learning approaches
must be understood as constructive methods,rather than threats to the local
educational culture. In turn, this may overcome any challenges encountered. Several
implications are provided in the following chapter, based on the current situation.

5.6 Summary
The current chapter investigated the development of students‟ higher-order
thinking throughproblem-based learningin a blended learning environment in one
Saudi university. Key findings were presented and then critically discussed.
Structurally, the discussion was divided into three major sections. Firstly, the
participants‟ perceptions ofbothproblem-based learningand

blended learning

environments were investigated and discussed. The second section focused on
indications of the development in participants‟ higher-order thinking. The third
section discussed key elements that indicated the efficacy ofproblem-based
learningin a blended learning environment in facilitating participants‟ thinking. This
section included: the advantages ofproblem-based learningand blended learning, the
facilitator‟s roles, student-centred learning and its practices, policy makers‟ roles,
deep learning outcomes, the actionresearch approach and several barriers that might
have hindered the efficacy ofproblem-based learningand blended learning. All these
results were compared and contrasted to the theories and existing knowledge in both
Saudi Arabia and the wider literature.
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6.1 Introduction
Developing higher-order thinkingin students has become an essential target
for all educational institutions across the world. With the new „digital generation‟,
using digital technologies has become a fundamental factor assisting in developing
students‟ thinking. However, merely using those technologies without any
consideration of learners‟ natures, needs, preferences and learning styles may hinder
those educators from achieving this target, along with national polices. To achieve
this goal, effective learning approaches should be considered. This research explored
the efficacy ofproblem-based learningto enhance participants‟ higher-order thinking
through a blended learning environment in Saudi Arabia. Additionally, students‟
perceptions of the opportunities to develop their thinking within a blendedproblembased learningapproach were sought. Due to the fact that Saudi higher education is a
traditional educational environment, conducting this research through implementing
an actionresearch design was the most appropriate research design. It enabled
observation of participants‟ reactions and responses throughout the course activities
and tasks. Althoughthis learning approach and the blended learning environmentare
considered new educational approaches and media, they revealed a high level of
efficacy in facilitating students‟ thinking,as well as many other social and personal
skills. This may be the beginning of a constructive transformation, through
developing the infrastructure to change traditional teaching and learning approaches
that exist in many conservative and collectivist societies such as Saudi Arabia. It also
can overcome the limitation of the old ways and therefore embracethe change and
transition into a more modern society and economy.
The previous chapter discussed the results of this study and were compared
and contrasted to the theories and the existing literature. This conclusion chapter
offers a summary of the key results that answered the following research question:
What is the relationship between a problem-based learning approach and the
development of higher-order thinking of undergraduate students in blended
learning environments in Saudi Arabia?
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The two sub-questions derived from the main question were also answered:
What are indications of higher-order thinking in blended learning
environments when undergraduate students learn through problem-based
learning approach?
What are students‟ perceptions of the opportunity to develop their higherorder thinking through problem-based learning approach in blended learning
environments?

This chapter, additionally, examines the implications of the research
findings. Strengths and further directions are reported and discussed.

6.2 Summary of the Key Research Results
This section summarises the significant results revealed from the different
instruments. Those results are classified in three main subsections as the following
sequence.
6.2.1 Participant’s perceptions of problem-based learning and blended learning.
The general results of the participants‟ perceptions ofproblem-based
learningand blended learning environment were positive. Although almost all the
participants were experienced regarding their background knowledge and ownership
of computers, the majority of them were not qualified in ICT training programmes.
Moreover, despite the participants‟ skills as„Good‟ and „Very good‟ with using the
internet, playing online games and posting messages in forums, their perceived skills
were „Very weak‟ for using Blackboard LMS. However, the participants‟ attitudes
were positive towards learning in a blended learning environment to assist
development of their reflective thinking. They also thoughtthat the Blackboard LMS
was an effective learning tool, and the materials provided by the teacher through this
tool were preferred. Positive attitudes were reported towardsproblem-based learning.
Although the participants showed positive attitudes, there were no real reactions or
actions that reflected their attitudes and motivation in the first weeks. They mostly
actedlike receivers in the classroom and contributed little in the online tools.
However, in the second cycle of the research, most participants became more active,
confident and posted many critical posts.
Results of the questionnaires showed that blended learning andproblembased learningcan generally promote participants‟ thinking. Most participants
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believedthey could think positively, promote their thinking, improve their learning
outcomes and become more interactive in class. Additionally, employing effective
learning approaches encouraged them to be active learners and then think deeply.
Almost all participants were confident regarding their cognitive and intellectual
abilities in blended learning environments and when trying new learning approaches.
They were confident in discussing problems in both online and class discussions.
However, they were less confident in sharing files with their peers and teachers on
Blackboard LMS. This result may reflect their weak skills in using Blackboard LMS.
As highlighted in the literature (Smith & Bond, 1993; Triandis, 2001),
learning collectively rather than individually was preferred. Connecting to their
culture, the majority of participants thoughtthat learning in a group assisted them to
think critically, remember things better, play constructive roles and learn better in
general. Despite evidence of a collective learning style, they preferred to work alone
on their assignments, rather than with group members. This might be because this
subject is a compulsory for all students in the Education Faculty and therefore they
wanted to achieve the highest possible marks individually.
6.2.2 Participants’ higher-order thinking.
Quantitative and qualitative results of the three assessment tasks and online
discussions forums revealed a statistically significant improvement in the
participants‟ higher-order thinking over the course of one semester (p<.0005, see
Table 4.14 and Table 4.19 on p.162 and p.172 respectively). Results of descriptive
statistics of the assessment tasks showed an increase in the mean of assessment tasks
from the first task to the third one. This increase means there was an improvement in
participants‟ scores on the three tasks over time (from Week 2 until Week 17). This
result was confirmed by the results of one-way ANOVA test, which was conducted
to compare these tasks‟ scores over the intervention time. Results showed a
statistically significant effect (p<.0005, see Table 4.14 in p.152) for the three
assessment tasks over the intervention time in general, and also between each task‟s
score to another.
The qualitative results of tasks confirmed the quantitative results and clarified
that the performance of half of the participants in the first task improved from the
uni-structural level to the multi-structural level in the second task (see Table 4.16,
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p.163). Further, by the end of the semester, over half of the participants performed at
the multi-structural level and the rest progressed to the relational level on the SOLO
taxonomy,which classified their thinking asdeep (higher-order thinking), according
to Biggs and Collis‟s (1982a, 1989)model. However, there were no responses
assessed as extended abstract, which is the highest level of SOLO taxonomy, across
the three tasks, although use of some verbs indicated higher levels of thinking in
those responses. More attention was given to the quality rather than the quantity of
responses in the second and third tasks. The participants realised that the quality of
the response was needed rather than the response‟s length. Thus, they endeavoured
to provide high quality ideas and thinking, logical introductions and conclusions in
their responses, especially in the third task.
Supporting these results, many critical and deep posts were posted on the
online discussions forum, especially in the second half of the semester. In the earlier
stage, the Blackboard LMS was used as a delivery tool among the participants. If
there were some contributions in the forums, most posts were either irrelevant (e.g.,
appreciations and greeting posts) or repeated the content of their groups‟ projects.
However, in the second cycle (from the eleventh week), many responses were posted
in the online forum and characterised as detailed, deep, wide and lengthy in their
quality, although there were still some irrelevant posts. Overall, the qualitative
findings of online discussion posts confirmed the findings of the three assessment
tasks. Both findings indicated an improvement in participants‟ thinking abilities over
the intervention time, from surface to deep and also from concrete to abstract
thinking.
Diary entries and interviews also confirmed the finding of the assessment
tasks and online discussions‟ posts. At the beginning, dependency was a salient
aspect of the participants‟ thinking, as the students were like receivers of the
facilitator‟s sayings or directions. They rarely participated in discussions and
askedfew questions. When they did ask questions, those questions tended to
beshallowor inaccurate. They also found it difficult to respond to the deep questions
made by the facilitator. However, later after revising the general plan, participants
gradually became more independent and confident in their thinking. They started to
discuss confidently the raised problems and link them logically with other issues.
Additionally, the participants‟ thinking was characterised as objective, organised,
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flexible, deep and critical. Responses on weekly topics confirmed this
improvement,showing that almost all the projects were evaluated at a multistructural and relational level. The interview results confirmed these observations
and the participants asserted that the advantages of learning throughproblem-based
learningin a blended learning environment fundamentally facilitated their
opportunities to develop and expand their thinking to the higher possible level.
6.2.3 Efficacy of problem-based learning and blended learning
The development of the participants‟ thinking was principally attributed to
the learning approach used in the blended learning environment. Many indications
revealed the vital role of blendingproblem-based learningwith online learning tools
as a major reason behind thisimprovement. Interview findings confirmed this
assumption as they emerged from questionnaires, assessment tasks, online
discussions and the diary entries. The participants attributed their improvement to the
efficacy ofproblem-based learning, as a student-centred rather than teacher-centred
approach, in the blended learning environment, which resulted in better quality
learning outcomes. They revealed many indications and evidence that support this
conclusion.
First of all, some participants asserted that the real life problems discussed in
both classrooms and online discussions forums stimulated them to think deeply and
critically, rather than merely discussing them superficially. This process consumed
more time than traditional learning. Hence, the limited lecture time was insufficient
to discuss each opinion ofgroup members. The blended learning environment
overcame this issue and provided flexibility in time, place and sources. Therefore,
many logical responses and questions were posted confidently in the online tools
which may not have appeared in face-to-face discussions. This facilitated not only
the intellectual abilities of students, but also increased their motivation, social
interdependence, independent learning, cooperative and collaborative learning, and
communication skills.
Another significant factor that increased the efficacy ofproblem-based
learningin the blended learning environment, in the development of the participants‟
thinking, was the facilitator‟s role. As suggested by many theories and studies in the
literature, the facilitator plays an essential role in designing deep activities and
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applying appropriate practices. The participants in the interview phase appreciated
those roles, which included asking deep questions, providing immediate feedback in
online tools, overcoming pedagogical and technical difficulties, explaining the
assessment strategy of the participants‟ efforts, and announcing the subjects‟
objectives at the beginning of the semester. Findings emphasisedthat these key
facilitator roles contributed to the transmission of the learning process from the
surface to a deep level.
Creating an appropriate educational climate to encourage educators to use
effective and active learning approaches, as well as activating the new technologies,
is one of the most important policy directives. Toachieve Saudi educational policies
regarding the development of students‟ thinking, participants suggested that policy
makers must encourage and support instructors to modify their subjects‟ content to
integrate new approaches and activities, improving students‟ intellectual abilities.
Additionally, the university‟s facilities, such as computers and other technologies,
need to be available for all students and lecturers. This availability fundamentally
supports the students‟ learning and eventually keeps them thinking continuously.
Most importantly, policy makers should train and qualify their faculty members and
students to deal with new and active approaches, as well as modern technologies.
Using action research is a suitable research design for conservative and
traditional educational environments. It enabled the facilitator to explore deeply,
observe and understand the participants‟ activities and practices individually and
collectively, and was the most valuable part in this study. It provided an important
opportunity to evaluate, reflect and then revise the previous general plan to support
the professional development of participants in attaining the goals. This
contributedto efficacy of the learning approach and media used to produce deep
learning outcomes. Due to the traditionalism in the Saudi educational system, and
the unfamiliarityofproblem-based learningand blended learning environments for all
participants, there were two major challenges that might have delayedhigher-order
thinking development. These challenges were pedagogical and technical. The
pedagogical challenges included the newness ofproblem-based learning, the time and
effort required, and the dependency among students. Although these challenges were
expected, they were resolved rapidly and overcome inthe earlier weeks.
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Generally, the results showed areal potential of taking the benefits of both
active learning approaches and effective technologies. Blendingproblem-based
learningwith blended learning environments offered better quality learning
outcomes. Many cognitive, learning, social and personal skills were developed in
this study and are supported by several results from other research tools. Results also
were confirmed, or rarely refuted, by studies from the Saudi and global contexts.
Some implications of this research‟s results arediscussed in the following section.

6.3 Implications of the Research Results
The dominant traditionalism in Saudi higher education institutions, and in
many developing countries, has not helped attain the objectives of educational
policies. Saudi educational policy emphasises developing a sense of a community‟s
problems, such as the cultural, economic and social problems among students, and
prepares them to contribute to solutions. It also asserts that encouraging and
developing the spirit of scientific thinking and research strengthens the ability to
view and meditate, and to recognise the wisdom of God in creation,enabling the
individual to play an active role in building and guiding social lifeproperly.
However, these objectives are difficult to achievein traditional education
environments, which merely serve students withinformation and focus on
memorisation and recitation processes. With the current digital generation, effective
learning, activities and practices must be provided in any educational environment.
Hence, and based on the present research‟s results, the framework for the
research context presented earlier in Chapter fivecan be used to devise an action plan
for the implementation of problem-based learning in blended learning environments
in the Saudi context (see Figure 6.1). This framework contains several contextappropriate recommendations for both policy makers and instructors (facilitators).
The concentration on policy makers and facilitators is due to them being able to
manage and drive changes in education. According to Robertson et al.
(2007),„management of change requires taking the policy and translating its
intentions into practice‟(p. 35), by considering the change efforts of teachers and
teachers‟ educators with policy makers, working together to develop more effective
frameworks (Goldmann, 2007). They can eventually break the traditionalism in topdown systems, such as in Saudi Arabia.
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Figure 6.1.The framework for the research context was used to devise an action plan.

6.3.1 The roles of policy makers.
The first substantial component of the action plan proposed is policy makers
in higher education institutions and their key roles in creating effective learning
environments for producing a better quality of learning outcomes. Policy makers
have a powerful role to facilitate the changes and manage them by collaborating with
other faculty members in the institution. They must understand and meet the
challenges of the twenty-first century and then effectivelycommunicate, access
information, learn to employ emerging technologies (Anderson & Glenn, 2003) and
support effective teaching and learning experiences (Culp et al., 2005). Some
recommendations to policy makers are addressed in the following paragraphs with a
careful consideration of the significant work done earlier (Alebaikan, 2010; Alharbi,
2013; Alissa, 2010; Alkabbaa et al., 2012; Almalki, 2011; Alsharidah, 2012;
Alzahrani, 2011; Anderson & Glenn, 2003; Biggs, 1999; Chiu, 2006; Culp et al.,
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2005; Gedik et al., 2013; Goldmann, 2007; Kemmis & McTaggart, 1988; Khateeb,
2012; Robertson et al., 2007).
First of all, professional training for instructors is essential to equipthem with
the increasing needs of the current digital generation. Policy makers should increase
the number and diversity of training programmes provided in their institutions. As
presented in the literature review chapter (see Section 2.4.4 in Chapter Two, p. 79),
there were no training programmes directed to faculty members about using active
learning approaches, such asproblem-based learning,as well as activatingthe blended
learning environment in university courses. Instead, almost all programmes are in
general topics, such as distance learning, time management, information awareness
and Blackboard. Thus, creating new programmes has become vital and essential to
assist faculty members improve their sense of responsibility (Alkabbaa et al., 2012)
and employ meaningful approaches for better and active graduates to succeed in the
twenty-first century (Khateeb, 2012). Such training programmes should be taken
twice each semester by each instructor to keep pace with new trends in the field. This
would enhance the level of awareness and self-efficacy of the instructors towards the
learning and teaching approaches, and also the most recent technologies (Alzahrani,
2011; Chao, 2003; Jafari, 2009; Jungert & Rosander, 2010). Most importantly, when
instructors aretrained by such training programmes, they will definitely have the
ability to transfer knowledge and expertise to their students (Jafari, 2009).
Eventually, learning outcomes will reflect the education policy of the institution.
Secondly, policy makers should afford, maintain, and increase the number of
technological facilities, both software and hardware, in their faculties to support the
integration of blended learning environments with the curriculum. They should also
provide continuous technical support for all users of these ICT tools. Several
participants asserted the deficiency of ICT and particularly the computer labs, as
well as the internet wireless in the faculty, compared with the largenumber of
students in the Education Faculty. They also suffered from some regulations and
rules inside the faculty that prevented them from using some computers after the
lecture time. Therefore, they had to wait for several hours, or sometimes overthe next
couple of days, to use facilities in the computer labs. This was an obstacle to
finishing their projects and tasks on time. This recommendation enables students to
access their emaileasily, surf the internet and communicate with other peers in their
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class to keep working on their tasks and projects. It also facilitates the integration of
blended learning environments into the curriculum and ensures learning approaches
would be effectively utilised. Unfortunately, the deficiency of the ICT infrastructure
hindered students from appropriate progress in their learning and delayed
opportunities to develop their thinking skills. This integration into the curriculum
cannot occurinstantly(Robertson et al., 2007).Policy makers should accelerate this
change to boost the learning environment to the most appropriate and effective level.
Encouraging instructors to combine active learning approaches with recent
technologies is another role of policy makers. After establishing a variety of the
training programmes in higher education institutions, increasing the motivation of
instructors to be involved in these programmes is the next step. Then comes,
supporting the faculty members to employ what they have learnt in their subjects and
courses. Policy makers should strengthen instructors to shift from teacher-centred
learning, which dominates higher education as the „king‟ of traditional education
(Alqarni, 2008; Spence, 2004), to adopt student-centred learning. This change can be
applied whenever effective learning approaches are supported and used. Policy
makers also should support their faculty members to activate those LMSs, such as
Blackboard, to blend with those active learning approaches. Technical and
pedagogical support need to be provided to overcome any obstacles that may
happen. Due to the increasing instructional load of lecturers at most universities
(Quwaizani, 2008), rewards are recommended to support enthusiastic lecturers
(Beattie, Thornton, Laden & Brackett, 2013; Docherty, 2013; Friesen, 2013), who
practice effective approaches and stimulate their students by using a blended
learning environment. This encouragement can create a supportive educational
climatefor both instructors and students.
6.3.2 The roles of facilitators.
The second component of the proposed action plan is that teachers need to be
facilitators. The role of the teacher in such effective learning environmentshas
changed from a knowledge holder to a facilitator of the learning process (Abdullah,
1998; Alshaikhi, 2009; Barrows, 1996; Barrows & Kelson, 1993; Biggs, 1999, 2003;
Hmelo-Silver, 2004; Khateeb, 2012; Tan, 2009; Tan et al., 2009). Many facilitator
roles emerged from this study and support constructivist theory (Brooks & Brooks,
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1999; Russell, 2009; Savery, 2006), the constructive alignment system (Biggs, 1999)
and the principles ofproblem-based learning(Barrows & Kelson, 1993; HmeloSilver, 2004; Sendag & Ferhan Odabasi, 2009). These roles assist students to engage
in a useful and supportive learning process, which gradually facilitates participants‟
thinking skills. Hence, several recommendations werehighlighted, and the literature
was considered. They are classified into three main subsections, which are:
employing active learning approaches, using blended learning environments and
attaining desirable learning outcomes.
6.3.2.1 Employing active learning approaches.
Facilitators should make the most effortin performing in this action plan.
Achieving the roles of policy makers and creating a supportive educational climate
in

an

institution

empowers

the

facilitators

to

undertake

their

crucial

rolescomfortably. The first role is effectively integrating active learning approaches
in their curriculum. This would enhance many students‟ skills and cognitive abilities,
such as higher-order thinking(Alshaikhi, 2009; Barrows, 1996; Biggs, 1999, 2003;
Buranapatana, 2006; Faqeehi, 2006; Gupta, 2005; Kim, 2009; Taradi et al., 2005;
Yang et al., 2012; Yeh, 2009). However, using active learning approaches with
authentic problems, such asproblem-based learning, usually promotes deeper
understanding (Buranapatana, 2006; Chiu, 2006; Kim, 2009; Kim, 2009; Savery &
Duffy, 1996; Taradi et al., 2005) and increases students‟thinking skills
(Buranapatana, 2006; Gupta, 2005; Kim, 2009; Kim, 2009; Lee, 2003; Taradi et al.,
2005; Thadphoothon, 2005; Yang et al., 2012). Thus,problem-based learningis
recommended for faculty members and teachers in education.
Using deep activities and practices is another key role. According to the
results of this research and many other studies (Alshaikhi, 2009; Biggs, 2003;
Bingimlas, 2010; Jafari, 2009; Khateeb, 2012), well-designed activities and
appropriate practices were crucial in creating a constructive learning environment
where students‟ higher-order thinking is enhanced. These activities assist students to
analyse and evaluate information critically, acquire teamwork skills, think
independently (Lave & Wenger, 1991; Pisutova-Gerber & Malovicova, 2009) and
construct knowledge (Russell, 2009; Savery, 2006; Savery & Duffy, 1996). One of
the ways is by designing real life problems thatcan encourage students to engage
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actively and deeply in authentic activities and tasks (Savery & Duffy, 1996), and
create new solutions by using a much wider number and range of resources and
knowledge (Tan et al., 2009). Theories, practical research and results of this study
emphasised the importance of designing real life problems that engage students in a
problem solving process to reach higher cognitive levels (Anderson et al., 2001;
Barrows, 1996; Beyer, 1995; Biggs, 2003; Biggs & Collis, 1982b; Brookfield, 1987;
Fisher,

2001;

Savery

&

Duffy,

1996;

Sendag

&

Ferhan

Odabasi,

2009).Consequently, this should meet students‟needs and demands to accomplish
positive outcomes, graduate critical thinkers and achieve educational policy
objectives (Ajeeb, 2008; Alamri, 2005; Jafari, 2009; Yusuf, 2009).
Facilitators should, further ask students more deep questions to deal
consciously with a problem, instead of providing them with information or the
correct thinking. This procedure of asking open-ended, thoughtful questions (Brooks
& Brooks, 1999; Khateeb, 2012) and making judgements to establish meaning and
verify accuracy considers the participants as critical thinkers (Beyer, 1995; Bloom,
1956; Ennis, 1987; Paul & Elder, 2001). This can enhance the highest possible level
of their thinking and engage them in deep learning (Alshaikhi, 2009; Barrows, 1996;
Slack et al., 2003; Trigwell & Prosser, 1991; Whittle et al., 2000; Yang et al., 2005).
Further, using a variety of questions, such as reflective, synthesis, recall and
inference questions, in discussing problems stimulates the participants to ask more
insightful questions and present numerous critical opinions (Buranapatana, 2006;
Gupta‟s, 2005).
Action research designs offer facilitators the opportunity to accomplish these
recommendations. In traditional learning environments,such as the Saudi context
(Ajeeb, 2008; Almalki, 2011; Alsaadi, 2007; Alzahrani, 2011; Bingimlas, 2010;
Husain, 2011; Jafari, 2009; Khateeb, 2012; Thadphoothon, 2005), many pedagogical
and technical obstacles canoccur. McNiff and Whitehead (2005) asserted that action
research provides the best opportunity to implement new ideas, especially if students
are engaging in these new environments for the first time. There are many benefits to
using this design. It is a practical method thatenables facilitators to explore
participants‟ work individually and collectively (McNiff & Whitehead, 2005),
provides good quality activities and practices, and directs the facilitators to reach
positive results (Alshaikhi, 2009; Koshy, 2010). The collaborative nature of action
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research (Kemmis & McTaggart, 2005) andproblem-based learning(Barrows, 1996;
Barrows & Tamblyn, 1980; Oliver, 2001; Zabit, 2010) is compatible with the social
aspect of collectivist contexts (Smith & Bond, 1993), such as Saudi Arabia. As
facilitators have opportunities to monitor, train, evaluate, reflect and revise the
general plan, many pedagogical and technical challenges will be overcome and the
learning process will be supported.
6.3.2.2 Using blended learning environments.
The second major domain of the facilitators‟ roles is the effective blend of
online tools with the face-to-face classes. With the current digital generation
(Alzahrani, 2011; Gao et al., 2010) and the explosion of new technologies (Wang et
al., 2013), there is demand for taking advantage of both online technologies and
face-to-face instruction (MacDonald, 2008) to support learning environments and
deliver coursesappropriately. Results of this study revealed high attitudes and good
skills of students to learn in blended learning environments and try new learning
approaches. As a result,a significant improvement of students‟ higher-order thinking
and many other skillsoccurred. Thus, facilitators should increase their students‟
„exposure, knowledge and experience to digital technology use, as well as
pedagogical applications and implications‟ (Robertson & Al-Zahrani, 2012, p. 1146)
to gain many advantages. Those advantages are potentially powerful inenhancing
students‟ thinking skills, achievement, social skills, critical thinking, collaborative
and cooperative learning, reducing isolation and providing psychological support
(Borstorff & Lowe, 2007; DeLoach & Greenlaw, 2007; Garrisonet al., 2001; Hazari,
2004; Kathawala & Wilgen, 2004; Ogunleye, 2010; Rabak & Cleveland-Innes, 2006;
Taradi et al., 2005; Yang et al., 2012; Yeh, 2009).
During the learning through these environments, facilitators should provide
feedback and technical support to all students. Great levels of student satisfaction
were established regarding the immediate responses made by the facilitator to some
pedagogical and technical challenges in the blended learning environment. This
increased the students‟ engagement in the subject‟s activities (Alharbi, 2013; Kliger
& Pfeiffer, 2011) and kept them on track to contribute with deep and critical
thoughts in the discussions. The literature has acknowledged suchroles in blended
learning environments that transfer the learning process from the surface to the deep
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level (Barrows, 1996; Biggs, 1999; Chiu, 2006; Derwin, 2008; Garrison et al., 2001;
Godat & Whiteley-De Graaf, 2007; Gupta, 2005; Khateeb, 2012; Kim, 2009; Kim,
2009; McVerry, 2007; Taradi et al., 2005; Thadphoothon, 2005).
Facilitators should additionally train students to use LMS and its tools
properly in the first weeks of the semester. Regardless of the positive attitudes of
students towards using computers in this research, their confidence in using
computers was completely different (Robertson et al., 2007). Therefore, we must
understand that learners‟ self-efficacy, motivation and computing habits will be
effectively boosted by training and frequent exposure to computers (Robertson & AlZahrani, 2012) to allow students to engage in higher-order thinking (Collins, 2012).
6.3.2.3 Attaining desirable learning outcomes.
By accomplishing the two fundamental roles of the facilitators (employing
active learning approaches and using blended learning environment) effectively in
the supportive educational climate, many desirable learning outcomes will be
attained. Confirming the results of this research, several studies‟ findings in the
literature revealed that the effect of blendedproblem-based learningactivities was
positively established and led to an improvement of students‟ thinking (Magnuson,
2005; Taradi et al., 2005). Derby and Williams (2010) justified the positive result of
using blended problem-based learning, rather than merelyproblem-based learning, by
numerous advantages of the blended learning environment in supporting the learning
approach and students‟ learning, creating an encouraging atmosphere for learning.
Students in this type of environment use several sources and judge the sources‟
credibility to support and evaluate their arguments or claims (Beyer, 1995;
Brookfield, 1987; Fisher, 2001). These sources enhance students‟ creativity and
responsibility to build constructive knowledge (Barrows, 1996; Barrows & Kelson,
1993; Tan et al., 2009) and higher-order thinking (Chiu, 2006).
In summary of the action plan proposed, and according to the study‟s results,
if policy makers followed the recommended roles and participated in preparing and
enhancing the educational climate of their institutions, there will be many
opportunities for faculty members to be more creative and active. Further, a
significant responsibility in this proposed plan relies on the faculty members as
facilitators. They have vital roles that should be undertaken to yield many desirable
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learning outcomes vital in the twenty-first century. According to this research, the
desirable behavioursdeveloped in students are cooperative and collaborative learning
skills, student-centred learning, independent learning, social interdependence,
communication skills, intellectual abilities and deep learning. All these skills were
confirmed by the theories and other studies in the literature.

6.4 Strengths of the Research and Further Directions
This research is located in the area of education technology and aims to
strengthen this field by combining some effective learning approaches to facilitate
students‟ abilities. This section discusses the strengths of the research and also
provides some directions for further research.
6.4.1 Strengths of the research.
There are several strengths of the present research, despite its reported
limitations (see Chapter One, p. 20). First of all, and as far as this research has
revealed, there have beenno studies conducted previously that investigated the
development of students‟ higher-order thinking throughproblem-based learningin a
blended learning environment in Saudi Arabia. The few studies in the field of
medical education in Saudi higher education were merely descriptive studies that
used questionnaires to investigate the perceptions ofonlyproblem-based learning.
This can be attributed to the unfamiliarity of these learning approaches, as well as of
blended learning environments. Another reason behind this lag is the dominant
traditional approaches that depend on memorisation and recitation in both higher and
general education.
The second and key strength is that this research investigated three main
components, which were: higher-order thinking, problem-based learning and blended
learning environments. Regarding the literature, this research is considered as one of
the rare (possibly the only) studies that have investigated these three components
clearly. All previous studies, to the best knowledge of the researcher, examined these
components separately to each other. Other studies used different learning
approaches, rather than problem-based learning and examined their efficacy to
facilitate higher-order thinking in purely online learning environments, which is
different tothe aim of the present research.
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Action research design was the third and unique strength of this research.
This research design added a strong aspect in terms of its practical benefits that
assisted the researcher to reach the best possible results. Collecting many data from
different instruments and analysing them quantitatively and qualitatively was a
significant advantage of action research to again accurate and reliable findings. In
the Saudi context, almost all studies in this regard were descriptive research designs
that relied on using only questionnaires as data collection instruments. In contrast,
most

studies

in

the

literature

use

mixed-method

research

designswith

bothquantitative and qualitative techniques. Action research provides more in-depth
understanding to the problem under investigation by enabling the researcher to
collect massive data through observations, oral communications, written reflections
and documents, and interviews. Ultimately, they all assisted in resolving the problem
and producing positive results.
Finally, the SOLO taxonomy wasmainly used to establish the extent to which
higher-order thinking had taken place in the students‟ responses in all documents
collected (assessment tasks and online discussions). This pedagogical framework
provided an accurate assessment of the quality of students‟ responses. It has many
verbs as indications that assisted the facilitator to evaluate each written idea
precisely. This qualitative measure was different from many studies in the Saudi and
global contexts that usually measure students‟ responses quantitatively,or may use
some other general rubric.
6.4.2 Further directions.
This research has highlighted one of the active learning approaches (PBL)
that encouraged enhancement of students‟ higher-order thinking when they learnt in
a blended learning environment. However, there are several other active learning
approaches that may lead to the same positive results in both the Saudi and global
context. Hence, based on the research‟s findings and the study‟s limitations, further
studies are needed to examineother learning approaches in a blended learning
environment. The outcomes and results of the present research may be different if
conducted with a different learning approach, or even in different disciplines.
Additionally, this research focused on male students in the eastern part of Saudi
Arabia. Thus, similar studies should be encouraged and are recommended for Saudi
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female students in the same university and also in other placesor contexts. As the
present research was conducted in one of the Saudi higher education institutions,
namely the Education Faculty at King Faisal Universityin Alhassa city, further
research should be conducted in other universities. This would confirm the results of
this research and increase the generalisability.
The focus of the present research concentrated on higher education.
Therefore, other studies should be conducted in general education with different
school levels, such as primary, intermediate and secondary. Studies, in both higher
and general education, that replicate the same processes and follow the action plan
proposed inthis research would contribute to a better and deeper understanding of the
efficacy ofproblem-based learningin a blended learning environment, in facilitating
students‟ higher-order thinking. Further, subsequent research is needed to explore
thechallenges and obstacles that might prevent policy makers and faculty members
from activating such active approaches in a blended learning environment. This
would clarify the wide absence of effective practices in the Saudi higher education
context.
Most importantly, as no comparison groups were used in this study (as
reported in the research‟s limitations), further studies using comparison groups are
needed to distinguish the contribution of the learning approach and blended learning
environmentclearly. Using several groups of which only some use active learning
approaches, and others use the same approach but with an activated blended learning
environment is crucial. The results should then be compared; this could reveal the
real efficacy of blended learning environments in facilitating students‟ thinking
abilities, especially when used with active learning approaches.

6.5 Summary
The current chapter consists of a summary of the research key findings,
which includes the participants‟perceptions of problem-based learning and blended
learning, higher-order thinking of participants and the efficacy of problem-based
learning and blended learning in facilitating higher-order thinking. Implications of
the research‟s results and a proposed action plan are addressed. Then, the strengths
of the research and further directions are discussed. This research has employed and
followed the constructivist paradigm with an action research design, which led to
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many desirable results. The results emphasised that students‟ higher-order thinking
was facilitated by learning through problem-based learning in a blended learning
environment. Consequently, an action plan was devised to assist Saudi policy makers
and facilitators with recommendations and and strategies for facilitating students‟
higher-order thinking through problem-based learning in a blended learning
environment. Implicit in making this process work is how to best harness the skills
and competences inherent in conservative collectivist social practices.

263

References

264

References
Ab Kadir, M. A. (2009). Rethinking Thinking Schools, Learning Nation: Teachers
and Students' Perspectives of Critical Thinking in Singaporean Education.
Unpublished Thesis, University of Melbourne, Melbourne Graduate School
of Education.
Abdulaty, A. (2006). The effectiveness of the designed course via the Internet on the
development

of

the students’

outcomes

at

Alexandria

University.

Unpublished Ph.D Thesis, University of Alexandria, Alexandria, Egypt.
Abdullah, M. H. (1998). Problem-Based Learning in Language Instruction: A
Constructivist Model. Bloomington, IN: ERIC Clearinghouse on Reading,
English, and Communication. [ED423550].
Afaneh, E. (1998). The Level of Critical Thinking Skills to Students in the Faculty of
Education in the Islamic University in Gaza. Palestine Journal of
Educational Research and Studies, 1(1), 115-130.
Ahmad, G. H. (2006). The Relationship between Critical Thinking and Creative
Thinking and some Environmental Variables: Family and School.
Unpublished Master Thesis, Suez Canal University, Ismailia, Egypt.
Ajeeb, W. M. (2008). The Efficiency of the Problem-Centred Learning Strategy
Associated with Resource Centres on the Development of Academic
Achievement and Creative Thinking in the Biology Course among First
Grade High School Students in Makkah. Unpublished Ph.D Thesis, Umm AlQura University, Makkah.
Al-Fadhli, S., & Khalfan, A. (2009). Developing critical thinking in e-learning
environment: Kuwait University as a case study. Assessment and Evaluation
in Higher Education, 34(5), 529-536.
Al-Salloom, H. (1989). The System and Development of General Education and its
Equivalent Programmes in the Kingdom of Saudi Arabia Al-Mubta'ath.
Washington D.C., Saudi Arabian Cultural Mission.
Alabdulkareem, M. A. (2008). The Reality of Using Electronic Learning in Private
Schools Saudi Arabia. Unpublished Master Thesis, King Saud University,
Riyadh.
Alaklobi, M. D. (2008). The Effectiveness of Using the Cooperative Learning
Strategy in Teaching the Prophet’s Saying (Al-Hadith) and Islamic Culture

References

265

on the Academic Achievement and Critical Thinking of First Year Secondary
Students. Unpublished Ph.D Thesis, Umm Al-Qura University, Makkah.
Alamri, M. (2005). The Effect of Using Computer Technology on Achievement and
developing Mathematical Thinking for Sixth Grade of Primary School
Students. Unpublished Master Thesis, King Saud University, Riyadh.
Alaqeel, A. (2005). Education policy in the Kingdom of Saudi Arabia. Riyadh, Saudi
Arabia: Alroshd Library.
Alasmari, A. (2008). Integration of foreign culture into pre-service EFL teacher
education: A case study of Saudi Arabia. Unpublished Ph.D Thesis, The
University of Melbourne, Melbourne, Australia.
Albion, P. R. (2000). Interactive Multimedia Problem-Based Learning for
Enhancing Pre-Service Teachers’ Self-Efficacy Beliefs about Teaching with
Computers: Design, Development and Evaluation. Unpublished Ph.D Thesis,
University of Southern Queensland, Queensland, Australia.
Albishri, M. A. (2004). Obstacles of utilisation the electronic management in
departments of Umm Al-Qura University in Makkah from the viewpoint of
administrators and faculty members. Unpublished Master Thesis, Umm Al
Qura University, Makkah Al Mokarmah.
Aldabbasi, S. M. (2002). Education and Globalization (1st ed.). Riyadh: Al Safeer.
Alebaikan, R., & Troudi, S. (2010). Blended Learning in Saudi Universities:
Challenges and Perspectives. The Journal of the Association for Learning
Technology, 18(1), 49-59.
Alebaikan, R. A. (2010). Perceptions of Blended Learning in Saudi Universities.
Unpublished Ph.D Thesis, University of Exeter.
Alghamde, Y. A. (2008). The impact of using e-learning in solving the verbal
Mathematical issues on the students' academic achievement in the second
intermediate grade. Unpublished Master Thesis, Umm Al-Qura University,
Makkah.
Alghamdi, A. A. (2008). Definition E-learning Needs of Mathematics Teachers in
the Primary Stage. Unpublished Master Thesis, Umm Al-Qura University,
Makkah.
Alghasham, A. A. (2012). Effect of students' learning styles on classroom
performance in problem-based learning. Medical teacher, 34(s1), S14-S19.

References

266

Alghoneim, K., Alzahrani, R., & Abu Abah, A. (2004). Electronic Government:
Challenges and future aspirations. Journal of Informatics, 4, 10-14.
Alhajeri, E. S. (2004). The History of Internet in Kingdom of Saudi Arabia. Riyadh:
Al Obaikan Library for Publishing and Distribution.
Alhamed, M. (2007). Higher education. In M. Alhamed, M. Ziadah, B. Alotaibi & N.
Metwalli (Eds.), Education in the Kingdom of Saudi Arabia, present view
and future forecast (pp. 117–147). Riyadh, Saudi Arabia: Alrasheed Library.
Alharbi, A. N. (2009). The Effectiveness of a Proposed Training Program for
History Teachers in Developing the Critical Thinking Skills and the
Academic Achievement of their Students. Unpublished Ph.D Thesis, Umm
Al-Qura University, Makkah.
Alharbi, W. H. (2013). Testing the Effectiveness of eLearning: A Multidimensional
Assessment of Blended Learning Experience in an EFL Writing Course in a
Saudi University. Paper presented at the The Third International Conference
of e-Learning and Distance Learning.
Alharthi, I. A. (2006). Teaching the Thinking (3rd ed.). Riyadh: Alshigri Library.
Alhazmi, A. K., & Abdulrahman, A. (2012). Why LMS failed to support student
learning in higher education institutions. Paper presented at the E-Learning,
E-Management and E-Services (IS3e), 2012 IEEE Symposium on.
Alhazmi, F. A. (2010). Job satisfaction among female head teachers in Saudi
Arabian secondary schools: a qualitative perspective. Unpublished Ph.D
Thesis, University of Southampton, Southampton, England.
Alhazzani, N. S. (2013). Information Technology Challenges faces Higher
Education Institutions from the point of view of academic and administrative
leadership at King Saud University. Paper presented at the The Third
International Conference of e-Learning and Distance Learning.
Ali, W. G. M. (2012). Factors Affecting Nursing Student‟s Satisfaction with ELearning Experience in King Khalid University, Saudi Arabia. International
Journal of Learning and Development, 2(2), 201-215.
Alissa, A. (2009). Education reform in Saudi Arabia between the absence of political
vision and apprehension of religious culture and the inability of educational
administration. Lebanon, Beirut: Dar Alsaqi.

References

267

Alissa, A. (2010). Higher Education in Saudi Arabia: The Journey to Find Identity.
Beirut, Lebanon: Dar Alsaqi.
Aljarf, R. S. (2007). Integration challenges for directors and deans in higher
education institutions in Saudi Arabia. Paper presented at the CATE
Conference Proceedings, Canada.
Alkabbaa, A. F., Ahmad, H. H., Saeed, A. A., Abdalla, A. M., & Mustafa, A. A.
(2012). Perception of the learning environment by students in a new medical
school in Saudi Arabia: Areas of concern. Journal of Taibah University
Medical Sciences, 7(2), 69-75.
Alkhateeb, W. H. (2009). Efficiency of Developing a History Course Unit Based on
a Multiple Intelligences Strategyin the Academic Achievement and Critical
Thinking of the Third Grade Secondary School Female Students in Makkah
City. Unpublished Ph.D Thesis, Umm Al-Qura University, Makkah.
Allan, B. (2007). Blended learning: tools for teaching and training. London, UK:
Facet.
Allen, I., & Seaman, J. (2006). Making the grade: Online education in the United
States, 2006. The Sloan Consortium. Retrieved 26 April, 2010, from
http://www.aln.org/publications/survey/pdf/Making_the_Grade.pdf
Almalki, A. M. (2011). Blended Learning in Higher Education in Saudi Arabia: A
Study of Umm Al-Qura University. Unpublished Ph.D Thesis, RMIT
University, Melbourne, Australia.
Almdni, E. A. (2006). The Effectiveness of Electronic Course of Educational
Technology in Developing Achievement and Critical Thinking for Girls
Students at Female Educational Colleges. Unpublished Ph.D Thesis, Taiba
University, Al-Madinah.
Almezher, S. M. (2006). E-learning Management in General Education in Saudi
Arabia: Proposed Organizational Model. Unpublished Ph.D Thesis, King
Saud University, Riyadh.
Almobairek, H. F. (2002). Develop a lecture approach in tertiary education using elearning: proposed model. Paper presented at the School of the Future
Seminar.

Retrieved

school/index2.htm

from

http://wwww.ksu.edu.sa/seminars/future-

References

268

Almobairek, H. F. (2007). Faculty Members Practice of Critical Thinking and its
Relationship to the University Environment Variables: A field study on the
University of King Saud University and Imam Mohammed bin Saud Islamic
University. Unpublished Ph.D Thesis, King Saud University, Riyadh.
Almobark, A. A. (2004). The Impact of using Virtual Classrooms through the
Internet on Students' Academic Achievement in the Faculty of Education at
King Saud University. Unpublished Master Thesis, King Saud University,
Riyadh.
Almussa, A. A. (2002). E-learning: Concept, Properties, Benefits, Obstacles. Paper
presented at the School of the Future Seminar. Retrieved from
http://www.ksu.edu.sa/seminars/future-school/index2.htm
Alolaimi, R. R. (2007). The effect of using the electronic education on the directed
and later achievementfor the students in the third intermediate class in
Geography. Unpublished Ph.D Thesis, Columbus University, Columbus,
Ohio.
Alotaibi, B. (2007). Problems of Education in the Kingdom of Saudi Arabia. In M.
Alhamed, A. Ziadeh, B. Alotaibi & N. Metwalli (Eds.), Education in the
Kingdom of Saudi Arabia, Present View and Future Forecast (pp. 269–302).
Riyadh, Saudi Arabia: Alrasheed Library.
Alqahtani, S. S. (2012). A Description of the Oral Communication Practices in
Arabic Lessons in Boys’ Primary Schools in Assir, Saudi Arabia.
Unpublished Ph.D Thesis, La Trobe University, Melbourne, Australia.
Alqarni, A. (2008). Teaching and Learning in Higher Education. Riyadh: Al
Obaikan Library for Publishing and Distribution.
Alrashidi, S. (2010). Deanship of University Education Development at King Faisal
University.

Retrieved

from

http://www.kfu.edu.sa/en/deans/development/pages/message-event.aspx
Alroadhiah, S. M. (2003). Obstacles to the use of modern methods of teaching social
studies in basic education in Jordan. Journal of Educational Research, 91,
98-111.
Alrukban, M. O., Khalil, M. S., & Alzalabani, A. (2010). Learning environment in
medical schools adopting different educational strategies. Educational
Research and Reviews, 5(3), 126-129.

References

269

Alsaadi, M. O. (2007). The Effectiveness of Teaching an Environmental Pollution
Unit by Using the Problem–Centered Learning Strategy for Developing the
Critical Thinking of the First Secondary School Students in Bisha.
Unpublished Master Thesis, King Khaled University, Abha.
Alsaggaf, Y. (2004). The effect of online community on offline community in Saudi
Arabia. Electronic Journal of Information Systems in Developing Countries,
16(2), 1-16.
Alshaikhi, H. S. (2009). The Role of the University Professor in Achieving the
Quality of Learning Outcomes in Higher Education. The Annual Conference
of the Faculty of Qualitative Education, 1, 457-494.
Alsharidah, M. A. (2012). The Use of Information and Communications Technology
by Male Islamic Studies Teachers in Saudi Arabia. Unpublished Ph.D Thesis,
La Trobe University, Melbourne, Australia.
Alshraideh, M. (2009). The Effect of Suchmans' Inquiry Model on Developing
Critical Thinking Skills among University Students. International Journal of
Applied Educational Studies, 4(1), 58-69.
Alshrfi, A. M. (2009). The Influence of Teaching Students by Using the Critical
Thinking Skills were Derived from the Quran on the Development of Critical
Thinking and Academic Achievement in the Saying of the Prophet Subject
(Al-Hadith). Unpublished Ph.D Thesis, Umm Al-Qura University, Makkah.
Alsonbol, A. (2008). Management of Educational System. In A. Alsonbol, M.
Metwalli, M. Alkhateeb & N. Abduljawad (Eds.), Education System in the
Kingdom of Saudi Arabia (pp. 93–124). Riyadh, Saudi Arabia: Dar Alkhraiji
for Publishing and Distribution.
Alsulaimani, A. A. (2010). The Importance of Teachers in Integrating ICT into
Science Teaching in Intermediate Schools in Saudi Arabia: A Mixed Methods
Study. Unpublished Ph.D Thesis, RMIT University, Melbourne, Australia.
Alzahrani, A. (2011). Preparing Pre-service Teachers for the Effective Use of
Educational Technology in Saudi Arabia. Unpublished Ph.D Thesis, La
Trobe University, Melbourne, Australia.
Anderson, J., & Glenn, A. (2003). Building capacity of teachers/facilitators in
technology-pedagogy integration for improved teaching and learning: Final
Report: Unesco, Asia and Pacific Regional Bureau for Education.

References

270

Anderson, L. W., Krathwohl, D. R., Airasian, P., Cruikshank, K. A., Mayer, R. E.,
Pintrich, P., et al. (2001). A Taxonomy for Learning, Teaching, and
Assessing: A Revision of Bloom's Taxonomy of Educational Objectives. New
York: Addison Wesley Longman, Inc.
Anderson, T., Rourke, L., Garrison, R., & Archer, W. (2001). Assessing teaching
presence in a computer conferencing context. Journal of Asynchronous
Learning Networks, 5(2), 1-17.
Angnakoon, P., & Boonsong, R. (2012). Factors Affecting the Adoption of
Blackboard among ESL Students: A Comparative Study of East Asian and
Middle Eastern Students. Paper presented at the World Conference on
Educational Multimedia, Hypermedia and Telecommunications, Chesapeake,
VA.
AssociationofAmericanCollegesandUniversities.

(2005).

Liberal

Education

Outcomes: A Preliminary Report on Student Achievement in College.
Washington, DC: Association of American Colleges and Universities.
Australian Government. (2011). Higher Education Standards Framework (Threshold
Standards)

2011.

Retrieved

from

http://www.comlaw.gov.au/Details/F2012L00003/Download
Aviv, R., Erlich, Z., Ravid, G., & Geva, A. (2003). Network Analysis of Knowledge
Construction in Asynchronous Learning Networks. Journal of Asynchronous
Learning Networks, 7(3), 1-23.
Bank Audisal. (2008). Saudi economic report: Saudi Arabia on a new steady growth
path.

Retrieved

December

1st,

2013,

from

http://www.menafn.com/updates/research_center/Saudi_Arabia/Economic/au
di0508.pdf
Barnett, J. E., & Francis, A. L. (2012). Using higher-order thinking questions to
foster critical thinking: a classroom study. Educational Psychology, 32(2),
201-211.
Barrett, T. (2005). Understanding Problem-based Learning. In H. Barrows, I.
MacLabhrainn & H. Fallon (Eds.), Handbook of Enquiry and Problem-based
Learning: Irish Case Studies and International Perspectives (pp. 13-25).
Galway, Ireland: Galway: Centre for Excellence in Learning and Teaching,

References

271

NUI Galway in association with the All Ireland Society for Higher
Education.
Barrows, H. S. (1986). A Taxonomy of Problem-based Learning Methods. Medical
Education, 20(6), 481-486.
Barrows, H. S. (1996). Problem-Based Learning in Medicine and Beyond: A Brief
Overview. New Directions for Teaching and Learning, Jossey-Bass
Publishers, Winter 1996(68), 3-12.
Barrows, H. S., & Kelson, A. M. (1993). Problem-based Learning: A Total
Approach to Education. Springfield, Illinois: Monograph-Southern Illinois
University: School of Medicine.
Barrows, H. S., & Tamblyn, R. M. (1980). Problem-Based Learning: An Approach
to Medical Education (Vol. 1). New York: Springer Publishing Company.
Bauer, K., & Liang, Q. (2003). The effect of personality and precollege
characteristics on first-year activities and academic performance. Journal of
College Student Development, 44(3), 277-290.
Beattie, J. W., Thornton, B., Laden, R., & Brackett, D. (2013). 21 st Century
Challenges in Higher Education: Strategic Changes and Unintended
Consequences. NCPEA International Journal of Educational Leadership
Preparation, 8(1), 62-71.
Bennett, N., Dunne, E., & Carré, C. (1999). Patterns of core and generic skill
provision in higher education. Higher Education, 37(1), 71-93.
Benson, P., Chik, A., & Lim, H. Y. (2003). Becoming Autonomous in an Asian
Context: Autonomy as a Sociocultural Process. In D. Palfreyman & R. C.
Smith (Eds.), Learner Autonomy across Cultures: Language Education
Perspectives (pp. 23-40). New York: Palgrave Macmillan.
Berry, J., Poortinga, Y., & Pandey, J. (1997). Handbook of Cross-Cultural
Psychology (2nd ed. Vol. 3). USA: John Berry.
Beyer, B. K. (1990). What Philosophy Offers to the Teaching of Thinking.
Educational leadership, 47(5), 55-60.
Beyer, B. K. (1995). Critical Thinking. Bloomington, IN: Phi Delta Kappa
Educational Foundation.
Biggs, J. B. (1992). A Qualitative Approach to Grading Students. HERDSA News,
14(3), 3-6.

References

272

Biggs, J. B. (1995). Assessing for learning: some dimensions underlying new
approaches to educational assessment. Alberta journal of educational
research, 41(1), 1-17.
Biggs, J. B. (1998). Learning from the Confucian heritage: so size doesn‟t matter?
International Journal of Educational Research, 29(8), 723-738.
Biggs, J. B. (1999). Teaching for Quality Learning at University. Buckingham: The
Society for Research into Higher Education and Open University Press.
Biggs, J. B. (2003). Teaching for Quality Learning at University (2nd ed.).
Berkshire, UK: The Society for Research into Higher Education and Open
University Press.
Biggs, J. B., & Collis, K. F. (1982a). Evaluating the Quality of Learning: The Solo
Taxonomy (Structure of the Observed Learning Outcome). New York:
Academic Press, INC.
Biggs, J. B., & Collis, K. F. (1982b). A system for evaluating learning outcomes:
The SOLO taxonomy: New York: Academic Press.
Biggs, J. B., & Collis, K. F. (1989). Towards a Model of School-Based Curriculum
Development and Assessment Using the SOLO Taxonomy. Australian
Journal of Education, 33(2), 151-163.
Biggs, J. B., & Rihn, B. A. (1984). The Effects of Intervention on Deep and Surface
Approaches to Learning. In J. R. Kirby (Ed.), Cognitive Strategies and
Educational Performance (pp. 279-293): Academic Press.
Biggs, J. B., & Tang, C. (2007). Teaching for Quality Learning at University (3rd
ed.). Maidenhead, England: Open University Press.
Bingimlas, K. A. (2010). Evaluating the Quality of Science Teachers’ Practices in
ICT-Supported Learning and Teaching Environments in Saudi Primary
Schools. Unpublished Ph.D Thesis, RMIT University, Melbourne, Australia.
Bloom, B. S. (1956). Taxonomy of Educational Objectives, Handbook I: The
Cognitive Domain. New York: David McKay Co Inc.
Boddy, N., Watson, K., & Aubusson, P. (2003). A trial of the five Es: A referent
model for constructivist teaching and learning. Research in Science
Education, 33(1), 27-42.

References

273

Bok, D. (2006). Our underachieving colleges: A candid look at how much students
learn and why they should be learning more. Princeton, NJ: Princeton
University Press.
Bonk, C. J., & Graham, C. R. (2006). The Handbook of Blended Learning: Global
Perspectives, Local Designs. San Francisco, CA: Pfeiffer.
Borstorff, P., & Lowe, K. (2007). Student perceptions and opinions toward elearning in the College environment. Academy of Educational Leadership
Journal, 11(2), 13-29.
Boulton-Lewis, G. (1994). Tertiary students' knowledge of their own learning and a
SOLO taxonomy. Higher Education, 28(3), 387-402.
Boulton-Lewis, G. (1995). The SOLO taxonomy as a means of shaping and
assessing learning in higher education. Higher Education Research &
Development, 14(2), 143-154.
Boulton-Lewis, G. (1998). Applying the SOLO Taxonomy to Learning in Higher
Education. In B. Dart & G. Boulton-Lewis (Eds.), Teaching and Learning in
Higher Education (pp. 201-221). Melbourne: The Australian Council for
Educational Research Ltd.
Boulton-Lewis, G., Wilss, L., & Mutch, S. (1996). Teachers as adult learners: Their
knowledge of their own learning and implications for teaching. Higher
Education, 32(1), 89-106.
Bridges, E. M. (1992). Problem-based learning for Administrators. Eugene, OR:
ERIC Clearinghouse on Educational Management, University of Oregon.
Brookfield, S. D. (1987). Developing critical thinking. San Francisco: Jossey-Bass
Publishers.
Brookfield, S. D. (1991). Developing critical thinkers: Jossey-Bass San Francisco.
Brooks, J. G., & Brooks, M. G. (1999). In search of understanding: The case for
constructivist classrooms. Alexandria, VA: Association for Supervision and
Curriculum Development.
Brown, T. (2004a). Bloom's Taxonomy. In J. L. Kincheloe & D. Weil (Eds.),
Critical Thinking and Learning: An Encyclopedia for Parents and Teachers
(pp. 77-82). London, UK: Greenwood Press.

References

274

Brown, T. (2004b). Higher-order thinking Skills. In J. L. Kincheloe & D. Weil
(Eds.), Critical Thinking and Learning: An Encyclopedia for Parents and
Teachers (pp. 458-463). London, UK: Greenwood Press.
Bucalos, A. B. (2003). The effectiveness of video-based anchored instruction as a
strategy for developing higher-order thinking and problem-solving skills of
preservice teachers. Unpublished Thesis, University of Kentucky, United
States - Kentucky.
Buranapatana, M. (2006). Enhancing Critical Thinking of Undergraduate Thai
Students through Dialogic Inquiry. Unpublished Thesis, The University of
Canberra, Canberra.
Burnett, P. C. (1999). Assessing the structure of learning outcomes from counselling
using the SOLO taxonomy: an exploratory study. British Journal of
Guidance & Counselling, 27(4), 567-580.
Campbell, A. (2012). Enhancing students engagement through practice experience in
social work education: The social work studio. Higher Education Research &
Development, 31(6), 773-784.
Carmean, C., & Haefner, J. (2002). Mind over Matter: Transforming Course
Management Systems into Effective Learning Environments. Educause
Review, 37(6), 26-34.
Central Department of Statistics & Information. (2013). Population statistics.
Retrieved 8th December, 2013, from http://www.cdsi.gov.sa/english/
Chan, C. C., Tsui, M. S., Chan, M. Y. C., & Hong, J. H. (2002). Applying the
structure of the observed learning outcomes (SOLO) taxonomy on student's
learning outcomes: An empirical study. Assessment & Evaluation in Higher
Education, 27(6), 511-527.
Chao, W.-Y. (2003). Self-efficacy toward educational technology: The application in
Taiwan teacher education. Journal of Educational Media & Library Sciences,
40(4), 409-415.
Chick, H. (1998). Cognition in the Formal Modes: Research Mathematics and the
SOLO Taxonomy. Mathematics Education Research Journal, 10(2), 4-26.
Chiu, Y.-C. J. (2006). Exploring Student and Teacher Interactions for Critical
Thinking in Face-to-Face and Online Environment in an EFL Course in

References

275

Taiwan. Unpublished Ed.D Thesis, Australian Catholic University, Fitzroy:
Australia.
Collins, G. W. (2012). Information Communication Technology as a Cognitive Tool
to Facilitate Higher-order Thinking. Unpublished Ph.D Thesis, University of
Pretoria.
Commission, C. a. I. T. (2010). Computer and internet usage in the Kingdom of
Saudi Arabia: individuals, business, government, education and health sector
from 2007 – 2009. Retrieved June 06, 2013, from http://www.citc.gov.sa
Creswell, J. W. (2002). Educational Research: Planning, Conducting, and
Evaluating Quantitative and Qualitative Research. Upper Saddle River, NJ:
Pearson/Merrill Prentice Hall.
Creswell, J. W. (2008). Educational Research: Planning, Conducting, and
Evaluating Quantitative and Qualitative Research (3rd ed.). Upper Saddle
River, NJ: Pearson/Merrill Prentice Hall.
Creswell, J. W. (2009). Research Design: Qualitative, Quantitative, and Mixed
Methods Approaches (3nd ed.). Thousand Oaks, CA: SAGE Publications,
Inc.
Culp, K. M., Honey, M., & Mandinach, E. (2005). A retrospective on twenty years
of education technology policy. Journal of Educational Computing Research,
32(3), 279-307.
Daugherty, M., & Funke, B. L. (1998). University Faculty and Student Perceptions
of Web-Based Instruction. Journal of Distance Education, 13(1), 21-39.
De Wever, B., Schellens, T., Valcke, M., & Van Keer, H. (2006). Content analysis
schemes to analyse transcripts of online asynchronous discussion groups: A
review. Computers & Education, 46(1), 6-28.
Delisle, R. (1997). How to Use Problem-Based Learning in the Classroom. Virginia:
Association for Supervision and Curriculum Development.
DeLoach, S., & Greenlaw, S. (2007). Effectively Moderating Electronic Discussions.
Journal of Economic Education, 38, 419-434.
Denzin, N. K., & Lincoln, Y. S. (2005). The Discipline and Practice of Qualitative
Research. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage Handbook of
Qualitative Research (3rd ed., pp. 1-32). Thousand Oaks, CA: Sage
Publications, Inc.

References

276

Derby, C., & Williams, F. (2010). The Impact of Problem-based learning, BlendedProblem-based learning, and Traditional Lecture on Student’s Academic
Achievement in Education. Paper presented at the World Conference on ELearning in Corporate, Government, Healthcare, and Higher Education.
Derwin, E. B. (2008). Critical Thinking in Online vs. Face-To-Face Higher
Education. Unpublished Ph.D Thesis, Fielding Graduate University,
California.
Dewey, J. (1933). How We Think. New York: Heath & Co.
Docherty, J. S. (2013). What Can We Learn from a University that Rewards Faculty
Practice? Negotiation Journal, 29(2), 239-250.
Donnelly, R. (2010). Harmonizing technology with interaction in blended problembased learning. Computers & Education, 54(2), 350-359.
Dooley, K., & Wickersham, L. (2007). Distraction, domination, and disconnection in
whole-class, online discussions. Quarterly Review of Distance Education,
8(1), 1-8.
Dressel, P. L. (1960). How the individual learns science. Chicago: University of
Chicago Press.
Duffy, T. M., Dueber, B., & Hawley, C. (1998). Critical thinking in a distributed
environment: A pedagogical base for the design of conferencing systems. In
C. J. Bonk & K. S. King (Eds.), Electronic collaborators: Learner-centered
technologies for literacy, apprenticeship, and discourse. Mahwah, NJ:
Lawrence Erlbaum Associates.
Dziuban, C., Hartman, J., Juge, F., Moskal, P., & Sorg, S. (2006). Blended Learning
Enters the Mainstream. In C. J. Bonk & C. R. Graham (Eds.), The Handbook
of Blended Learning: Global Perspectives, Local Designs (pp. 195-208). San
Francisco, CA: Pfeiffer.
Ennis, R. H. (1987). A taxonomy of critical thinking dispositions and abilities. In J.
B. Baron & R. J. Sternberg (Eds.), Teaching thinking skills: Theory and
practice (pp. 9-26). New York: W. H. Freeman and Company.
Ennis, R. H. (1993). Critical thinking assessment. Theory into practice, 32(3), 179186.

References

277

Entwistle, N. J. (1997). Contrasting perspectives on learning. In F. Marton, D. J.
Hounsell & N. J. Entwistle (Eds.), The experience of learning (2nd ed., pp. 322). Edinbrgh: Scottish Academic Press.
Entwistle, N. J. (1998). Approaches to Learning and Forms of Understanding. In B.
Dart & G. Boulton-Lewis (Eds.), Teaching and Learning in Higher
Education (pp. 72–101). Melbourne: The Australian Council for Educational
Research Ltd.
Esterberg, K. G. (2002). Qualitative Methods in Social Research. London, UK:
McGraw Hill.
Facione, P. A. (1986). Testing college-level critical thinking. Liberal Education,
72(3), 221-231.
Facione, P. A. (1990). The California Critical Thinking Skills Test-College level
technical report 1: Experimental validation and content validity. ERIC
Document ED, 327-549.
Faqeehi, R. A. A. (2006). The Risk Program and its Effect on the Teaching of the
Critical Thinking amongst Female Students in the Section of Social Sciences
in Taiba University. Unpublished Master Thesis, Taiba University, AlMadinah.
Feenberg, A., & Bellman, B. (1990). Social Factor Research in Computer-Mediated
Communications. In L. M. Harasim (Ed.), Online Education: Perspective on
a New Environment (pp. 67-86). New York: Praeger.
Fisher, A. (2001). Critical Thinking: An Introduction. Cambridge, UK: Cambridge
University Press.
Flick, U. (2009). An introduction to qualitative research (4th ed.). London, UK:
Sage Publications Ltd.
Fontana, A., & Frey, J. H. (2005). The Interview: From Neutral Stance to Political
Involvement. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage Handbook of
Qualitative Research (3rd ed., pp. 695-727). Thousand Oaks, CA: Sage
Publications, Inc.
Foote, C. J., Vermette, P. J., & Battaglia, C. (2001). Constructivist strategies:
Meeting standards and engaging adolescent minds. Larchmont, NY: Eye On
Education, Inc.

References

278

Friesen, R. (2013). Faculty Member Engagement in Canadian University
Internationalization A Consideration of Understanding, Motivations and
Rationales. Journal of Studies in International Education, 17(3), 209-227.
Fueyo, V., & Koorland, M. A. (1997). Teacher as Researcher: A Synonym for
Professionalism. Journal of Teacher Education, 48(5), 336-344.
Gallagher, S. A., & Gallagher, J. J. (2013). Using Problem-based Learning to
Explore Unseen Academic Potential. Interdisciplinary Journal of Problembased Learning, 7(1), 110-131.
Gao, P., Wong, A., Choy, D., & Wu, J. (2010). Developing leadership potential for
technology

integration:

Perspectives

of

three

beginning

teachers.

Australasian Journal of Educational Technology, 26(5), 643-658.
Garrison, R. (1991). Critical thinking and adult education: A conceptual model for
developing critical thinking in adult learners. International Journal of
Lifelong Education, 10(4), 287-303.
Garrison, R., & Anderson, T. (2003). E-learning in the 21st century: A framework for
research and practice. Routledge.
Garrison, R., Anderson, T., & Archer, W. (2000). Critical Inquiry in a Text-Based
Environment: Computer Conferencing in Higher Education. Internet and
Higher Education, 2(2-3), 87-105.
Garrison, R., Anderson, T., & Archer, W. (2001). Critical thinking, cognitive
presence, and computer conferencing in distance education. American
Journal of Distance Education, 15(1), 7-23.
Garrison, R., & Vaughan, N. (2008). Blended Learning in Higher Education:
Framework, Principles, and Guidelines. San Francisco, CA: Jossey-Bass Inc
Publication.
Gedik, N., Kiraz, E., & Ozden, M. Y. (2013). Design of a blended learning
environment: Considerations and implementation issues. Australasian
Journal of Educational Technology, 29(1).
Geerligs, T. (1995). Students' thoughts during problem-based small-group
discussions. Instructional Science, 22(4), 269-278.
Giacumo, L. A., Savenye, W., & Smith, N. (2012). Facilitation prompts and rubrics
on higher-order thinking skill performance found in undergraduate
asynchronous

discussion

boards.

Retrieved

from

Retrieved

from

References

279

http://onlinelibrary.wiley.com/doi/10.1111/j.1467-8535.2012.01355.x/pdf on
26 February, 2013. doi:10.1111/j.1467-8535.2012.01355.x
Glahn, R., & Gen, R. (2002). Progenies in education: The evolution of Internet
teaching. Community College Journal of Research and Practice, 26(10), 777785.
Godat, M., & Whiteley-De Graaf, K. (2007). Developing Critical Thinking Skills
Online to FacilitateA Discursive Multicultural Classroom (Vol. 10, pp. 361384).

Available

from

http://www.springerlink.com/content/k86218481h084034/fulltext.pdf on 22
January, 2010.
Goktalay, S. B. (2013). Challenges facing higher education: faculty's concerns about
technologies of social media. International Journal of Continuing
Engineering Education and Life Long Learning, 23(1), 67-90.
Goldmann, H. (2007). Educational Technology Policy: Educators Influencing the
Process. Yearbook of the National Society for the Study of Education, 106(2),
133-146.
Gorman, G. E., Clayton, P., Shep, S. J., & Clayton, A. (1997). Qualitative research
for the information professional: a practical handbook. London, UK: Library
Association Publishing.
Graham, C. R. (2006). Blended Learning Systems: Definition, Current Trends, and
Future Directions. In C. J. Bonk & C. R. Graham (Eds.), The Handbook of
Blended Learning: Global Perspectives, Local Designs (pp. 3-21). San
Francisco, CA: Pfeiffer.
Graham, C. R., Allen, S., & Ure, D. (2003). Blended Learning Environments: A
Review of the Research Literature. Unpublished manuscript.
Graham, C. R., Allen, S., & Ure, D. (2005). Benefits and Challenges of Blended
Learning Environments. In M. Khosrow-Pour (Ed.), Encyclopedia of
Information Science and Technology (Vol. 1, pp. 253-259). Hershey, PA:
Idea Group.
Guba, E. G., & Lincoln, Y. S. (2005). Paradigmatic Controversies, Contradictions,
and Emerging Confluences. In N. K. Denzin & Y. S. Lincoln (Eds.), The
Sage Handbook of Qualitative Research (pp. 191-215). Thousand Oaks, CA:
Sage Publications, Inc.

References

280

Gupta, G. (2005). Improving Students' Critical-Thinking, Logic, and ProblemSolving Skills. Journal of College Science Teaching, 34(4), 48.
Hakami, T. T. (2009). The Status of Information and Communication Technology
Knowledge and the use of ICT in the Teaching by Faculty Members at Umm
Al-Qura University. Unpublished Master Thesis, Umm Al-Qura University,
Makkah.
Halpern, D. F. (1998). Teaching critical thinking for transfer across domains
dispositions, skills, structure training, and metacognitive monitoring.
American Psychologist, 53(4), 449-455.
Halpern, D. F. (1999). Teaching for Critical Thinking: Helping College Students
Develop the Skills and Dispositions of a Critical Thinker. New Directions for
Teaching and Learning, 1999(80), 69-74.
Harrison, J., MacGibbon, L., & Morton, M. (2001). Regimes of trustworthiness in
qualitative research: The rigors of reciprocity. Qualitative inquiry, 7(3), 323345.
Hattie, J., & Purdie, N. (1998). The SOLO Model: Addressing Fundamental
Measurement Issues. In B. Dart & G. Boulton-Lewis (Eds.), Teaching and
Learning in Higher Education (pp. 145-176). Melbourne: The Australian
Council for Educational Research Ltd.
Hazari, S. (2004). Strategy for assessment of online course discussions. Journal of
Information Systems Education, 15(4), 349-356.
Hmelo-Silver, C. E. (2004). Problem-Based Learning: What and How do Students
Learn? Educational Psychology Review, 16(3), 235-266.
Ho, W. (2008). An exploration of peer collaboration and group problem solving
process in a college problem-based learning classroom. Unpublished Thesis,
The Pennsylvania State University, United States - Pennsylvania.
Howland, J., & Moore, J. (2002). Student perceptions as distance learners in
Internet-based courses. Distance Education, 23(2), 183-195.
Hughes, G. (2005). Learning-to-learn online: fostering student engagement with
online pedagogies. In P. Hartley, A. Woods & M. Pill (Eds.), Enhancing
Teaching in Higher Education: New approaches for improving student
learning (pp. 69-79). London and New York: Routledge.

References

281

Hughes, G. (2007). Using blended learning to increase learner support and improve
retention. Teaching in Higher Education, 12(3), 349-363.
Hung, W. (2013). Problem‐Based Learning: A Learning Environment for Enhancing
Learning Transfer. New Directions for Adult and Continuing Education,
2013(137), 27-38.
Husain, A. (2011). Problem-based learning: A current model of education. Oman
Medical Journal, 26(4), 295.
Igo, C., Moore, D. M., Ramsey, J., & Ricketts, J. C. (2008). The Problem-Solving
Approach. Career and Technical Education Journal, 83(1), 52-55.
Jafari, I. H. (2009). Memorization and Application Methods of the University
Education: Study on a Sample of English Department Students at Umm AlQura University. Journal of Educational and Psychological Research, 13(3),
84-99.
Johnson, A. P. (2004). A Short Guide to Action Research (2nd ed.). Boston, USA:
Pearson Allyn and Bacon.
Jokinen, P., & Mikkonen, I. (2013). Teachers' experiences of teaching in a blended
learning environment. Nurse education in practice, 13(6), 524-528.
Jonassen, D. H. (1995). Computers as Cognitive Tools: Learning with Technology,
Not from Technology. Journal of Computing in Higher Education, 6(2), 4073.
Jonassen, D. H. (2003). Learning to Solve Problems with Technology: A
Constructivist Perspective (2nd ed.). Upper Saddle River, Pearson/Merrill
Prentice Hall.
Jung, I., & Suzuki, K. (2006). Blended Learning in Japan and Its Application in
Liberal Arts Education. In C. J. Bonk & C. R. Graham (Eds.), The Handbook
of Blended Learning: Global Perspectives, Local Designs (pp. 267-280). San
Francisco, CA: Pfeiffer.
Jungert, T., & Rosander, M. (2010). Self-efficacy and strategies to influence the
study environment. Teaching in Higher Education, 15(6), 647-659.
Kagitcibasi, C. (1997). Individualism and collectivism. In J. W. Berry, M. H. Segall
& C. Kagitcibasi (Eds.), Handbook of Cross-cultural Psychology (2nd ed.,
Vol. 3, pp. 1-49). Needham Heights, MA: Allyn & Bacon.

References

282

Kaliyadan, F., Amri, M., Dhufiri, M., Amin, T., & Khan, M. (2012). Effectiveness of
a modified tutorless problem‐based learning method in dermatology–a pilot
study. Journal of the European Academy of Dermatology and Venereology,
26(1), 111-113.
Kamberelis, G., & Dimitriadis, G. (2005). Focus Groups: Strategic Articulations of
Pedagogy, Politics, and Inquiry. In N. K. Denzin & Y. S. Lincoln (Eds.), The
Sage Handbook of Qualitative Research (3rd ed., pp. 887-907). Thousand
Oaks, CA: Sage Publications, Inc.
Kathawala, Y., & Wilgen, A. (2004). E-Learning: Evaluation from an Organization‟s
Perspective. Training and Management Development Methods, 18(4), 1–13.
Keengwe, J., Onchwari, G., & Agamba, J. (2013). Promoting effective e-learning
practices through the constructivist pedagogy. Education and Information
Technologies, 19(4), 887-898.
Kehrwald, B. (2008). Understanding social presence in text-based online learning
environments. Distance Education, 29(1), 89-106.
Kember, D., McNaught, C., Chong, F. C., Lam, P., & Cheng, K.-F. (2010).
Understanding the ways in which design features of educational websites
impact upon student learning outcomes in BL environments. Computers &
Education, 55(3), 1183-1192.
Kemmis, S. (1980). Action Research in Retrospect and Prospect. Paper presented at
the The Annual Meeting of the Austarlian Association for Research in
Education.

Retrieved

from

http://eric.ed.gov/PDFS/ED200560.pdf

on

09/01/2011.
Kemmis, S., & McTaggart, R. (1988). The Action Research Reader (3rded.).
Geelong, Victoria, Australia: Deakin University Press.
Kemmis,

S.,

&

McTaggart,

R.

(2005).

Participatory

Action

Research:

Communicative Action and the Public Sphere. In N. K. Denzin & Y. S.
Lincoln (Eds.), The Sage Handbook of Qualitative Research (3rd ed., pp.
559-603). Thousand Oaks, CA: Sage Publications, Inc.
Khateeb, S. (2012). Applications of Problem-based learning in the Teaching and
Learning. Journal of Educational and Psychological Research, 26(2), 40-57.

References

283

Kim, K. (2009). Exploring undergraduate students’ active learning for enhancing
their critical thinking and learning in a large class. Unpublished Ph.D
Thesis, The Pennsylvania State University, United States.
Kim, N. (2009). Scaffolding Critical Thinking in Wikibook Creation as a Learning
Task. Unpublished Ph.D Thesis, Indiana University, United States.
King, N., & Horrocks, C. (2010). Interviews in Qualitative Research. London, UK:
Sage Publications Ltd.
Kliger, D., & Pfeiffer, E. (2011). Engaging Students in Blended Courses Through
Increased Technology Transparency. Journal of Physical Therapy Education,
25(1), 11-14.
Koshy, V. (2010). Action Research for Improving Educational Practice : A Step-byStep Guide (2nd ed.). London, UK: Sage Publications Ltd.
Koustourakis, G., Panagiotakopoulos, C., & Vergidis, D. (2008). A Contribution to
the Hellenic Open University: Evaluation of the pedagogical practices and
the use of ICT on distance education. The International Review of Research
in Open and Distance Learning, 9(2), 3.
Kramsch, C., & Sullivan, P. (1996). Appropriate pedagogy. ELT journal, 50(3), 199212.
Krathwohl, D. R. (2002). A revision of Bloom's taxonomy: An overview. Theory
into practice, 41(4), 212-218.
Krieger, Z. (2007). Saudi Arabia puts its billions behind Western-style higher
education. The Chronicle of Higher Education, 54(3), 1-6.
Krippendorff, K. (2004). Content Analysis: An Introduction to Its Methodology (2nd
ed.). Thousand Oaks, CA: SAGE Publications, Inc.
Krueger, R. A., & Casey, M. A. (2000). Focus groups: A practical guide for applied
research (3rd ed.). Thousand Oaks, CA: SAGE Publications, Inc.
Kruger, J., & Van der Merwe, L. (2012). Learning about the world: developing
higher-order thinking in music education. The Journal for Transdisciplinary
Research in Southern Africa, 8(1), 63-80.
Ku, K. Y. (2009). Assessing students‟ critical thinking performance: Urging for
measurements using multi-response format. Thinking skills and creativity,
4(1), 70-76.

References

284

Kvale, S. (1996). Interviews: An Introduction to Qualitative Research Interviewing.
Thousand Oaks, CA: Sage Publications, Inc.
Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral
participation: Cambridge University Press, Cambridge, UK.
Lee, M. C. (2003). Impacts of cognitive structuring methods on students' critical
thinking enhancement in online collaborative learning. Unpublished Ph.D
Thesis, University of Illinois at Chicago, United States - Illinois.
Lewin, K. (1946). Action Research and Minority Problems. Journal of Social Issues,
2(4), 34-46.
Lewis, A., & Smith, D. (1993). Defining Higher-order thinking. Theory Into
Practice, 32(3), 131-137.
Li, Q. (2006). Computer-mediated communication: A meta-analysis of male and
female attitudes and behaviours. International Journal on E-Learning, 5(4),
525-570.
Littlejohn, A., & Pegler, C. (2007). Preparing for blended e-learning. Abingdon,
England: Routledge.
Littlewood, W. (1999). Defining and developing autonomy in East Asian contexts.
Applied Linguistics, 20(1), 71-94.
Lujan, H. L., & DiCarlo, S. E. (2006). Too much teaching, not enough learning:
what is the solution? Advances in Physiology Education, 30(1), 17-22.
Lynch, M. M. (2004). Learning Online: A guide to success in the virtual classroom.
New York and London: Routledge Falmer.
MacDonald, J. (2008). Blended learning and online tutoring: Planning learner
support and activity design (2nd ed.). Burlington, VT: Gower Publishing
Company.
Mackenzie, N., & Knipe, S. (2006). Research dilemmas: Paradigms, methods and
methodology. Issues in Educational Research, 16(2), 193–205.
Mafuna, M., & Wadesango, N. (2012). Students‟ Acceptance and Experiences of the
New Learning Management System (LMS)–Wiseup. Anthropologist, 14(4),
311-318.
Magnuson, C. (2005). Experiential Learning and the Discussion Board: A Strategy, a
Rubric, and Management Techniques. Distance Learning, 2(2), 15-20.

References

285

Mann, C., & Stewart, F. (2000). Internet Communication and Qualitative Research:
A Handbook for Researching Online. London, UK: Sage Publications Ltd.
Marra, R. M., Moore, J. L., & Klimczak, A. K. (2004). Content Analysis of Online
Discussion Forums: A Comparative Analysis of Protocols. Educational
Technology, Research and Development, 52(2), 23-40.
Masters, J. E. (2005). Teachers Scaffolding Children Working with Computers: An
Analysis of Strategies. Unpublished Ph.D Thesis, Queensland University of
Technology,

Brisbane.

Retrieved

on

28/08/2013

from

http://eprints.qut.edu.au/16118/1/Jennifer_Masters_Thesis.pdf
McConnell, D. A., Knight, C. C., Owens, K. D., & Steer, D. N. (2005). How
students think: Implications for learning in introductory geoscience courses.
Journal of Geoscience Education, 53(4), 462-470.
McLoughlin, C., & Luca, J. (2000). Cognitive engagement and higher-order
thinking through computer conferencing: We know why but do we know how.
Paper presented at the Flexible futures in tertiary teaching. Proceedings of the
9th Annual Teaching Learning Forum 2-4 February 2000. Perth: Curtin
University

of

Technology.

Retrieve

on

28/03/2010

from

http://lsn.curtin.edu.au/tlf/tlf2000/mcloughlin.html
McLoughlin, D., & Mynard, J. (2009). An analysis of higher-order thinking in online
discussions. Innovations in Education and Teaching International, 46(2),
147-160.
McNiff, J., & Whitehead, J. (2002). Action Research: Principles and Practice
(2nded.). London, UK: RoutledgeFalmer.
McNiff, J., & Whitehead, J. (2005). Action Research for Teachers: A Practical
Guide. London, UK: David Fulton Publishers Ltd.
McVerry, J. (2007). Forums and functions of threaded discussions. The New
England Reading Association Journal, 43(1), 79-85.
Mehrez, F. (2002). The impact of increase of the critical thinking level with
academic specialization on the literary taste among a sample of students in
the Faculty of Education. College of Education Journal at University of AlAzhar, 104, 91-100.

References

286

Mertens, D. M. (2005). Research and Evaluation in Education and Psychology:
Integrating Diversity with Quantitative, Qualitative, and Mixed Methods (2nd
ed.). Thousand Oaks, CA: Sage Publications, Inc.
Mertens, D. M. (2010). Research and Evaluation in Education and Psychology:
Integrating Diversity with Quantitative, Qualitative, and Mixed Methods (3rd
ed.). Thousand Oaks, CA: Sage Publications, Inc.
Mertler, C. A. (2009). Action Research: Teachers as Researchers in the Classroom
(2nd ed.). Thousand Oaks, CA: Sage Publications, Inc.
Mills, G. E. (2007). Action Research: A Guide for the Teacher Researcher (3rd ed.).
Upper Saddle River, NJ: Pearson Merrill Prentice Hall.
Ministry of Economy and Planning, Kingdom of Saudi Arabia. (2005). The Eighth
Development Plan (2005-2009). Retrieved 18 March, 2014, from
http://www.mep.gov.sa/themes/GoldenCarpet/index.jsp
Ministry of Education. (1980). Educational Policy in the Kingdom of Saudi Arabia.
Riyadh: Ministry of Education.
Ministry of Education. (1995). Educational Policy in the Kingdom of Saudi Arabia
(4th ed.). Riyadh: Ministry of Education.
Ministry of Education. (2005). The Executive Summary of the Ministry of Education
Ten-Year

Plan

(2004-2014).

Retrieved

27

March,

2014,

from

http://planipolis.iiep.unesco.org/upload/Saudi%20Arabia/Saudi%20Arabia%
20Education%20Plan%20English%20summary.pdf
Ministry of Education. (2007). The Comprehensive Project to Develop Curricula.
Retrieved 1st Jan, 2011, from http://www.ed.edu.sa/gproject/
Ministry of Foreign Affairs. (2013). About the kingdom of Saudi Arabia. Retrieved
December

11,

2013,

from

http://www.mofa.gov.sa/SITES/MOFAEN/ABOUTKINGDOM/Pages/Kingd
omGeography46466.aspx
Ministry of Higher Education. (2009). Ministry of Higher Education Strategic Plan.
Retrieved

1st

September,

2013,

http://www.mohe.gov.sa/ar/Ministry/Deputy-Ministry-for-Planning-andInformation-affairs/The-General-Administration-ofPlanning/Documents/MOHEStrategicPlan.pdf

from

References

287

Ministry of Higher Education. (2010). Higher education in numbers and figures (2nd
ed.). Riyadh, KSA: Author.
Ministry of Petroleum and Mineral Resources. (2013). Statistics of Oil and Gas.
Retrieved

December

1 st,

2013,

from

http://www.mopm.gov.sa/Arabic/Statistics/Pages/Oil-Test.aspx
Miri, B., David, B. C., & Uri, Z. (2007). Purposely Teaching for the Promotion of
Higher-order thinking Skills: A Case of Critical Thinking. Research in
Science Education, 37(4), 353-369.
Mohammed, F. I., Obeidat, A. S., Alkaabba, A. F., Bashir, N. A., & Alhoqail, I.
(2011). Comparative study: Medical Physiology teaching in hybrid problembased learning (PBL) vs. integrated system teacher centered teaching.
Educational Research and Reviews, 6(23), 1063-1068.
Moon, J. (2012). Critical Thinking: An exploration of theory and practice. New
York: Routledge.
Morgan, D. L. (1997). Focus groups as qualitative research (2nd ed.). Thousand
Oaks, CA: SAGE Publications, Inc.
Morrow, S. L. (2005). Quality and Trustworthiness in Qualitative Research in
Counseling Psychology. Journal of Counseling Psychology, 52(2), 250-260.
Morse, J. M., & Field, P. A. (1995). Nursing research: The application of qualitative
approaches (2nd ed.). Cheltenham, UK: Nelson Thornes, Ltd.
Munzenmaier, C., & Rubin, N. (2013). Bloom‟s Taxonomy: What‟s Old Is New
Again. The eLearning Guild Research, 19(2), 1-15.
Newble, D., & Entwistle, N. (1986). Learning styles and approaches: implications
for medical education. Medical education, 20(3), 162-175.
O'Leary, Z. (2004). The essential guide to doing research. London, UK: Sage
Publications Ltd.
Ocansey, R., Chepyator-Thomson, J., & Kutame, M. (1992). Promoting Critical
Thinking in Student Teaching Practice. Journal of Physical Education,
Recreation and Dance, 63(6), 66-69.
Ogunleye, A. (2010). Evaluating An Online Learning Programme from Students'
Perspectives. Journal of College Teaching and Learning, 7(1), 79-89.

References

288

Olds, K. (2007). Global assemblage: Singapore, foreign universities, and the
construction of a “global education hub”. World Development, 35(6), 959975.
Oliver, R. (2001). Exploring the Development of Critical Thinking Skills Through a
Web-Supported Problem-based learning Environment. Teaching and
learning online: Pedagogies for new technologies, 98-111.
Oliver, R. (2005a). Using a blended learning approach to support problem-based
learning with first year students in large undergraduate classes. In C. Looi, D.
Jonassen & M. Ikeda (Eds.), Towards sustainable and scalable educational
innovations informed by the learning sciences (pp. 848-851). Amsterdam,
Netherlands: IOS Press.
Oliver, R. (2005b). Using Blended Learning Approaches to Enhance Teaching and
Learning Outcomes in Higher Education. Paper presented at the Proceedings
of the International Association of University Presidents' Teaching
Showcase.
Oliver, R., Herrington, J., & Reeves, T. C. (2006). Creating Authentic Learning
Environments through Blended Learning Approaches. In C. J. Bonk & C. R.
Graham (Eds.), The Handbook of Blended Learning: Global Perspectives,
Local Designs (pp. 502-515). San Francisco, CA: Pfeiffer.
Oliver, R., & Omari, A. (1999). Using online technologies to support problem-based
learning: Learners' responses and perceptions. Australian Journal of
Educational Technology, 15(1), 58-79.
Onsman, A. (2011). It is better to light a candle than to ban the darkness: government
led academic development in Saudi Arabian universities. Higher Education,
62(4), 519-532.
Osman, G. (2008). Scaffolding critical discourse in online problem based scenarios.
Unpublished Ph.D Thesis, Indiana University, Bloomington.
Othman, F. A. (2003). The Thinking and its Relationship to Reducing the Level of
Intolerance Among a Sample of University Students. Journal of Psychology,
7(24), 41-60.
Owston, R. D., Garrison, D. R., & Cook, K. (2006). Blended Learning at Canadian
Universities. In C. J. Bonk & C. R. Graham (Eds.), The Handbook of Blended

References

289

Learning: Global Perspectives, Local Designs (pp. 338-350). San Francisco,
CA: Pfeiffer.
Oyaid, A. A. (2009). Education Policy in Saudi Arabia and its Relation to Secondary
School Teachers’ ICT Use, Perceptions, and Views of the Future of ICT in
Education. Unpublished Ph.D Thesis, University of Exeter.
Pallant, J. (2011). SPSS Survival Manual (4th ed.). NSW, Australia: Allen & Unwin.
Paul, R., & Elder, L. (2001). Critical thinking: Tools for taking charge of your
learning and your life. Upper Saddle River, NJ: Prentice Hall.
Paul, R. W. (1993). Critical thinking: How to prepare students for a rapidly
changing world. Santa Rosa, CA: Foundation for Critical Thinking.
Paul, R. W., & Elder, L. (2007). The Miniature Guide to Critical Thinking: Concepts
and Tools. Santa Rosa, The Foundation for Critical Thinking.
Pena-Shaff, J., Altman, W., & Stephenson, H. (2005). Asynchronous online
discussions as a tool for learning: students' attitudes, expectations, and
perceptions. Journal of Interactive Learning Research, 16(4), 409-430.
Perkins, C., & Murphy, E. (2006). Identifying and measuring individual engagement
in critical thinking in online discussions: An exploratory case study. Journal
of Educational Technology and Society, 9(1), 298-307.
Phillips, J. A. (1997). Teaching Thinking Skills: Theory and Practice. Kuala
Lumpur: Utusan Publications & Distributors.
Phusavat, K., Ketsarapong, S., Ooi, K.-B., & Shyu, S. H. P. (2012). Sustaining
higher education reforms: knowledge and policy implications learnt from
Thailand. International Journal of Educational Management, 26(3), 284-301.
Pisutova-Gerber, K., & Malovicova, J. (2009). Critical and Higher-order thinking in
Online Threaded Discussions in the Slovak Context. International Review of
Research in Open and Distance Learning, 10(1), 1-15.
Pithers, R., & Soden, R. (2000). Critical thinking in education: a review. Educational
Research, 42(3), 237-249.
Prawat, R., & Floden, R. (1994). Philosophical perspectives on constructivist views
of learning. Educational Psychologist, 29(1), 37-48.
Prosser, M., & Trigwell, K. (1998). Teaching in Higher Education. In B. Dart & G.
Boulton-Lewis (Eds.), Teaching and learning in higher education (pp. 250268). Melbourne: The Australian Council for Educational Research Ltd.

References

290

Quwaizani, M. (2008). Does accepting more students benefit universities?
Aleqtisadiah,

5415.

Retrieved

on

27

March,

2013

from

http://www.aleqt.com/2008/08/08/article_13198.html
Rabak, L., & Cleveland-Innes, M. (2006). Acceptance and resistance to corporate elearning: A case from the retail sector. Journal of Distance Education, 21(2),
115-134.
Ramady, M. A. (2010). The Saudi Arabian Economy: Policies, Achievements, and
Challenges. New York: Springer.
Ramsden, P. (2003). Learning to Teach in Higher Education (2nd ed.). London; New
York: Routledge Falmer.
Razak, R. A., & Lee, C. M. (2012). Promoting Higher-order thinking In Chinese
Language Literary Text via Online Social Network. Journal of Education
and Practice, 3(16), 199-209.
Reason, P., & Bradbury, H. (2008). The SAGE Handbook of Action Research:
Participative Inquiry and Practice (2nd ed.). London, UK: Sage Publications
Ltd.
Reid, J. M. (1987). The Learning Style Preferences of ESL Students. TESOL
quarterly, 21(1), 87-111.
Resnick, L. B. (1987). Education and learning to think. Washington, DC: National
Academies Press.
Riel, M. (2010). Understanding Action Research. Center For Collaborative Action
Research.

Pepperdine

Univerity.

Retrieved

5th

Jan,

2011,

from

http://cadres.pepperdine.edu/ccar/define.html
Robertson, M., & Al-Zahrani, A. (2012). Self-efficacy and ICT integration into
initial teacher education in Saudi Arabia: Matching policy with practice.
Australasian Journal of Educational Technology, 28(7), 1136-1151.
Robertson, M., Webb, I., & Fluck, A. (2007). Seven steps to ICT integration.
Camberwell, Victoria: ACER Press.
Rooney, J. E. (2003). Blending Learning Opportunities to Enhance Educational
Programming and Meetings. Association Management, 55(5), 26-32.
Russell, D. (2009). Group Collaboration in an Online Problem based University
Course. In O.-S. Tan (Ed.), Problem-based learning and Creativity (pp. 173192). Singapore: Cengage Learning Asia Pte Ltd.

References

291

Salem, A., & Saraya, A. (2003). Educational Technology System. Riyadh, SA: Al
Rushed Library.
Santo, S. A. (2006). Relationships between Learning Styles and Online Learning:
Myth or Reality? Performance Improvement Quarterly, 19(3), 73-88.
Savery, J. R. (2006). Overview of Problem-based learning: Definitions and
Distinctions. The Interdisciplinary Journal of Problem-based learning, 1(1),
9-20.
Savery, J. R., & Duffy, T. M. (1996). Problem-based learning: An Instructional
Model and Its Constructivist Framework. In B. G. Wilson (Ed.),
Constructivist Learning Environments: Case Studies in Instructional Design
(pp. 135-148). Englewood Cliffs, NJ: Educational Technology Publications,
Inc.
Schmuck, R. A. (2006). Practical Action Research for Change (2nd ed.). Thousand
Oaks, CA: Corwin Press, Inc.
Schwartz, P., Mennin, S., & Webb, G. (2001). Problem-based learning: Case
studies, experience and practice. London, UK: Kogan Page.
Sclater, N. (2008). Web 2.0, personal learning environments, and the future of
learning management systems. Educause Center for Applied Research, 13, 113.
Sendag, S., & Ferhan Odabasi, H. (2009). Effects of an online problem-based
learning course on content knowledge acquisition and critical thinking skills.
Computers & Education, 53(1), 132-141.
Sharpe, R., Benfield, G., Roberts, G., & Francis, R. (2006). The Undergraduate
Experience of Blended E-learning: A Review of UK Literature and Practice
Available

from

http://www.heacademy.ac.uk/assets/documents/research/sharpe_benfield_rob
erts_francis.pdf
Shaughnessy, M. F. (2008). Higher-order thinking skills vs. critical thinking skills.
Retrieved

3rd

December,

2012,

from

http://educationinjapan.wordpress.com/homeschoolingafterschooling/higher-order-thinking-skills-vs-critical-thinking-skills/
Shen, P.-D., Lee, T.-H., & Tsai, C.-W. (2008). Enhancing Skills of Application
Software via Web-Enabled Problem-based learning and Self-Regulated

References

292

Learning: An Exploratory Study. International Journal of Distance
Education Technologies (IJDET), 6(3), 69-84.
Simpson, O. (2012). Supporting Students for Success in Online and Distance
Education (3rd ed.). New York, NY: Routledge.
Slack, F., Beer, M., Armitt, G., & Green, S. (2003). Assessment and learning
outcomes: The evaluation of deep learning in an online course. Journal of
Information Technology Education, 2, 305-317.
Smith, G. G., Heindel, A. J., & Torres-Ayala, A. T. (2008). E-learning commodity or
community: Disciplinary differences between online courses. The Internet
and Higher Education, 11(3), 152-159.
Smith, P., & Bond, M. (1993). Social Psychology across Cultures. Hemel
Hempstead: Harvester Wheatsheaf.
Smyth, S., Houghton, C., Cooney, A., & Casey, D. (2012). Students' experiences of
blended learning across a range of postgraduate programmes. Nurse
education today, 32(4), 464-468.
Snart, J. A. (2010). Hybrid learning: the perils and promise of blending online and
face-to-face instruction in higher education. Santa Barbara, CA: Praeger.
Spence, L. (2004). The usual doesn't work: Why we need problem-based learning.
Portal: Librariesand the Academy, 4(4), 485-493.
Stacey, E., & Gerbic, P. (2009). Introduction to blended learning practices. In E.
Stacey & P. Gerbic (Eds.), Effective blended learning practices: Evidencebased perspectives in ICT-facilitated education (pp. 1-20). Hershey, PA: IGI
Global.
Stewart, D. W., Shamdasani, P. N., & Rook, D. W. (2007). Focus Groups: Theory
and Practice (2nd ed.). Thousand Oaks, CA: SAGE Publications, Inc.
Stringer, E. T. (1996). Action Research: A Handbook for Practitioners. Thousand
Oaks, CA: SAGE Publications, Inc.
Stringer, E. T. (2007). Action Research (3rd ed.). Los Angeles: Sage Publications,
Inc.
Swan, K. (2009). Introduction to the special issue on blended learning. Journal of the
Research Center for Educational Technology, 5(1), 1-3.
Tamim, H. M., Alkadri, H. M., Zamakhshary, M. F., Alalwan, I. A., Almoamary, M.
S., Tamim, R. M., et al. (2012). Research as a requirement in a problem-

References

293

based learning medical curriculum in Saudi Arabia. Saudi medical journal,
33(11), 1241-1243.
Tan, C. (2005). How culturally appropriate is the communicative approach for
primary school children in Singapore? The Reading Matrix, 5(1), 21-35.
Tan, O.-S. (2009). Problem-based learning and Creativity. Singapore: Cengage
Learning Asia Pte Ltd.
Tan, O.-S., Baldwin, M. S., Beltran, R. O., & Chernobilsky, E. (2004). Enhancing
Thinking through Problem-based learning Approaches: International
Perspectives. Australia: Thomson Learning Asia.
Tan, O.-S., Chye, S., & Teo, C.-T. (2009). Problem-based learning and Creativity: A
Review of the Literature. In O.-S. Tan (Ed.), Problem-based learning and
Creativity (pp. 15-38). Singapore: Cengage Learning Asia Pte Ltd.
Taradi, S. K., Taradi, M., Radic, K., & Pokrajac, N. (2005). Blending problem-based
learning with Web technology positively impacts student learning outcomes
in acid-base physiology. Advances in Physiology Education, 29(1), 35-39.
Teddlie, C., & Tashakkori, A. (2009). Foundations of Mixed Methods Research:
Integrating Quantitative and Qualitative Approaches in the Social and
Behavioral Sciences. Thousand Oaks, CA: SAGE Publications, Inc.
Thadphoothon, J. (2005). Promoting Critical Thinking in Language Learning
Through Computer-Mediated Collaborative Learning: A Preliminary
Investigation. Unpublished Ph.D Thesis, School of Languages and
International Studies and Tourism, Division of Communication and
Education, University of Canberra, Australia.
The World Bank. (2014). Mobile cellular subscriptions (per 100 people). Retrieved
March, 2014, from http://www.worldbank.org/
Titterington, L. (2007). Case studies in pathophysiology: The development and
evaluation of an interactive online learning environment to develop higherorder thinking and argumentation. Unpublished Thesis, The Ohio State
University, United States, Ohio.
Triandis, H. (1995). Individualism and Collectivism. Boulder, Colorado: Westview
Press, Inc.
Triandis, H. C. (2001). Individualism-Collectivism and Personality. Journal of
Personality, 69(6), 907-924.

References

294

Triandis, H., Bontempo, R., Villareal, M., Asai, M., & Lucca, N. (1988).
Individualism and collectivism: Cross-cultural perspectives on self-in group
relationships. Journal of personality and social psychology, 54(2), 323-338.
Trigwell, K., & Prosser, M. (1991). Improving the quality of student learning: the
influence of learning context and student approaches to learning on learning
outcomes. Higher Education, 22(3), 251-266.
Vovides, Y., Sanchez-Alonso, S., Mitropoulou, V., & Nickmans, G. (2007). The use
of e-learning course management systems to support learning strategies and
to improve self-regulated learning. Educational Research Review, 2(1), 6474.
Wallace, L., & Young, J. (2010). Implementing blended learning: Policy
implications for universities. Online Journal of Distance Learning
Administration, 13(4), 1-15.
Wang, S., & Wang, H. (2010). Supporting Higher-order thinking in E-Learning
Environment.

Retrieved

on

22

March,

2013

from

http://linc.mit.edu/linc2010/proceedings/session4Wang.pdf
Wang, V., Russo, M. R., & Dennett, S. (2013). Electronic Education and Lifelong
Learning. International Journal of Adult Vocational Education and
Technology (IJAVET), 4(1), 46-60.
Watson, G., & Glaser, E. M. (1980). Watson-Glaser critical thinking appraisal
manual. Cleveland, OH: The Psychological Corporation.
Weil, D. (2004). Values and Dispositions of Critical Thinking: Developing Habits of
Mind As Moral Commitments to Thought. In J. L. Kincheloe & D. Weil
(Eds.), Critical Thinking and Learning: An Encyclopedia for Parents and
Teachers (pp. 485-490). London, UK: Greenwood Press.
Wellington, J. J. (2000). Educational Research: Contemporary Issues and Practical
Approaches. London, UK: Continuum Intl Pub Group.
Whittle, J., Morgan, M., & Maltby, J. (2000). Higher Learning Online: Using
Constructivist Principles to Design Effective Asynchronous Discussion.
Paper presented at the North American Web Conference, Canada.
Wiseman, A. W., & Anderson, E. (2012). ICT-integrated education and national
innovation systems in the Gulf Cooperation Council (GCC) countries.
Computers & Education, 59(2), 607-618.

References

295

Wu, A. (2003). Supporting electronic discourse: Principles of design from a social
constructivist perspective. Journal of Interactive Learning Research, 14(2),
167-184.
Wu, J.-H., Tennyson, R. D., & Hsia, T.-L. (2010). A study of student satisfaction in
a blended e-learning system environment. Computers & Education, 55(1),
155-164.
Wu, J., Tsai, R., Chen, C., & Wu, Y. (2006). An Integrative Model to Predict the
Continuance Use of Electronic Learning Systems: Hints for Teaching.
International Journal on ELearning, 5(2), 287-302.
Yang, Y.-T. C., Chuang, Y.-C., Li, L.-Y., & Tseng, S.-S. (2012). A blended learning
environment for individualised English listening and speaking integrating
critical thinking. Computers & Education, 63(2013), 285-305.
Yang, Y., Newby, T., & Bill, R. (2005). Using Socratic questioning to promote
critical thinking skills through asynchronous discussion forums in distance
learning environments. The American Journal of Distance Education, 19(3),
163-181.
Yang, Y., Newby, T., & Bill, R. (2008). Facilitating interactions through structured
web-based bulletin boards: A quasi-experimental study on promoting
learners‟ critical thinking skills. Computers & Education, 50(4), 1572-1585.
Yeh, Y. (2009). Integrating e-learning into the Direct-instruction Model to enhance
the effectiveness of critical-thinking instruction. Instructional Science, 37(2),
185-203.
Yu, S. (2009). The Impact of Online Discussion on Face-to-Face Discussion and
Academic Achievement. American Secondary Education, 37(2), 4-25.
Yudko, E., Hirokawa, R., & Chi, R. (2008). Attitudes, Beliefs, and Attendance in a
Hybrid Course. Computers & Education, 50(4), 1217-1227.
Yuretich, R. F. (2003). Encouraging critical thinking: Measuring skills in large
introductory science classes. Journal of College Science Teaching, 33(3), 4045.
Yusuf, Y. A. (2009). The Impact of Discovery-Oriented Teaching and Brainstorming
Approach in Increasing Students’ Academic Achievement and Critical
Thinking in Jurisprudence Course of Islamic Education of the Secondary

References

296

School Students in Tabuk City. Unpublished Ph.D Thesis, Umm Al-Qura
University, Makkah.
Zabit, M. N. M. (2010). Problem-based learning On Students' Critical Thinking
Skills In Teaching Business Education In Malaysia: A Literature Review.
American Journal of Business Education, 3(6), 19-32.
Zafeiriou, G., Nunes, J. M. B., & Ford, N. (2001). Using students' perceptions of
participation in collaborative learning activities in the design of online
learning environments. Education for Information, 19(2), 83-106.
Zawawi, A. H., & Elzubeir, M. (2012). Using DREEM to compare graduating
students' perceptions of learning environments at medical schools adopting
contrasting educational strategies. Medical teacher, 34(s1), S25-S31.
Zohar, A., & Dori, Y. J. (2003). Higher-order thinking skills and low-achieving
students: Are they mutually exclusive? The Journal of the Learning Sciences,
12(2), 145-181.
Zubizarreta, J. (2009). The Learning Portfolio: Reflective Practice for Improving
Student Learning (2nd ed.). San Francisco, CA: John Wiley & Sons.

Appendices

297

Appendices
Appendix 1: Participant Information Sheet (English and Arabic)

Participant Information Sheet

Project Title
Researcher
Supervisors

Facilitating students‟ higher-order thinking through problembased learning: Working in a blended learning environment in
Saudi Arabia
Mahdi Mohammed Al Amri
mmalamri@students.latrobe.edu.au
Professor Margaret Robertson m.robertson@latrobe.edu.au
Dr Jennifer Masters j.masters@latrobe.edu.au

Dear student,
My name is Mahdi Mohammed Al Amri. I am a doctoral student in the Faculty of Education at La
Trobe University, Melbourne campus, Australia. You are invited to participate in a project conducting
as part of my PhD program. This project aims to investigate the effectiveness of using problem-based
learning approach in facilitating students‟ higher-order thinking in blended learning environments in
Saud Arabia.
The current project is designed to make a contribution to the knowledge related research in Saudi
Arabia and other Arabic countries. Also it will explore the impact of utilising new approaches to
teaching and learning (i.e. PBL) in a university context.
This project will be conducted throughout the first semester for 2012. The participants in the
project will be divided into small groups. All groups will be taught by problem-based learning
approach (PBL) in face-to-face classes and with a supplementary online learning provided by
„Blackboard‟ learning management system (LMS). All participants will have three written tasks and,
also, some topics for discussions in class and online forums. At end of the semester, there will be
individual interviews of approximately 20 minutes duration. Should you be willing to participate you
will be asked for your permission to have the interview recorded.
Confidentiality is an important element for each single step in this project. As the researcher, all
information obtained from academic assessments, written tasks, online discussions transcripts, and
interviews will confidentially be kept. All names and identities will be coded in order to ensure
anonymity.
You are invited because it can be anticipated that you can provide a considerable role in this
research project. However, your participation in this project is completely voluntary and you can
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withdraw at any time during the first two weeks of the research with no penalties or negative effects
on your status in the course. Most importantly, your relationships with the teacher or the researcher
will not be affected by this withdrawal. Whenever you chose to withdraw from the experiment, your
provided information will not be used any more.
For any further information or questions about the research project or your rights in the research
project, please do not hesitate to email the researcher at: mmalamri@students.latrobe.edu.au or the
supervisors of the project Professor Margaret Robertson m.robertson@latrobe.edu.au or Dr Jennifer
Mastersj.masters@latrobe.edu.au. If you do not have a satisfied answer, you can immediately contact
with

the

secretary

of

Human

Ethics

Committee

of

LaTrobe

University

on

educationethics@latrobe.edu.au or by mailing them on P.O. Box 199, Bendigo 2552, Victoria,
Australia.
In order to protect your rights, the current project has been approved by Education Faculty Human
Ethics Committee at LaTrobe University. One of your rights is to know the results of the project, thus,
you can email and request that from the researcher after one year by the end of the experiment.
Finally, your participation in the research is appreciated and, thus, your signature on the consent
form indicates that you have read the information provided above and you have willingness to
participate in the research project. However, you have an option in taking part or not of the interviews
at the end of the project. Please, sign and return the consent form to Mahdi Al Amri to collect.

Thank you for your cooperation and participation.
Student Researcher
Mahdi Al Amri

Student Researcher Contact Details:
Australia:
La Trobe University
Faculty of Education
Bundoora, Victoria 3086
Ph: +61404454444
email: kfup@hotmail.com;
mmalamri@students.latrobe.edu.au

Saudi Arabia:
King Faisal University
Faculty of Education
P.O. Box 1759
Al Ahssa 31982
Saudi Arabia
Ph: +966555577465
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وعمٌوات عن البخح احلالُ لمىشازكني

عنٌان البخح
الباحح
املشسفٌن

تَُٓٗ ١ٝازات ايتفهري ايعًٝا يد ٣ايطالب َٔ خالٍ اضرتاتٝذ ١ٝايتعًِ
َػهً ١ايعٌُ يف ب ١٦ٝايتعًِ املدتًط باملًُه ١ايعسب ١ٝايطعٛد١ٜ
املعتُد عً: ٢
َٗد ٟذلُد ايعُسmmalamri@students.latrobe.edu.au ٟ
ايربفٝطٛزَ ٠ازدازٜت زٚبريتطm.robertson@latrobe.edu.au ٕٛ
ايدنتٛز ٠دٝٓٝفس َاضرتش j.masters@latrobe.edu.au

الطالب
عصٍصِ :
أْا ايباسح َٗد ٟذلُد ايعُس ٟطايب ايدنتٛزا ٙبهً ١ٝايرتب ١ٝظاَع ١التسٚب – مبدًَ ١ٜٓبٛزٕ باضرتايٝا ٜ،طسْا إٔ ْدعٛى
يًُػازن ١يف ٖرا ايبشح نذصَ َٔ ٤تطًبات بسْاَر ايدنتٛزاٖ ،ٙرا ايبشح ٜٗدف إىل عح فعاي ١ٝاضتدداّ اضرتاتٝذ ١ٝايتعًِ
ايطعٛد١ٜ
.
املعتُد عًَ ٢ػهً ١يف تَُٓٗ ١ٝازات ايتفهري ايعًٝا يد ٣ايطالب يف ب٦ٝات ايتعًِ املدتًط ١باملًُه ١ايعسب١ٝ
املػسٚع احلاي ٞؾُُِ إلقافَ ١ػازن ١ذات قٚ ١ُٝأُٖ ١ٝيًُعسف ١ذات ايعالق ١بايبشح يف املًُه ١ايعسب ١ٝايطعٛدٚ ١ٜنريو
األخس ٣نريو تهُٔ أُٖٝت٘ يف إنتػاف ايتأثري احلكٝك ٞملجٌ ٖر ٙاالضرتاتٝذٝات يًتعًٚ ِٝايتعًِ يف
.
عًَ ٢طت ٣ٛايد ٍٚايعسب١ٝ
اجلاَعٞ
.
ايطٝام
ضٝتِ إدساٖ ٤را ايبشح يف ايفؿٌ ايدزاض ٞاأل ٍٚيًعاّ احلايٞ

ٖ 1433ـ ،ضٝتِ تكط ِٝاملػازنني إىل دلُٛعات ؾػري٠

عػٛاٝ٥اً ٚضتطتُس ٖر ٙاجملُٛعات ستْٗ ٢ا ١ٜايفؿٌ ايدزاض ،ٞمجٝع اجملُٛعات ضٝتعًُ َٔ ٕٛخالٍ اضرتاتٝذ ١ٝايتعًِ املعتُد عً٢
َػهً ١داخٌ ايفؿٌ ٚنريو بػهٌ تهُ ًٞٝيف ب ١٦ٝايتعًِ االيهرت َٔ ْٞٚخالٍ ْظاّ ايبالى بٛزد ،مجٝع املػازنني ضٝػازن ٕٛيف
ثالخ أْػط ١زٝ٥طَ ١ٝهتٛبٚ ١نريو يف بعض ايٓكاغات االيهرت ١ْٝٚعرب َٓتدٜات ايٓكاؽ االيهرت ١ْٝٚاملٛدٛد ٠يف ْظاّ إداز ٠ايتعًِ
"ايبالى بٛزد"  ،إقاف ١إىل ذيو؛ فبٓٗاٖ ١ٜرا ايفؿٌ ايدزاض ٞضٝتِ دع ٠ٛمجٝع ايطالب إلدساَ ٤كابالت فسدٖ ،١ٜر ٙاملكابالت إختٝازٜ٘
ملٔ ٜسغب باملػازن ١نُتطٛع ٚتُكدَّز َدتٗا بـ  20دقٝك ١يهٌ َكابً ،١إذا نٓت زاغب باملػازن ١يف تًو املكابالت؛ فطٝتِ طًب اإلذٕ
بريو)
.
َٓو ٚايطُاح يًكٝاّ بتطذ ٌٝتًو املكابًٜٛ( ١دد منٛذز خاف
تُعد ايطسِّٚ ١ٜاخلؿٛؾ ١ٝعٓؿس َِٗ يف نٌ خط َٔ ٠ٛخطٛات ٖرا املػسٚع ،مجٝع املعًَٛات اييت ضٝتِ احلؿ ٍٛعًٗٝا ضٛاً٤
َٔ اإلختبازات اخلاؾ ١بايتك ِٝٝأ ٚاملػازٜع اجلُاع ١ٝأ ٚاملٓاقػات اإليهرت ١ْٝٚأ ٚست ٢املكابالت ايػدؿَ ١ٝعًَٛات ضسٚ ١ٜضٝتِ
ايتشفظ عًٗٝاَ ،ع ايعًِ إٔ مجٝع األمساٚ ٤املعًَٛات ايػدؿ ١ٝيًُػازنني ضتُعط ٢زَٛش خاؾ ١ستٜ ٢تِ ايتَّشفظ عً١ٜٖٛ ٢
مجٝعاً
املػازنني .
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يكد مت دعٛتو يًُػازن ١يف ٖرا ايبشح يهْٓٛا ْعًِ َد ٣قدزتو عً ٢إثساٖ ٤را ايبشح مبػازنتو ايفعَّايٚ ١اييت ضٝهٕٛ
هلا دٚز نبري يف إجناح ٖرا ايبشح ٚاخلسٚز بٓتا٥ر ق ،١ُِّٝعً ٢أ ١ٜساٍ؛ فإٕ َػازنتو ٖ ٞتطٛعاً نًُٝاً ٚبإضتطاعتو اإلْطشاب يف
أٚ ٟقت خالٍ األضبٛعني األٚيني َٔ ايبشح َٔ د ٕٚأ ٟعكٛبات أْ ٚتا٥ر ضًب ١ٝعًٚ ٢قعو يف املكسز ،نريو فإَّٕ عالقتو َع
دنتٛز املكسز أ ٚايباسح ئ تتأثس بٗرا اإلْطشاب ،فُتَ ٢ا زغبت باإلْطشاب َٔ ايبشح؛ فإْ٘ ئ ٜتِ اضتدداّ َعًَٛات أخس ٣غري اييت
فكط
قدََّت .
ٚيًُصٜد َٔ املعًَٛات أ ٚاألض ١ً٦عٔ ٖرا ايبشح أ ٚعٔ سكٛقو خالٍ ٖر ٙايتذسب١؛ ُٜسد ٢عدّ ايرتدد يًتٛاؾٌ بايربٜد
عً mmalamri@students.latrobe.edu.au ٢أ ٚعً ٢إمي ٌٝاملػسفني ايسٝ٥طٝني عً ٢ايبشح ايربفٝطٛز٠
اإليهرت ْٞٚيًباسح :
َازدازٜت زٚبريتط ٕٛعً m.robertson@latrobe.edu.au ٢أ ٚايدنتٛز ٠دٝٓٝفس َاضرتش عً.j.masters@latrobe.edu.au ٢
ٚإذا مل ٜتِ إغباع زغبتو يف احلؿ ٍٛعً ٢إدابٚ ١اف١ٝ؛ فُٝهٓو ايتٛاؾٌ َباغسَ ٠ع ضٝهستري جلٓ ١أخالقٝات ايبشح ايعًُ ٞظاَع١
التسٚب عً educationethics@latrobe.edu.au ٢أ ٚباملساضً ١ايربٜد ١ٜعً ٢ؾٓدٚم بسٜد

 ،199بٓٝدٜك 2552 ٛفٝهتٛزٜا،

اضرتايٝا
.
يف ضب ٌٝاحلفاظ ٚمحا ١ٜسكٛقو نُػازى يف ٖرا ايبشح؛ فكد متت املٛافك َٔ ١قِبٌ جلٓ ١أخالقٝات ايبشح ايعًُ ٞظاَع١
التسٚب عً ٢إدساٖ ٤را ايبشحٚ ،بايتاي ٞفإٕ أسد سكٛقو ٖ ٞطًب َعسفْ ١تا٥ر ٖرا ايبشحٚ ،ميهٓو احلؿ ٍٛعًًَُ ٢دـ يًٓتا٥ر
ايسٝ٥طٞ
.
ٚذيو بعد ضٓ ١دزاض ١ٝناًَ ١بعد اإلْتٗا َٔ ٤تطبٝل إدسا٤ات ٖرا ايبشح عٔ طسٜل َُساضً ١ايباسح
ٚيف اخلتاّ؛ فإٕ َػازنتو يف ٖرا ايبشح َُكدَّزَُٚ ٠جَُّٓٚ ،١بايتاي ٞفإٕ تٛقٝعو عً ٢منٛذز ايتفٜٛض ٜدٍُ عً ٢أَّْو قسأت
ٚٚافكت عًَ ٢ادا ٤يف ٖرا ايُٓٛذزٚ ،أْو عً ٢اضتعداد يًُػازن ١يف ٖرا ايبشح خالٍ ٖرا ايفؿٌ ايدزاضٚ ،ٞيهٔ فُٝا خيتـ
ايفؿٌ ْسد ٛايتهسّ بايتٛقٝع ٚتعبأ ٠املعًَٛات يف منٛذز ايتفٜٛض ٚإعادت٘
.
باملكابالت؛ فإٕ يدٜو اخلََٝاز باملػازن َٔ ١عدَٗا بٓٗا١ٜ
ايعُسٟ
.
يًباسح َٗدٟ
شاكسٍن ًوُكدِّزٍن لكي تعاًنكي ًوشازكتكي
الباحح
وودِ بن حمىد العىسِ

Student Researcher Contact Details:
Saudi Arabia:
King Faisal University
Faculty of Education
P.O. Box 1759
Al Ahssa 31982
Saudi Arabia
Ph: +966555577465

Australia:
La Trobe University
Faculty of Education
Bundoora, Victoria 3086
Ph: +61404454444
;email: kfup@hotmail.com
mmalamri@students.latrobe.edu.au
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Appendix 2: The Informed Consent Form (English and Arabic)

The Informed Consent Form
Research Title

Facilitating students‟ higher-order thinking through problem-based learning:
Working in a blended learning environment in Saudi Arabia

Researcher

Mahdi Mohammed Al Amri mmalamri@students.latrobe.edu.au

Supervisors

Professor Margaret Robertson m.robertson@latrobe.edu.au
Dr Jennifer Masters j.masters@latrobe.edu.au

Dear student,
I would like to invite you to participate in my research as described in the Information
Sheet. By signing this form, this indicates that you have informed about and agreed on
the following points:
1.
2.
3.
4.

5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

15.

I have read and understood what has been written in the “Participant Information Sheet”
of this research.
I have been informed about the conditions and risks of participation in this research.
I am willing to participate in this experiment as a volunteer and I have the right to
withdraw at any time within the first two weeks.
If I decide to withdraw from the experiment, I will not charge or face any negative
consequences or penalty. Also, my relationships with instructor and the researcher will
not be affected because of this withdrawal.
I have right to withdraw any unprocessed information provided within only four weeks
after the participation.
I agree that my participation may be monitored or observed by the researcher.
I informed that all research data is completely confidential and secured.
It has been explained that my name will not be used. Instead, it will be given a code
number in order to guarantee my anonymity.
I agreed that the teacher and the researcher only will have access to the transcripts and the
written tasks.
I know that all data from this research will be stored in a privet computer and will be
protected by very strong password known only by the researcher.
I have no objection about the data collected from this research which may be published
without referring to me as a participant.
After five years from collecting this data, it will be destroyed by shredding.
I agree that results of this research will be presented in a PhD thesis, a conference, and a
journal via the Faculty of Education at LaTrobe University, Melbourne, Australia.
Questions about risks with regard to my participation in this research will be addressed to
the researcher by the phone number or by email listed at the top of this page or to the
secretary, Education Faculty Human Ethics Committee, La Trobe University, P. O. Box
199, Bendigo 2552 or email: educationethics@latrobe.edu.au.
I agree to participate in the experiment of this research in this semester.

Signature:
Date:// 2011

Email:
Mobile No:
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منٌذج وٌافكْ لمىشازكْ يف البخح
عنٌان البخح
الباحح
املشسفٌن

َػهً ١ايعٌُ
تَُٓٗ ١ٝازات ايتفهري ايعًٝا يد ٣ايطالب َٔ خالٍ اضرتاتٝذ ١ٝايتعًِ املعتُد عً: ٢
يف ب ١٦ٝايتعًِ املدتًط باملًُه ١ايعسب ١ٝايطعٛد١ٜ
َٗد ٟذلُد ايعُسmmalamri@students.latrobe.edu.au ٟ
ايربفٝطٛزَ ٠ازدازٜت زٚبريتطm.robertson@latrobe.edu.au ٕٛ
ايدنتٛز ٠دٝٓٝفس َاضرتش j.masters@latrobe.edu.au

عصٍصِ الطالب:
أٔذ ِذػٌٍّ ٛؾبسوخ ف ٟثؾض ٟاٌّؼٕ ْٛوّب ِ٘ٛ ٛضؼ ف ٟاٌغذٚي أػالٖ ،ثزٛل١ؼه ػٍ٘ ٝزا إٌّٛرط؛
فإْ ٘زا ٠ؼٕ ٟأَّٔه أخجشد ثبٌٕمبط اٌزبٌ١خ ٚلذ ٚافمذ ػٍٙ١ب٘ٚ ،زٖ إٌمبط ٘:ٟ
.1
.2
.3
.4
.5
.6
.7
.8
.9
.10
.11
.12
.13
.14

.15

ٌمذ لشأد ٚفّٙذ ِب لذ ُوزت فٚ ٟسلخ اٌّؼٍِٛبد اٌخبفخ ثٙزا اٌجؾش ٚاٌ ُّشفمخ ِغ ٘زا إٌّٛرط.
رُ إخجبس ٞثظشٚف ٚاألخطبس اٌّؾزٍّخ ِٓ ٘زا اٌجؾش.
ٌذ ٞاإلعزؼذاد ف ٟاٌّؾبسوخ وّزطٛع ٚأٔٗ ٌذ ٞاٌؾك ف ٟاإلٔغؾبة ف ٟأٚ ٞلذ خالي األعجٛػ ٓ١األ ِٓ ٓ١ٌٚثذء اٌجؾش.
إرا لشَّسد ثؤٕٔ ٟعؤٔغؾت ِٓ ٘زٖ اٌزغشثخ؛ فئٔٗ ٌٓ ٠زشرت ػٍ ٝرٌه أ ٞغشاِبد أٔ ٚزبئظ عٍج١خ أ ٚؽز ٝػمٛثبد ،وزٌه
فئْ ػاللزِ ٟغ دوزٛس اٌّمشس ٚاٌجبؽش اٌشئ١غ ٌٓ ٟرزؤصش عشَّاء ٘زا اإلٔغؾبة.
ٌذ ٞاٌؾك ف ٟعؾت أِ ٞؼٍِٛبد ٌُ ٠زُ ِؼبٌغزٙب ثؼذ ٚرٌه خالي أسثؼخ أعبث١غ ربٌ١خ ٌّؾبسوز.ٟ
أٚافك ػٍ ٝأْ ِؾبسوز ٟسُثّب ٠زُ ِشالجزٙب أِ ٚالؽظزٙب ثٛاعطخ اٌجبؽش.
رُ إخجبس ٞثؤْ عّ١غ اٌّؼٍِٛبد اٌز ٟعؤُلذِٙب عشِّ٠خ ِٚؾّ١خ ثؾىً وبًِ.
رُ اٌ َّ
ؾشػ ٌ ٟثؤْ اعّ ٟاٌؾخقُ٠ ٌٓ ٟغزخذَٚ ،ثذالً ِٓ رٌه؛ فئٕٔ ٟعؤُػط ٝوٛداً خبفخ ُ٠ؼجِّش ػٓ اعّٚ ٟرٌه ِٓ أعً
مّبْ ػذَ اٌىؾف ػٓ ٘٠ٛز ٟاٌؾخق١خ.
أٚافك ػٍ ٝأٔٗ فمو دوزٛس اٌّمشس ٚاٌجبؽش فمو ُ٘ ِٓ ٌذ ُٙ٠اٌؾك ف ٟاٌؾقٛي ػٍٔ ٝقٛؿ إٌّبلؾبد ٚوزٌه اٌٛاعجبد
ٚاألٔؾطخ.
أػٍُ رٌه ثؤْ عّ١غ اٌّؼٍِٛبد اٌخبفخ ثٙزا اٌجؾش ع١زُ رخضٕٙ٠ب ف ٟوّجٛ١رش خبؿ ثبٌجبؽش ٚع١زُ ؽّب٠زٙب ثىٍّخ ِعش
ِزٕ١خ.
ٌ١ظ ٌذ ٞإػزشاك ثؤْ اٌّؼٍِٛبد اٌّغزخٍقخ ِٓ ٘زا اٌجؾش سُثّب ٠زُ ٔؾش٘ب ػٍ ٝأْ ال٠زُ اإلؽبسح إٌ ٝؽخق١ز.ٟ
ثؼذ خّظ عٕٛاد ِٓ عّغ ٘زٖ اٌّؼٍِٛبد؛ فئٔٗ ع١زُ إرالفٙب ٚرٌه ثزّض٠مٙب.
أٚافك ػٍ ٝأْ ٔزبئظ ٘زا اٌجؾش ع١زُ ػشمٙب ف ٟسعبٌخ دوزٛساٖ أ ٚأِ ٞؤرّش أِ ٚغٍخ ػٍّ١خ ِؾىّخ ٚرٌه ِٓ خالي
عبِؼخ الرشٚة ثّذٕ٠خ ٍِجٛسْ ف ٟاعزشاٌ١ب.
أ ٞأعئٍخ فّ١ب ٠خزـ ثبٌّخبهش اٌّزؼٍمخ ثّؾبسوز ٟع١زُ رٛعٙٙ١ب ِجبؽشح ٌٍجبؽش اٌشئ١ظ ا ٚاٌّؾشف ٓ١ػٍ ٝاٌجؾش
اٌّٛمؾ ٓ١ف ٟاٌغذٚي أػٍ ٝاٌقفؾخ ،أ ٚع١زُ رٛعٙٙ١ب ٌغىشر١ش ٌغٕخ أخالل١بد اٌجؾش اٌؼٍّ ٟثىٍ١خ اٌزشث١خ ثغبِؼخ
الرشٚة ػٍ ٝفٕذٚق ثش٠ذ  199ثّذٕ٠خ ثٕ١ذ٠غ 2552 ٛأ ٚػٍ ٝإ. educationethics@latrobe.edu.au ً١ّ٠
أٚافك ػٍ ٝاٌّؾبسوخ ف٘ ٟزٖ اٌزغشثخ ٌٙزا اٌجؾش خالي ٘زا اٌفقً اٌذساع.ٟ

التٌقَع:

الربٍد اإللَكرتًنُ:

التازٍذ/ /
:

اجلٌاه
زقي :
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Appendix 3: The Three Assessment Tasks (English and Arabic)

The Assessment Task
Instructions
Dear students,
First of all, we would highly thank you on your supporting this
research by your participation in the experiment. This task aims to explore
your thinking abilities and how can you deal with the real life situations.
Also, it endeavours to prepare you for facing other similar situations to
your school students in the future and how to employ your abilities to
solve them.
Please follow the next instructions:



This is an individual task and please relies on your own skills and abilities.
The assistance from other people is prohibited.



You should plan, research, analyse, and try to solve issues presenting in this
task. Then, you should write what you have done with your answer in a
good way which is clear and effective.



On the first paper of your task’s answer, please write clearly your name
with your university’s ID.



The clarity, fluency, critical thinking, comprehensiveness, depth and open
mindedness are important elements for evaluating your response.






Please consider every idea you have created and write them appropriately.
Keeping a copy of your work is one of your responsibilities.
The due date is 28/09/2011.
Return to the main instructor Mahdi Al Amri or to Dr. Saleh Fayed in the
Faculty of Education at King Faisal University.

We wish you all the best.
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Task 1
Dear student; read the following phenomenon and answer
appropriately on the question from your own viewpoint:

The Turkish Serials!
In recent times, many Turkish serials have dramatically taken a large
part of the movies channels in Saudi Arabia. Several Arabic channels,
furthermore, have competitions to purchase and display a large amount of
them. The majority of Saudi population are exciting towards these shows
and they often follow up them.

The question is:
List three main objectives of the Turkish serials
and discuss whether or not these serials have
impact on Saudi society. Then, present some
solutions to restrict or encourage these serials.

We wish you all the best.
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Task 2
Dear student; read the following passage and answer on
the question from your own perspective:

How to Win the Whole Cake?!
Suppose that there are couple of converged villages surrounding your
city (Al Ahssa). These villages produce a certain kind of agricultural
products that is characterised by rare and valuable. Thus, the majority of
residents of these villages are rich and having huge funds. At the same
time, however, they are characterised as kind, original, and generous.
On the other hand, four of your well-known relatives in Al Ahssa city
are big businessmen. They frequently meet with each other and,
specifically, discuss in regard to these villages. They intend to develop a
special plan to acquire a large part of those funds by systematic manner.
Because of you having an excellent relationship with those
businessmen, they invited you to create and building a plan to achieve
their goals. They, moreover, promised that if your plan succeeded, you
will get both a big financial reward and 5% of the “net profit” of these
funds.

The question is:
Discuss the current situation and what your
strategy is if you knew that the time period is 5
years.

We wish you all the best.
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Task 3
Dear student; read the following situation and answer on
the question at the end of the passage from your own
perspective:
The BlackBerry Addiction!
Suppose that your sister (Nada) suffers from the addiction problem of
the BlackBerry. You have found that through several indicators include:

 Nada remains holding the BlackBerry device from 8 – 14 hours
a day chatting with friends, and these hours are significantly
increased during holiday days. In addition, she always closes
her room‟s door and wants to be alone.
 She strongly apologies to you and her parents to going outside
home such as visiting her relatives, going to parks or even
sharing your family the picnics. Also, if her parents impose her
to go out for family trip, she mostly becomes angry and she
frequently criticises the events during the trip.
 She rarely has her lunch or dinner with your family due to her
hopes of staying in front of the mobile for the longest possible
period.
 She habitually is watchful, absent-mindedness, and has low
academic achievement.
As Nada‟s brother, you would assist her to quit this addiction and,
also, to secure the psychological health of Nada and your family as well.

The question is:
Discuss

this

issue

convenient solutions.
We wish you all the best.

and

propose

the

most
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املىمكْ العسبَْ الطعٌدٍْ
ًشازّ التعمَي العالُ
فَصن األحطإ
جاوعْ املمك -
كمَْ الرتبَْ – قطي تكنَات التعمَي

املشسًع األًه
تعمَىات هاوْ
الطالب
عصٍصِ :
يف ايبداٜ ،١ٜطسْ ٞإٔ أتكدّ يو بٛافس ايػهس ٚايتكدٜس عً ٢دعُو هلرا ايبشح
مبػازنتو .ب٘ َٚػازنتو ٖرَُ ٙكدَّز ٠يو ،اهلدف ايسٝ٥ظ َٔ ٖرا املػسٚع ٖ ٛاضتطالع
َٚعسف ١قدزاتو املدتًف ١عً ٢ايتفهري ٚنٝف بإَهاْو َٛادٗ ١املٛاقف املدتًف ١يف احلٝا٠
ايعاَ ،١نريو ٜطعٖ ٢را املػسٚع إىل تٗٝأتو ملٛادَٗٛ ١اقف َػابٗ ١زُمبا حتدخ يو يف
املطتكبٌ َع طالب املدزض ١يف املٝدإ يف ايكسٜب ايعادٌ ٚنٝف بإَهاْو تٛظٝف قدزاتو
املٛاقف
.
حملاٚي ١سٌ ٖرٙ
املػسٚع
:
ْسدٛا َٓو اتباع ايتعًُٝات ايتاي ٞيِكُإ سفظ سكٛقو يف املػازن ١يف ٖرا
ٖ را َٖ ٛػسٚع فسد ،ٟيريو ُٜسد ٢اإلعتُاد عً ٢قدزاتو َٗٚازاتو
اخلاؾ ١يف سًٗا دَ ٕٚطاعد َٔ ٠آخس.ٜٔ
 جيدز بِو إٔ تُدطط؛ تبشح؛ تُشًٌ؛  َٔٚثِ حتا ٍٚسٌ تًو املػانٌ
املػسٚع بعد ذيو ٜتٛدب عًٝو نتابَ ١اذا خًُؿت إي٘ٝ
.
املتكُٓ ١يف ٖرا
َٔ سًٚ ٍٛعسقٗا بطسٜكٚ ١اقشَٚ ١ؤثس ٠يًكازئ.
 عً ٢ايؿفش ١األٚىل َٔ غالف إداب ١املػسٚع؛ ُٜسد ٢نتاب ١أمسو بٛقٛح
َع زقُو اجلاَع.ٞ
 ايٛقٛح؛ ايطالق١؛ ايتفهري ايٓاقد؛ ايػٍُٛ؛ ٚايعُُل تُعد َٔ أِٖ ايعٓاؾس
ايسٝ٥ط ١ٝيتك ِٝٝاضتذابتو.
ُٜ سد ٢اإلٖتُاّ ٚٚقع إعتباز خاف يهٌ فهس َٔ ٠أفهازى د ٕٚإُٖاهلا  َٔٚثِ
نتابتٗا بػهٌ َال.ِ٥
 اإلستفاظ بٓطد َٔ ١إداب ١املػسٚع ُٜعد َٔ َطؤيٝتو جتا ٙسِفظ دُٗدى.
ٖ 1432/ 10/ 30ـ
 آخس َٛعد إلضتكباٍ اإلدابات ٖ ٛاألزبعا ٤بتازٜذ
 تُطًَِّ اإلدابات ألضتاذ املكسز َٗد ٟايعُس ٟأ ٚيًدنتٛز ؾاحل فاٜد بهً١ٝ
ايرتب ١ٝظاَع ١املًو فٝؿٌ– األسطا.٤

متٓٝات ٞيو بايتٛفٝل
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املىمكْ العسبَْ الطعٌدٍْ
ًشازّ التعمَي العالُ
فَصن األحطإ
جاوعْ املمك -
كمَْ الرتبَْ – قطي تكنَات التعمَي

املػسٚع األ) 1( ٍٚ
ايطايب إقسأ ايظاٖس ٠ايتاي ١ٝثِ أدب بػهٌ َال ِ٥عً ٢املطًٛب َٔ ٚدٗ١
:
عصٜصٟ
اخلاؾ١
:
ْظسى

ُسكَْ
املطمطالت الت !

يف اآل ١ْٚاآلخري٠؛ إْتػست املطًطالت ايرتن ١ٝبػهٌ ًَشٛظٚ ،أستًت دُصأً
نبرياً َٔ أٚقات ايعسض يف ايكٓٛات ايعسب ١ٝاملدتًفٚ ،١أؾبح ايتٓافظ ٖ ٛضٝد
َٓٗا ْٚتٝذ ١يريو؛ فإٕ
املٛقف بني تًو ايكٓٛات يف غِساٚ ٤عسض نُ ١ٝنبري. ٠
ايػايب ١ٝايهُرب َٔ ٣ايػعب ايطعٛد ٟأؾبح َطسٚزاً َٚتعطػاً ملجٌ ٖر ٙاملطًطالت
داِ٥
ُٜٚتابعْٗٛا بػهٌ .

املطمٌب:هٌ
إضسد أزبعْ (  )4أهداف أضاضَْ ون هري املطمطالت الرتكَْ ًون ثيَّ ناقش وا إذا كان هُناك
ُخافظ ًون ثي ضع بعض
تأثريات جٌهسٍْ هلري املطمطالت زُمبا تؤثس يف جطد اجملتىع الطعٌدِ امل .
احلمٌه املىكنْ حملاًلْ حتجَي هري املطمطالت ًاحلد ونوا.

متٓٝات ٞيو بايتٛفٝل
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املىمكْ العسبَْ الطعٌدٍْ
ًشازّ التعمَي العالُ
فَصن األحطإ
جاوعْ املمك -
كمَْ الرتبَْ – قطي تكنَات التعمَي

املػسٚع ايجاْ) 2( ٞ
ايطايب إقسأ املٛقف ايتاي ٞثِ أدب عٔ املطًٛب يف آخس ايؿفشٚ َٔ ١دٗ١
:
عصٜصٟ
اخلاؾ١
:
ْظسى

الكعكْ؟
!
كَف تطتخٌذ عمٓ
يِٓفسض إٔ ٖٓاى دلُٛع َٔ ١ايكُس ٣املتكازب ١يف ذلافظ ١األسطاٚ ،٤إٔ أٌٖ ٖرٙ
ايكسُٜٓ ٣ذْٛ ٕٛعاً َعٓٝاً َٔ املٓتذات ايصزاعٚ ١ٝاييت متتاش بايُٓدزٚ ٠ايكِ ١ُٝايٓفط،١ٝ
ْٚتٝذ ١يريو؛ فإٕ أغًب ضُهَّإ ٖر ٙايكُس ٣ميتاش ٕٚبايػِٓ ٢ايفاسؼ ٚبسؤٚع األَٛاٍ
ايكدُ ،١إالَّ أَِّْٗ يف ايٛقت ْفط ١ميتاش ٕٚبايطِٝبٚ ١األَؾايٚ ١ايهَ.سّ
يف اجلٗ ١األخس٣؛ ْفرتض بإٔ ٖٓاى أزبع َٔ ١أقازبو اخلاؾني ُٜعدُّ َٔ ٕٚنِباز
زداٍ األعُاٍ يف األسطاٚ ٤يد ِٜٗثسٚات ٖا ،١ً٥جيتُع ٕٛبػهٌ َتهسز يًُٓاقػ١
ْظاَٚ ٞعهِ أَّْو أسد
.
ٚايتدطٝط يإلضتشٛاذ عً ٢نِ نبري َٔ تًِو األَٛاٍ بػهٌ
أقازبِٗ ٚيدٜو عالقات ممَّٝصَ ٠عِٗ؛ فكد قدََّٛا يو دع ٠ٛخاؾ ١يبٓا ٤خطَُ ١شهُ١
يتشكٝل أٖدافِٗ ،إقاف ً١إىل ذيو فكد ٚعدٚى يف ساٍ جناح خِطَّتو فإَّْو ضتشؿٌ
عً ٢دا٥صَ ٠اي ١ٝنبري ٠إقاف ً١إىل َاْطبت٘ َٔ 5%ؾايف أزباح تًو ايعًُ.١ٝ
املطمٌب:هٌ
ناقش هرا املٌقفً ،واهُ اضرتاتَجَتك لتخكَل تمك األهداف إذا عمىت أنَّ الفرتّ الصونَْ
ضنٌات
املطىٌحْ هُ مخظ (. )5

متٓٝات ٞيو بايتٛفٝل
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املىمكْ العسبَْ الطعٌدٍْ
ًشازّ التعمَي العالُ
فَصن األحطإ
جاوعْ املمك -
كمَْ الرتبَْ – قطي تكنَات التعمَي

املشسًع الجالح () 3
ايطالب إقسأ املٛقف ايتاي ٞثِ أدب عٔ َا ضُٝطًب َٓو بٛدٗ١
:
عصٜص ٟايطايب/
اخلاؾ١
:
ْظسى

آخس
إدوان ون نٌع !
إفسض إَّٔ أسد ايفتٝات ايكسٜب ١دداً إىل قًبو (أختو َجالً) تُعاَْ َٔ ٞػهً١
أبسشٖا
اإلدَإ عً ٢ايبالى بريٚ ،ٟنإ ذيو ٚاقشاً َٔ خالٍ َؤغسات عِدَّ: ٠
" "


َهٛثٗاَٜٝٛاًملد٠ترتاٚسبني

8

–

14

ضاع١ممطه١ظٗاشٖاايٓكاٍ

(ايبالنبريٖٚ،)ٟرٖايفرت٠ايصَٓ١ٝتصدادبػهًًُشٛظفٝأٚقاتاإلداشات .
باإلقاف١إي٣ريهإغالقٗاايداًُ٥بابػسفتٗااخلاؾٚ١بكاٗ٥اٚسٝد٠فٗٝا .


إعترازٖاايػدٜديهٛيٛايدٜهعٓاخلسٚددازداملٓصيًصٜاز٠األقازبأٚستًً٣رٖابإي٣ا
ملتٓصٖاتأٚايسسالتايرتفَ١ٝٗٝعهِ.
إقاف١إي٣ريو؛إذاقاَٛايدٜهبإدبازٖاباخلسٚمجعهِ؛فإْٗاغايباًتؿبشُتكاٜك١
َٓٓظس٠ايٓاضًٗاٖٝٚتكَٛبُساضًٚ١اإلْػػايبايبالنبريٜٛبايتايٝفإْٗاتؿبشُتٛ
تسٚ٠غاقب١بػهًطسٜعٚ،تكَٛبايتايٝبإْتكادٚايطدسَٗٓ١ٜرٖايٓصٖ١بػهًُتهسز .



زافكريههًٗهجسضٗسٖا،غسٚدذٖٓٗاٚ،نريهاهلبٛطايهبريفُٝطت٣ٛتشؿًٗٝاايدزا
ض.ٞ
عهِ أَّْو أخٗٝا؛ ْٚظساً يِشُبو هلا فإَّْو تسغب يف َطاعدتٗا يِرتى ٖرا ايٓٛع

َٔ اإلدَإ؛ نريو يِشُاٜتٗا َٔ اير٥اب املفرتض َٔ ١ايػباب ٚ ،نريو ٚمحا١ٜ
أٜكاً
ؾشتٗا ايٓفطٚ ١ٝاييت زُمبا تؤثس عً ٢ؾِشَّ ١ايعا. ١ً٥
املطمٌب:هٌ
ناقش هري الكطًَْ ،قُي بإقرتاح أكجس احلمٌه والٖىًْ هلرا املٌقف.

متٓٝات ٞيو بايتٛفٝل
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Appendix 4: The Questionnaire (English and Arabic)

ONLINE LEARNING SURVEY QUESTIONNAIRE
Your University’s Number:
Department: ………………………………..

Dear Student,
Thank you for volunteering to participate in this research. The research aims to
investigate the effectiveness of using problem-based learning approach in facilitating
students’ higher-order thinking in blended learning environment. This research is being
conducted as part of a PhD programme in the Faculty of Education at La Trobe University,
Melbourne, Australia.
Please read the following instructions before you begin the survey
Please answer those questions by choosing the appropriate answer to you. If some
questions do not apply to you, please leave blanks. This survey consists of four sections.
Section 1 asks you to give some information about yourself and your university study.
Section 2 asks about your background knowledge of computer. Section 3 asks about your
experience in using computer. Section 4 asks about your view towards using blended
learning environments in the university study.
REMEMBER THAT, this survey is confidential and definitely will assist the researcher to
assess the familiarity you have with computers and online tools.
SECTION 1: DEMOGRAPHIC INFORMATION
Q.1. How old are you?

(Please write your age in the

box)

Q.2. What is your current university level?

(Please tick the appropriate

box)

□ First year
□ Second year
Q.3. What is your grade point average (GPA)?

□ Third year

□ Fourth year
(Please write your GPA in the

box)

Q.4. This course is your:
box)

□ 1st online
course

□ 2nd online course

(Please tick the appropriate

□ 3rd online course

□ 4th online course or
more

SECTION 2: BACKGROUND KNOWLEDGE OF COMPUTER
Q.1. Do you have a computer at home?Yes No 
Q.2. Do you have an access to the internet at home?Yes No 
Q.3. How long have you used the computer?
(Please write the years
number in the box)
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Q.4. Have you ever attended a training programme in ICT? (e.g. Microsoft Office
Applications, Internet, Photoshop, etc.)Yes (Please fill the table below)No (Please move to
section 3)

The training programme
□ Diploma
□ Short course
□ Others: please specify:
…………..………

Reason
□ personal interest□ future employer‟s requirement
□ personal interest□ future employer‟s requirement
□ others: please specify:
……………………………….………………....………

SECTION 3: COMPUTER USES AND SKILLS

N
1
2
3
4
5
6
7
8
9
10

Q.1.HOW DO YOU OFTEN USE THE FOLLOWING THINGS PER WEEK: (PLEASE FILL
IN THE TABLE BELOW)
Always: means almost every day in a week, Often: 5 or 6 days a week, Sometimes: 3 or 4 days a
week, Rarely: 1 or 2 days a week, and Never: no use at all.
Uses
Always Often Sometimes Rarely Never
Using the computer applications(e.g. Word, power point, etc.)
Gaming
Reading news
Multimedia (e.g. Movies, music, playing dvds, etc.)
Personal spaces (e.g. Blogs, facebook, etc.)
Email
Discussion forums
Video sharing (e.g. Youtube, etc.)
Wiki (e.g. Wikipedia, wikimedia, etc.)
Others: please specify………………..
Q.2. How do you evaluate yourself in: (tick the box that describes to the most appropriate answer to
you).
Very
good

N

Skills

1

Playingonline games
Creatingyour own multimedia presentation (words, pictures, and
sounds in one document)
Using the internet (searching, uploading, downloading files,
sending, receiving emails... Etc.)
Designing your own web site/home page
Using BLACKBOARD LEARNING MANAGEMENT
SYSTEM
Posting messages (including stories, letters etc.) In variety of
online forums (e.g. Academic, social, economic, entertainment
etc.)

2
3
4
5
6

Good

Average

Weak

SECTION 4: STUDENTS’ LEARNING PREFERENCES IN ONLINE AND FACE-TO-FACE
LEARNING

In your view, would you say that:
N
1
2

The statement
I believe that online discussions will make me
more interactive and comfortable talking in
class
Materials provided by the teachers on
Blackboard are useful

(please fill in the table below)

Strongly
agree

Agree

Not
sure

Disagree

Strongly
disagree

Very
weak
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4
5
6
7
8
9
10
11
12
13
14
15
16

17

18
19

20
21
22
23
24
25
26
27
28
29

30

I discuss problems confidently in online
discussions forums
Working alone assists me to learn better
I do not enjoy in using the internet for
educational purposes
I like new information deriving from online
approaches because it helps my study
I can share files such as word, powerpoint, etc.
With my peers on Blackboard
I prefer studying with group to remember
many things better
I believe that online learning tools will keep
me thinking positively
I like the roles played by my peers on the
Blackboard tools
Using online learning tools will promote my
thinking
I prefer to work individually on my academic
projects
I will learn something from reading someone
else‟s post
Participating in the online course‟s discussions
is not rewarding in my learning
I can share files such as word, powerpoint, etc.
With my teachers on Blackboard
I usually get more work done when i work
alone
If online learning tools are integrated in the
course, my grade will be better than other
courses which are completely traditional faceto-face classes
I would spend more time finding out more
about interesting topics which will be
discussed in online discussions
Learning AMONG groups assists me to think
critically
I believe that using both face-to-face lectures
and online environments interchangeably in
one course is the best way to expand my
cognitive capability
Blackboard lms is an effective learning tool
I find it difficult to play a constructive role in
online learning environments
I learn best when i work with others
I like using Blackboard lms
I prefer to work in collaborative group tasks
with others
I would like to learn in completely online
classes (i.e. No meetings with peers or my
teacher in the class)
I will think deeply if problem-based learning
strategy is used
I enjoy working on an assignment by myself
I will feel more confident with my intellectual
abilities if i learn through online learning
environments
I prefer to study alone in order to perform
constructive rolesin online or face-to-face
classes
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32
33
34
35
36
37
38
39
40
41
42
43
44

45

46
47
48

I do not like the roles played by my teacher on
the Blackboard tools
Employing effective learning and teaching
approaches in online environments encourages
learners to be active
I enjoy using online learning tools in my
courses
I favour to study by myself
I like problem solving approach
I favour to learn in small groups (e.g. 4-6
students)
Using online learning environments will
improve my learning outcomes
I prefer to have constructive meetings with my
group members
I like learning through online learning
environment because it assist me to develop
reflective thinking
I enjoy working on an assignment with three or
four of my classmates
I believe that online discussions with my
teacher and peers will make me understand the
content of the course
I can think critically when i learn alone
I am willing to try new strategies and
approaches in my learning
I remember many things better when i study
alone
I would like to learn in mix of face-to-face
classes and online techniques (i.e. Take online
tests, online discussions, and submit papers
and tasks electronically)
I discuss problems confidently in the class
discussions
I will not develop my ideas as a result of
reading peers‟ posts
I usually get more work done when i work
with others

Do you have any comments about the course or the research this semester?(please list them below)

Do you have any questions about the course or the research this semester?(please list them below)

Do you have any other comments?(please list them below)
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اضتبانْ اضتطالعَْ عن التعمي االلكرتًنُ
األكادميُ
:
زقىك اجلاوعُ:التدصص
.................... .................... ...

 :عصٍصِ الطالب
أؽىش ٌه رطٛػه ٌٍّؾبسوخ ف٘ ٟزا اٌجؾش ٚاٌزٙ٠ ٞذف إٌ ٝثؾش فؼبٌ١خ اٌزذس٠ظ ِٓ خالي اعزخذاَ "اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ
ػٍِ ٝؾىٍخ" ف ٟرّٕ١خ ِٙبساد اٌزفى١ش اٌؼٍ١ب ٌٍطالة ف ٟث١ئبد اٌزؼٍُ اٌّخزٍطخ االٌىزش١ٔٚخ٘ ،زا اٌجؾش ٘ ٛأؽذ ِزطٍجبد اٌؾقٛي
ػٍ ٝدسعخ اٌذوزٛساٖ ِٓ وٍ١خ اٌزشث١خ ثغبِؼخ ال رشٚة فِ ٟذٕ٠خ ٍِجٛسْ ثؤعزشاٌ١ب.
السجإ قسإّ التعمَىات التالَْ قبن البدٕ يف تعبأّ هرا االضتبَان
أسعٛا اٌزىشَ ثبإلعبثخ ػٍ ٝاألعئٍخ اٌزبٌ١خ ٚرٌه ثئخز١بس اإلعبثخ إٌّبعجخ ِٓ ٚعٙخ ٔظشن٘ .زا االعزج١بْ ٠زى ِٓ ْٛأسثؼخ ألغبَ
سئ١غ١خ ،اٌمغُ األٚي ٠زٕبٚي ثؼل األعئٍخ ٚاٌّزؼٍمخ ثجؼل اٌّؼٍِٛبد ػٓ ٔفغه ٚػٓ دساعزه اٌغبِؼ١خ .اٌمغُ اٌضبٔ٠ ٟزٕبٚي اٌخٍف١خ
اٌّؼشف١خ ٌه ػٓ اٌؾبعت ا .ٌٟ٢اٌمغُ اٌضبٌش ٠ؾز ٞٛػٍ ٝاعئٍخ رزؼٍك ثخجشره ف ٟاعزخذاَ اٌؾبعت ا .ٌٟ٢اٌمغُ اٌشاثغ ٚا٢خ١ش
٠زٕبٚي ِغّٛػخ ِٓ األعئٍخ ػٓ ٚعٙخ ٔظشن ٔؾ ٛاعزخذاَ ث١ئبد اٌزؼٍُ االٌىزش١ٔٚخ وزؼٍِ ُ١خزٍو (ِض٠ظ) ِغ اٌزذس٠ظ اٌزمٍ١ذ ٞفٟ
لبػبد اٌغبِؼخ.
تركس ذلك؛ هرا االضتبَان خاص ًضسِ ًلن ٍطَّمع عمَى أحدٚ،ثبٌزؤو١ذ ع١ى ْٛػٔٛبً ٌٍجبؽش فِ ٟؼشفخ ِذ ٜاٌّبِه ثبٌؾبعت اٚ ٌٟ٢ث١ئبد
اٌزؼٍُ االٌىزش١ٔٚخ.

األًه املعمٌوات األًلَْ
الكطي :
ط . 1وُ ػّشن؟

(اٌشعبء وزبثخ ػّشن ف ٟاٌّغبؽخ اٌزبٌ١خ)

طِ . 2ب ِغزٛان اٌغبِؼ ٟاٌؾبٌٟ؟
□ اٌغٕخ اٌضبٔ١خ
□ اٌغٕخ األٌٝٚ
طِ . 3ب ِؼذٌه اٌزشاوّٟ؟

(اٌشعبء اخز١بس اإلعبثخ اٌّالئّخ)
□ اٌغٕخ اٌشاثؼخ
□ اٌغٕخ اٌضبٌضخ
(اٌشعبء وزبثخ ِؼذٌه ف ٟاٌّغبؽخ اٌزبٌ١خ)

ط٘ . 4زا اٌّمشس ُ٠ؼذ ثبٌٕغجخ ٌه:
□صبِٔ ٟمشس ُ٠ذسط ػٓ
□ أٚي ِمشس ُ٠ذسط ػٓ
هش٠ك رٛظ١ف أدٚاد
هش٠ك رٛظ١ف أدٚاد
اٌجالن ثٛسد
اٌجالن ثٛسد

(اٌشعبء اخز١بس اإلعبثخ اٌّالئّخ)
□ ساثغ ِمشس أ ٚأوضش
□صبٌش ِمشس ُ٠ذسط ػٓ
هش٠ك رٛظ١ف أدٚاد
اٌجالن ثٛسد

الجانُ اخلمفَْ املعسفَْ باحلاضب اآللُ
الكطي :
طٛ٠ ً٘ . 1عذ ٌذ٠ه ؽبعت ا ٌٟ٢ف ٟإٌّضي؟

ٔؼُال

طٌ ً٘ . 2ذ٠ه ارقبي أزشٔذ ف ٟإٌّضي؟

ٔؼُال

طِٕ . 3ز ِزٚ ٝأٔذ رغزخذَ اٌؾبعت اٌٟ٢؟

اٌضبٌش)

(اٌشعبء وزبثخ ػذد اٌغٕٛاد ف ٟاٌّغبؽخ اٌزبٌ١خ)

ط ً٘ . 4عجك ٌه ٚأْ ؽضشد ثشاِظ رذس٠ج١خ ف ٟرىٌٕٛٛع١ب اٌزؼٍُ١؟ ٔؼُ (اٌشعبء رؼجؤح اٌغذٚي اٌزبٌ)ٟال (أزمً ٌٍمغُ

ثشاِظ رىٌٕٛٛع١ب اٌزؼٍ ُ١رؾًّ ػٍ ٝعج ً١اٌّضبي ال اٌؾقش :ثشاِظ األٚف١ظ (اٌجٛسثٕ٠ٛذ ،لٛاػذ اٌج١بٔبد ،اٌٚٛسد ...اٌخ)  ،اٌفالػ ،اٌفٛرٛؽٛة ،اعزخذاَ
االٔزشٔذ ٚغ١ش٘ب ِٓ اٌجشاِظ

ٔٛع اٌجشٔبِظ اٌزذس٠جٟ
دثٍ□َٛ
دٚسح لق١شح□
أخش :ٜاسع ٛاٌزٛض١ؼ□

عجت ؽضٛس اٌجشٔبِظ اٌزذس٠جٟ
ِزطٍجبد اٌٛظ١فخ اٌّغزمجٍ١خ□ ٘ٛا٠خ ؽخق١خ□
ِزطٍجبد اٌٛظ١فخ اٌّغزمجٍ١خ□ ٘ٛا٠خ ؽخق١خ□
أخش :ٜاسع ٛاٌزٛض١ؼ□
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الجالح االضتدداوات ًاملوازات اخلاصْ باحلاضب اآللُ
الكطي :
طِ . 1ب اٌ ُّؼذَّي اٌزمش٠ج ٟالعزخذاِه األعجٛػ ٟفِ ٟب:ٍٟ٠
دااّب ًا :رؼٕ ٟأعزخذاِه ثؾىً  ِٟٛ٠ػٍِ ٝذاس األعجٛع،

َ
1
2
3
4
5
6
7
8
9
10

بٌجب ًا :رؼٕ 5 ٟأ 6 ٚأ٠بَ ف ٟاألعجٛع ،أؽ١بٔب ًا :رؼٕ 3 ٟأ 4 ٚأ٠بَ ف ٟاألعجٛعٔ ،بدسا ًا :رؼٕ َٛ٠ ٟأ ٓ١ِٛ٠ ٚف ٟاألعجٛع ،ال أعزخذَ :رؼٕٟ
ػذَ اعزخذاِه ٌٗ ػٍ ٝاإلهالق

االعزخذاَ
اعزخذاَ رطج١مبد اٌؾبعت ا( ٌٟ٢اٌٚٛسد ،اٌجٛسثٕ٠ٛذ ١ ٚش٘ب)
األٌؼبة االٌىزش١ٔٚخ
عجَك ١ ٚش٘ب)
لشاءح ٚرقفؼ اٌقؾف االٌىزش١ٔٚخ (ِضً اٌش٠بك ،اٌغض٠شحَ ،
اٌٛعباظ اٌّزؼذدح (أفالَِٛ ،ع١م ،ٝاأللشاؿ اٌّذِغخ ١ ٚش٘ب)
اٌقفؾبد اٌخبفخ (ِضً اٌّذٔٚبد ٚاٌف١ظ ثٛن ١ ٚش٘ب)
اٌجش٠ذ االٌىزشِ( ٟٔٚضً اٌٛٙد ِ ،ً١اٌ١ب٘ ،ٛثش٠ذ عبِؼخ اٌٍّه ف١قً ١ ٚش٘ب)
ِٕزذ٠بد إٌمبػ االٌىزش١ٔٚخ (وبٌّٕزذ٠بد األوبد١ّ٠خ ٚاإلعزّبػ١خ ٚاإللزقبد٠خ
ٚاٌزشف١ٙ١خ ١ ٚش٘ب)
ِٛالغ ِؾبسوخ اٌف١ذِ( ٛ٠ضً اٌٛ١رٛ١ة ١ ٚش٘ب)
ِٛالغ اٌ٠ٛىِ( ٟضً اٌ٠ٛى١ج١ذ٠ب أ ٚاٌ٠ٛى١ّ١ذ٠ب ١ ٚش٘ب)
أخش :ٜاٌشعبء اٌزؾذ٠ذ ...................................................
ط . 2و١ف رُمٔ ُ١فغه ف ٟاٌّٙبساد اٌزبٌ١خ:

َ
1
2
3
4
5
6

(اٌشعبء ٍِئ اٌغذٚي اٌزبٌ)ٟ

اٌّٙبسح

دااّبًا

بٌجبًا

أؽ١بٔبًا

ٔبدساًا

ال أعزخذَ

(اٌشعبء اخز١بس اإلعبثخ األوضش ِالئّخ ٌٛفف ِٙبسره)

ع١ذح عذاًا

ع١ذح

ِزٛعطخ

ضؼ١فخ

ضؼ١فخ
عذاًا

ٌؼت األٌؼبة االٌىزش١ٔٚخ
إٔؾبء ػشٚض ٟاٌخبفخ ٚاٌز ٟرؾًّ إٌقٛؿ ٚاٌقٛس ٚاألفٛاد فٟ
ِؾشٚع ٚاؽذ
اعزخذاَ االٔزشٔذ (اٌجؾش ،سفغ ٚرؾّ ً١اٌٍّفبد ،إسعبي ٚاعزمجبي اٌجش٠ذ
االٌىزش١ ٚ ٟٔٚش٘ب)
رقّ ُ١اٌّٛالغ ٚاٌقفؾبد االٌىزش١ٔٚخ اٌخبفخ ثٟ
اعزخذاَ ٔظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد)
إسعبي اٌشعباً ٚاٌّٛاض١غ اٌّخزٍفخ فِٕ ٟزذ٠بد إٌمبػ االٌىزش١ٔٚخ

السابع أضالَب التعمي املفطمْ لمطالب يف التعمي االلكرتًنُ ًالتدزٍظ ًجى لٌجى
الكطي :
اٌخبفخ)

َ
1
2
3
4
5
6
7
8
9
10
11
12
13

ِب ِذ ٜلجٌٛه ٌٍؼجبساد اٌزبٌ١خ:
اٌؼجبسح

أػزمذ ثؤْ إٌمبؽبد االٌىزش١ٔٚخ رُغ ُٙف ٟوغش ؽبعض اٌخغً ٚرغؼٍٕ ٟلبدس ػٍٝ
اٌزفبػً ثؾىً أفضً داخً اٌمبػخ اٌذساع١خ
أس ٜأْ اٌّٛاد اٌ ِؼٍّ١خ اٌز٠ ٟضٚدٔ ٟثٙب اعزبر اٌّمشس ػجش ٔظبَ إداسح اٌزؼٍُ
(اٌجالن ثٛسد) ِف١ذٖ
أٔبلؼ اٌّؾبوً ثضمخ فِٕ ٟزذ٠بد إٌمبػ االٌىزش١ٔٚخ
أرؼٍُ ثؾىً أفضً ػٕذِب أػًّ ثّفشدٞ
ال أعزّزغ ثبعزخذاَ االٔزشٔذ ٌأل شاك اٌزشث٠ٛخ ٚاٌزؼٍ١ّ١خ
ضً اٌّؼٍِٛبد اٌغذ٠ذح اٌ ُّغزمبٖ ِٓ طشق اٌزؼٍُ االٌىزش١ٔٚخ ألٔٙب رغبػذٟٔ
أُف ِّ
ف ٟدساعز ٟاألوبد١ّ٠خ
اعزط١غ ِؾبسوخ صِالا ٟف ٟإسعبي ٚرٍمٍِ ٟفبد اٌٚٛسد ٚاٌجٛسثٕ٠ٛذ ١ ٚش٘ب
ػجش ٔظبَ اٌجالن ثٛسد
ضً اٌذساعخ ِغ ِغّٛػخ ٌى ٟأرزوش اٌؼذ٠ذ ِٓ اٌّؼٍِٛبد ثؾىً أفضً
أُف ِّ
أػزمذ أَّْ أدٚاد اٌزؼٍُ االٌىزش ٟٔٚرغؼٍٕ ٟدِٚبًا أفىش ثؾىً إ٠غبثٟ
أؽت األدٚاس اٌز٠ ٟم ِْٛٛثٙب صِالا ِٓ ٟخالي أدٚاد اٌزؼٍُ ػجش اٌجالن ثٛسد
أػزمذ أَّْ اعزخذاَ أدٚاد اٌزؼٍُ االٌىزش ٟٔٚرُؼضص اٌزفى١ش ٌذٞ
أفضً أْ أػًّ اٌّؾبس٠غ ٚاٌٛاعجبد األوبد١ّ٠خ ثّفشدٞ
أرؼٍُ ؽ١ئبًا عذ٠ذاًا ِف١ذاًا ِٓ لشاءح سدٚد ا٢خش ٓ٠فِٕ ٟزذ٠بد إٌمبػ االٌىزش١ٔٚخ

( اٌشعبء اخز١بس اٌؼجبسح إٌّبعجخ ِٓ ٚعٙخ ٔظشن

ِٛافك
ثؾذح

ِٛافك

١ش ِزؤوذ

١ش
ِٛافك

١ش
ِٛافك
ثؾذح
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رُؼزجش اٌّؾبسوخ ف ٟإٌمبؽبد االٌىزش١ٔٚخ ٌٍّمشس ؽبفض ١ش ِؾغغ ف ٟرؼٍّٟ١
اعزط١غ ِؾبسوخ اعبرزر ٟف ٟإسعبي ٚرٍمٍِ ٟفبد اٌٚٛسد ٚاٌجٛسثٕ٠ٛذ ١ ٚش٘ب
ػجش ٔظبَ اٌجالن ثٛسد
أٔغض ػبدحًا اٌىض١ش ِٓ األػّبي اٌّطٍٛثخ ػٕذِب أػٍّٙب ثّفشدٞ
أػزمذ ثؤّٔٗ إرا رُ دِظ ٚرٛظ١ف أدٚاد اٌزؼٍُ االٌىزش١ٔٚخ ف ٟاٌّمشس اٌؾبٌٟ؛ فإْ
دسعز ٟعزى ْٛأفضً ِٓ اٌّمشساد اٌزمٍ١ذ٠خ األخشٜ
أس ت ثمضبء ٚلذ أطٛي ف ٟاعزىؾبف ٚلشاءح اٌّٛاض١غ اٌؾ١مخ اٌز ٟعززُ
ِٕبلؾزٙب فِٕ ٟزذ٠بد إٌمبػ االٌىزش١ٔٚخ
ضً اٌزؼٍُ ِغ ِغّٛػخ ألٔٗ ٠غبػذٔ ٟػٍ ٝاٌزفى١ش ثؾىً ٔبلذ
أُف ِّ
أػزمذ ثؤَّْ اعزخذاَ والًا ِٓ اٌّؾبضشاد ٚعٙبًا ٌٛعٗ ِغ اٌزؼٍُ ف ٟاٌج١ئبد
االٌىزش١ٔٚخ ثؾىً ِزجبدي فِ ٟمشس ٚاؽذ ٘ ٛأفضً طش٠مخ ٌزٛع١غ ِذاسوٟ
اٌّؼشف١خ
أس ٜأَّْ ٔظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد) أداح رؼٍُ فؼَّبٌخ
ال ّ٠ىٕٕ ٟاٌم١بَ ثذٚس ثَّٕبء ف ٟث١ئبد اٌزؼٍُ االٌىزش١ٔٚخ
أرؼٍُ أفضً ػٕذِب أػًّ ِغ آخشٓ٠
أؽت اعزخذاَ ٔظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد)
أفضً أْ أرؼٍُ فِ ٟؾبس٠غ عّبػ١خ رؼب١ٔٚخ ِغ ا٢خشٓ٠
أس ت ف ٟأْ أرؼٍُ ف ٟفقٛي اٌىزش١ٔٚخ ثؾىً وبًِ د ْٚاٌؾضٛس ٌٍغبِؼخ
أفىش ثؾىً أػّك ػٕذِب ٠زُ رٛظ١ف اعزشار١غ١بد رؼٍ ُ١فؼَّبٌخ ِضً "اعزشار١غ١خ
اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ"
أعزّزغ ثؼًّ ٚاعجبد اٌّمشس ثٕفغٟ
أؽؼش ثضمخ ف ٟلذسار ٟاٌؼمٍ١خ إرا رؼٍّذ ِٓ خالي ث١ئبد اٌزؼٍُ االٌىزش١ٔٚخ
أفضً أْ أدسط ثّفشدٚ ٞرٌه ِٓ أعً أداء أدٚاس ثَّٕبءح عٛا ًاء ف ٟلبػخ
اٌغبِؼخ أ ٚػجش أدٚاد اٌزؼٍُ االٌىزش١ٔٚخ
ال ٠ؼغجٕ ٟاٌذٚس اٌز٠ ٞم َٛثٗ اعزبر اٌّمشس فٔ ٟظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد)
أػزمذ ثؤَّْ رٛظ١ف اعزشار١غ١بد رؼٍُ فؼَّبٌخ ف ٟث١ئبد اٌزؼٍُ االٌىزش١ٔٚخ رُؾغؼٕٟ
ؾظ
ألوِ ْٛزؼٍُ ُِزَفَبػً ِ َٔٚ
أعزّزغ ثبعزخذاَ أدٚاد اٌزؼٍُ االٌىزش١ٔٚخ فِ ٟمشسار ٟاٌغبِؼ١خ
أفضً أْ أدسط ثٕفغ ٟدِ ْٚغّٛػخ
أؽت اعزخذاَ اعزشار١غ١خ ؽً اٌّؾىالد ف ٟػٍّ١خ اٌزؼٍٚ ُ١اٌزؼٍُ
أفضً اٌزؼٍُ فِ ٟغّٛػبد فغ١شح (أ 6 – 4 ِٓ ٞطالة)
أػزمذ ثؤَّْ اعزخذاَ ث١ئبد اٌزؼٍُ االٌىزش١ٔٚخ عزُِّٕ ٟخشعبر ٟاٌزؼٍ١ّ١خ ثؾىً
ػبَ
ضً اٌّؾبسوخ ف ٟاعزّبػبد ثَّٕبءٖ ِغ أػضبء ِغّٛػزٟ
أُف ِّ
أؽت اٌزؼٍُُّ ِٓ خالي ث١ئبد اٌزؼٍُ االٌىزش١ٔٚخ ألٔٙب رغبػذٔ ٟػٍ ٝرّٕ١خ اٌزفى١ش
إٌّطمٟ
أعزّزغ ثؤداء ٚاعجبد اٌّمشس ِغ صالصخ أ ٚأسثؼخ ِٓ صِالء ؽُؼجزٟ
أػزمذ أَّْ ِٕبلؾبر ٟاالٌىزش١ٔٚخ ِغ اعزبر اٌّمشس ٚصِالا ٟاٌطالة عزغؼٍٕٟ
أفِ ُٙؾز ٜٛاٌّمشس ثؾىً عِّ١ذ
أعزط١غ أْ أفىش ثؾىً ٔبلذ ػٕذِب أرؼٍُ ثّفشدٞ
أٍِه االعزؼذاد ٌزغشثخ اعزشار١غ١بد ٚطشق عذ٠ذح ف ٟرؼٍّ ٟخالي ٘زا اٌّمشس
أرزوش اٌؼذ٠ذ ِٓ األؽ١بء ثؾىً أفضً ػٕذِب أدسط ثّفشدٞ
أس ت ف ٟرؼٍُ ِمشس ٞاٌغبِؼٚ ٟرٌه ثبٌغّغ ث ٓ١اٌؾضٛس ٌٍمبػخ اٌذساع١خ
ٚوزٌه ػجش اعزخذاَ اٌزمٕ١بد االٌىزش١ٔٚخ اٌّخزٍفخ (ِضً إعشاء إخزجبساد ػجش
االٔزشٔذ ،إٌمبؽبد االٌىزش١ٔٚخٚ ،إسعبي ٚرغٍ ُ١اٌٛاعجبد اٌىزش١ٔٚبًا)
أٔبلؼ اٌّؾبوً ثضمخ ف ٟإٌّبلؾبد اٌز ٟرؾذس ف ٟلبػخ اٌذساعخ ثبٌغبِؼخ
أػزمذ ثؤٔ ٌٓ ٟأُطٛسأفىبس ٞوٕز١غخ ٌمشاءح سدٚد ِٚؾبسوبد صِالا ٟا٢خشٓ٠
فِٕ ٟزذ٠بد إٌمبػ االٌىزش١ٔٚخ
أٔغض ػبدحًا اٌىض١ش ِٓ األػّبي اٌّطٍٛثخ ػٕذِب أػٍّٙب ِغ ا٢خشٓ٠
التالَْ
هن لدٍك أٍْ تعمَكات عن املكسز أً البخح احلالُ يف هرا الفصن الدزاضُ؟ السجإ كتابتوا يف املطاحْ .
هن لدٍك أِ تطاؤالت أخسٔ عن هرا املكسز أً البخح احلالُ يف هرا الفصن الدزاضُ؟ السجإ كتابتوا يف املطاحْ التالَْ.
هن لدٍك أِ تعمَكات أخسٔ تٌد إضافتوا؟ السجإ كتابتوا يف املطاحْ التالَْ.
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Appendix 5: The Blackboard LMS Guide (English Version)

Student Guide for Using Blackboard LMS
Dear Student,
This guide includes some important instructions to deal with Blackboard Learning
Management System (LMS), which you will be taught through its tools. There are many
illustrated steps from your logging in to logging out. These steps will assist you to use
effectively this system without encounter any difficulties. These steps are divided into
seven major sections as the following:

1. How to LOGIN into Blackboard LMS
1.1. Make sure you are connecting to internet, then, type the following
address in the Address Bar “Browser”:

http://kfuwebct.kfu.edu.sa
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1.2.

Click on the LOGIN button as shown in the following picture:

1.3.

Insert your account details “user name” and “password”:
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You have logged in to your Blackboard system “myBlackboard”
successfully. Online subjects whom you have enrolled in this semester
will be appeared in the homepage under “Course List”. Click on any
subject title which you want to access the Blackboard site (in our case
the subject is titled Mathematics for Special Education Teacher):

NOTE: Please do not forget that you must LOG OUT from your account every
time whenever you finish from your learning.
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2. Contents of the Blackboard Learning Management System
After your choosing the subject you would learn, you will see nine main
elements in “myBlackboard” as shown:

2.1.
2.2.

Number 1 in the previous picture indicates the subject name chosen.
“Curriculum Content” of your subject describes the lectures’ contents
and other materials made by your instructor.
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“Curriculum Introduction” icon includes some information such as your
instructors contact details, office hours, subject’s objectives, and the
subject’s introduction.

Your “myBlackboard” has also “Calender” in order to register any
important events and appointments such as your exam dates, meetings,
and assignments due dates.
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2.5.

You can keep contacting with your peers and instructor of your selected
subject by using “Email” icon.

2.6.

“Discussion Forums” is one of the most important tools in this research.
The aim of these forums is to sharing ideas, knowledge, experiences,
and queries between instructor and students, and also among peers
themselves. In section 3, it will mainly be focused on discussion forums
as tool of this research.
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Imitating to the traditional board in classrooms, Blackboard has also
“Whiteboard”. It enables students and instructor to draw, write, and
clarify anything they want.

“My performance” displays your course performance in each tool. The
instructor can see how students are progressing through the course
material.
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“Assignments” icon shows any tasks or assignments have been posted
to you by instructor to be answered.

2.10. “My Grades” icon allows students to see the grades and results of their
quiz and assignments and, also, the mid and final score throughout the
semester.
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3. “Discussion Forums” Tool
Discussion forums are commonly used by university instructors. This tool
provides essential opportunity for students and instructor to sharing the
knowledge with every member engaged in these forums. It enables you to read,
thing, and respond on your instructor or peers‟ messages. You can, also, post new
issues, questions, and debatable thoughts emerged during your learning and
support them by attaching some files. All these posts are seen to all members in
the forums. In the next subsections, it will be presented, by some pictures, how to
deal effectively with this tool.
3.1.

After your logging in into your account and selecting the course, click on
the “discussion forums” (number 6) in the following page:

3.2.

You will see many sub-forums divided based on the semester weeks.
Every week has different unit and objectives of the subject and three
main assignments will be posted, too. The instructor will open each subforum for one week (7 days) to discuss about specific goals. He will post
the main question of that week then remains as a monitor and
facilitator of your discussions. The sub-forums will be seen as the
following picture:
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When you click on the “Week1 discussions”, you will see some topics
include the major topic of that week. See the picture for illustrate:
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To add new topic to all peers, click on “Compose Message” in the top
left corner. New window will be opened as the following:

In this window, there are many assistive icons to create a useful message.
From “Topic” icon, choose where you would to create your message such as
week1 discussions. Then, type an appropriate and clear title of your message in
the space given in “Subject” and write what you want to discuss or debate with
your peers “Message”. You, also, can attach a file by clicking on “Attach file”
(see section 3.5.). Finally, after you ensure that your message is completed with
no language or spelling mistakes, click on “Post” button to send your message to
all of your friends and your instructor.
3.5.

“Attach File” you may would benefit your friends by giving them some
references, journal articles, or any related documents, the discussion
forums can easily offer this chance. Click on “Browse” in the bottom of
the pop-up widow, and next choose the file desired and click on “Open”.
Then, click on the “Attach file” and wait for a while until your file is
uploaded, and post your contribution. Look at the next picture to clarify
so:
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You definitely will do some negotiations and discussions with your
peers, and you, therefore, would demonstrate your ideas and thoughts
to them. Thus, use the button “Reply” to reflect on your friends’
messages as shown below:
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You can also reply to and quote messages of your peers’ message by
clicking on “Quote” icon.
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Other peers’ contributions or instructor might have some attachments
and you desire to see and possess it, you can do that easily. Press on the
“See Attached” in the bottom of the message and new window will be
appeared. You have two options to see the attachment. First option is
to clicking on the file name to start read the attached but you cannot
save it.
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The second option is that select an option “Download” on the top of
the page and you will see a new window. This window asks you to
“Open” or “Save” the attached file as the following:

By reaching to this step, you can successfully use and communicate with
your instructor and your friends via the “discussion forums” in the online
course. As a result of many discussions posted throughout the semester, the
discussion forums may become as the next picture:
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4. Online learning procedures and rules
There are some fundamental procedures and rules you should know and
understand them to be able to provide a perfect contribution in this online course.
They are:
4.1.

4.2.

4.3.

4.4.
4.5.

4.6.

4.7.

4.8.

4.9.

On the Saturday of the first week of the experiment, the first assignment
will be posted into its sub-forum. You must participate in the discussion
topic before the due date which is Friday, 11pm (i.e. duration 1 week).
Each week, from the second week until the end of the semester, has new
unit with new topic. The instructor will start the discussion at the
beginning of each week by post question or specific topic. The discussion
will continue from “Saturday morning to Friday night”. Then, the
discussion will be closed by the end of that week.
You have to participate in each discussion by at least “two valuable
responses” indicating on your understanding of the main topic. Also,
you can post more messages to reflecting on your friends‟ discussions.
Each response should be a minimum of “one short paragraph” and a
maximum of two paragraphs.
In the first response you should address the instructor’s question, then,
you can reply critically on your friends‟ responses and engaging in
negotiation with them to provide and build the knowledge.
Avoid the repetition and the superficiality of your responses and you
can do some of the following:
- Try to link your prior knowledge, own experiences, and previous
discussions with the new situation or discussion.
- Ask questions that may clarify vague statement of your peers or
may to leading deeper understanding towards the topic.
- Responses such as “good idea”, “God bless you”, or “I agree with
you” are not acceptable if you did not support your opinion by some
elaborations. Although they may encourage other friends to do
better, they will not add new information.
Support your responses by quoting some evidence from books or journal
articles you have read, and mention to the reference as the author and the
page number.
Discussions with your peers and instructor not only to clarify, question,
analyse, or criticise ideas, but they also should aim to build knowledge
associated with the course objectives.
The second and the third assignments will be distributed in the middle
and the end of the semester, respectively.
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5. Assessment
Participants‟ responses in the online discussion forums will daily be
assessed based on several criteria including:
5.1.
5.2.
5.3.
5.4.

5.5.
5.6.

5.7.

The most considerable criterion is the QUALITY of the
RESPONSE rather than the responses‟ quantity.
Language and writing accuracy which mean no, or very few,
mistakes in spelling punctuation, clear ideas, etc.
The contribution’s depth by applying many thinking skills
effectively.
The sophisticated and professional responses showing your abilities
in combine several ideas in one response with creating logic
coherence among them.
Using higher-order thinking skills in each post either your main
responses or in replying on other students.
There are many verbs can increase your contributions’ quality and
it should be employed such as classify, combine, describe, perform
serial skills, enumerate, list, relate, analyse, compare and contrast,
apply, criticise, explain, causes, justify, argue, generalise, create,
formulate, hypothesise, reflect, and theorise.
Assignments will be assessed by the similar criteria above.

6. General instructions
6.1. Closing the discussion forums by the end of each week does not
mean that the learning process of that unit is stopped. You are
responsible to continuing your learning during the semester.
6.2. When you logging in to “myBlackboard”, you may see some
announcements about the subject or important events written by the
instructor, please give them your attention.
6.3. Use the electronic email of your Blackboard account to
communicate with your instructor and your peers.
6.4. In all assignments, you can join your friends (maximum of 6
members in each group) to answer on the question by creating a
private sub-forum.
6.5. Protecting your Blackboard account is your responsibility, thus,
please do not forget that you must LOG OUT from your account
whenever you finish your learning.
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7. Key terms in Blackboard LMS

Term

Indicate

Login
Homepage or myBlackboard
Announcements
Discussions
Update Listing
Compose Message
Reply to Message
Quote
Reply Privately
Download
Subject
Attach File
Browse
Open
Remove Attachments
See Attached
Post
Preview
Assignments
Cancel
Close
Log Out

To login into Blackboard LMS
Move to the main page
Announcements posted by the instructor about significant events
Discussion of instructor and his students
To updating the messages list in the Discussion Forums
Create new message
To reply on previous message
To reply on previous message by quoting part or all of it
To reply on someone‟s message confidentially
To download attached file in the message
Title of the response or message
Add file with message
To show and select particular file to be attached
To open file or accept it as an attachment
Remove file was attached previously
Demonstrate attached files
Send response or message
See the response or the message before sending it
Task written by the instructor to be answered by students
To stop any action
To close the window or message has been opened
To log out from Blackboard LMS

Best wishes to you
For any inquiries please do not hesitate to contacting:
Dr. Hashem Al Shaikhi
King Faisal University
Faculty of Education
P.O. Box 1759
Al Ahssa 31982
Saudi Arabia
Ph: 0555698999
email: hashem@kfu.edu.saOR

Mahdi Al Amri
King Faisal University
Faculty of Education
P.O. Box 1759
Al Ahssa 31982
Saudi Arabia
Ph: 0555577465
email: mahdi@kfu.edi.sa OR

h698999@yahoo.com

kfup@hotmail.com
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Appendix 8: Diary Template (English and Arabic)
Diary of a lecturer of a blended learning class
Dear lecturer,
Please fill in your diary every day you attend the blended class for a period of13 weeks. I suggest that
you make notes in your diary immediately during your observations to avoid forgetting your thoughts.
If any of the instructions listed below do not apply to your experience, please state that. Also, please
let me know if there is any part of these instructions that you do not understand.
Thank you for participating. Your suggestions are welcome for the diary format and instructions for
the future.
Best regards,
Mahdi al amri
mahdi@kfu.edu.sa

-----------------------------------------------------------------------------------------------Name (optional):.............................................................
Date:.........................................
I attended today a
 face-to-face class
 online class
Please, list the study activities that you have observed today:

Describe what you experienced and how you felt about the following:
The atmosphere of the lecture with using the problem-based learning (PBL) approach:

The dispositions and behaviours observed of utilisingproblem-based learningapproach on
the way of students thinking:

 Students’ reactions observed throughout the lecture:

 Blackboard LMS tools: assignments, discussions, online quiz...etc.

Your suggestions for developing the blended learning for lecturer and students in the next
class:
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منٌذج وركسات ٌٍوَْ حملاضسات التعمي املدتمط (املصٍج)

عصٍصِ املعمي:
اٌشعبء رذِ ٓ٠ٚزوشاره اٌ١ِٛ١خ ٌّب ٠ؾذس ف ٟاٌّؾبمشاد األعجٛػ١خ اٌز ٟرؾنش٘ب عٛا ًء وبٔذ ف ٟاٌمبػبد اٌغبِؼ١خ أ ٚػجش ث١ئبد
اٌزؼٍُ االٌىزش١ٔٚخ ٚرٌه ػٍِ ٝذ ٜاٌضالصخ ػؾش أعجٛع اٌزبٌ١خٌٚ ،نّبْ ػذَ فمذ أٔ ٚغ١بْ أ ٞؽذس أ ٚأفىبس ِّٙخ رؾذس أصٕبء رٍه
اٌّؾبمشاد؛ فئٔ ٟألزشػ ػٍ١ه ثؤْ رم َٛثزغغِ ً١الؽظبره ِجبؽشح أصٕبء وً ِؾبمشح .فّ١ب ِ ٍٟ٠غّٛػخ ِٓ اٌؼٕبفش اٌشئ١غخ ٚاٌزٟ
أرِّٕٕ ٝه أْ رم َٛثبٌزشو١ض ػٍٙ١بٚ ،ف ٟؽبي ػذَ إٔطجبلٙب أِ ٚالؽظزٙب ف ٟرٍه اٌّؾبمشح؛ اٌشعبء رٛم١ؼ رٌه ،وزٌه إرا ٌُ رىٓ أ ًّ
ٞ
ِٓ رٍه اٌؼٕبفش ٚامؾخ؛ اٌشعبء إخجبس ٞثزٌه ؽز٠ ٝزُ رٛم١ؾٙب ٌه ثؾىً افنً.
ؽبوش ِٚمذس ٌه ِؾبسوزه اٌفؼبٌخٚ ،رؤوذ ثؤْ عّ١غ ِالؽظبره ٚرؼٍ١مبره ُِشؽت ثٙب ٚعزمذَ اٌىض١ش ٌزط٠ٛش ػٍّ١خ اٌزؼٍُ ف ٟاٌّغزمجً
اٌمش٠ت.
وع خالص حتَاتُ ًتكدٍسِ
وودِ العىسِ
mahdi@kfu.edu.sa

---------------------------------------------------------------------------------------------االعُ (اخز١بس...........................................: )ٞ
اٌزبس٠ـــــــــــــــخ ...........................................:
وبٔذ اٌّؾبضشح اٌ:َٛ١

 ف ٟاٌمبػخ اٌذساع١خ ثبٌغبِؼخ
 ػجش ٔظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد)

اٌشعبء عشد األٔؾطخ اٌزؼٍ١ّ١خ اٌز ٟال ؽضزٙب اٌ:َٛ١

فف اٌخجشاد ٚاٌزغبسة اٌز ٟسأ٠زٙب اٌٚ َٛ١و١ف رؾؼش رغبٖ وً ِٓ:
ِ


اٌغ ٛاٌؼبَ ٌٍّؾبضشح ِغ رطج١ك اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ:



اٌزقشفبد ٚاٌغٍٛو١بد اٌ ُّالؽظخ ػٍ ٝاٌطالة ف ٟطش٠مخ رفى١شُ٘ أصٕبء اعزخذاَ اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ:



سدَّاد فؼً اٌطالة اٌّالؽظخ أصٕبء اٌّؾبضشح:



ِالؽظبره اٌ َٛ١ػٍ ٝأدٚاد ٔظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد) ِضً اٌٛاعجبد ،إٌّبلؾبد ،اإلخزجبساد ػجش االٔزشٔذ ١ ٚش٘ب:



إلزشاؽبره ٌزط٠ٛش ث١ئبد اٌزؼٍُ اٌّخزٍطخ ٌٍّؾبضش ٚاٌطالة ٌ١زُ رطج١مٙب ف ٟاٌّؾبضشح اٌمبدِخ:
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Appendix 9: Semi-Structured Interview Guide (English and Arabic)

Semi-structured Interview Guide
Introduction:
The individual interviews with volunteers will be guided by 12 main questions. Before starting,
general steps will be applied as a guide leading the individual interviews and they can be modifiable if
needed. These procedures are:








Welcoming the participant and introducing myself as a researcher of the present research.
Explaining the general purpose of the interview and the importance of the participant’s
contribution.
Explaining the presence and purpose of recording equipment.
Addressing the issue of confidentiality.
Conducting the informed consent form.
Inviting the participant to introduce himself.
At the end of the interview, I will repeat a summary of the participant’s answers.

I will begin the interview by thanking participants for agreeing to the interview. Next, I will
introduce myself with “I am Mahdi Al Amri, the researcher of this experiment. I am attempting to
obtain some information about your learning experience in this semester. In the next 20 minutes, I
would like to ask you few questions with regard to your perceptions about the problem-based learning
approach and the blended learning manner where you were taught. This conversation will be voicerecorded because I know that much and valuable information will be disclosed and it must be remain
confidential. Please feel free to discuss and further ideas you do think they are helpful for evaluate
and improve the learning process in the future”.
Interview Questions:
What do you know about “problem-based learning approach”?
What do you know about “higher-order thinking”?
What do you know about “blended learning”?
How did you see the new teaching approach (i.e. PBL) from your viewpoint?
“advantages and disadvantages”
5. How did you see the new teaching manner (i.e. using blended learning
environments) from your perspective? “advantages and disadvantages”
6. How do you and your peers see the efficiency of PBL in improving students‟
thinking in the class?
7. Describe your own experiences, perceptions, and opinions about the
effectiveness of the online environment in engaging you to learn and think
deeply of the subject content?
8. Are there any special factors that can enhance higher-order thinking through the
blended learning environments for university students? What are they?
9. What are other social (e.g. belonging and relationships) and cultural aspects of
online environments which may participate in enhancing higher thinking in
students?
10. What are the respective roles of both teacher and students in supporting the
learning process in the class?
11. What are the respective roles of both teacher and students in supporting the
learning process in the online environment?
12. Would you like to add any further information about your experience in this
semester?
1.
2.
3.
4.

Concluding the Interview: 1) summarising what I have just heard; 2) explain what I plan to do with
the data; 3) thank the person for participating; 4) probe gently “Did I miss anything?”; and 5)
having the interviewee’s phone to thank him again and clarifying any confusions.
Thank you for your cooperation and participation.The researcher: Mahdi Al Amri
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دلَن املكابمْ الشدصَْ
وكدوْ
:
ضٝتِ تٛد ٘ٝاملكابالت ايػدؿَ ١ٝع املتطٛعني َٔ ايطالب َٔ خالٍ إثٓا عػس ضؤاٍ زٝ٥ط ،ٞقبٌ ايبد ٤يف ٖر ٙاملكابالت؛
ٖٓاى خطٛات عاَ ١جيب إتباعٗا يِكُإ جناح ٖر ٙاملكابالتٖ ،ر ٙاخلطٛات قابً ١يًتعد ٌٜبٓا ً٤عً ٢املٛقف يف ذيو ايٛقتٚ ،عً٢
ايعُ ّٛفإٕ ٖر ٙاإلدسا٤ات ٖٞ:








اٌزشؽ١ت ثبٌّؾبسن ٚرؼش٠فٗ ثٕفغ ٟوجبؽش سا١غٌٙ ٟزٖ اٌزغشثخ.
ؽشػ ٚرٛض١ؼ اٌٙذف اٌشا١ظ ِٓ اٌّمبثٍخ ٚوزٌه أّ٘١خ ِؾبسوزخ اٌجَّٕباٗ فٙ١ب.
ؽشػ أّ٘١خ رغغ٘ ً١زٖ اٌّمبثٍخ ٚأدٚارٙب.
اٌزطشق ٚرٛض١ؼ ِغؤٌخ اٌغش٠خ ٚاٌخقٛف١خ ف٘ ٟزٖ اٌّمبثٍخ.
رٛل١غ ّٔٛرط ِٛافمخ إلعشاء ِمبثٍخ ؽخق١خ.
دػٛح اٌّؾبسن ٌٍزؼش٠ف ثٕفغٗ.
ثٕٙب٠خ اٌّمبثٍخ؛ ع١زُ إػبدح ٚرٍخ١ـ ِب رُ اإلعبثخ ػٕٗ ِٓ ِل َجً اٌّؾبسن اٌطبٌت.

ضأبدأ املكابً ١بػهس املػازنني عً ٢املٛافك ١يًُػازن ١يف ٖر ٙاملكابً َٔٚ ،١ثِ أبدأ بتكدْ ِٜفط ٞبـ "أْا َٗد ٟايعُسٟ
ايباسح ايسٝ٥ظ هلرا ايبشح ،أسا ٍٚسايٝاً يف املٓاقػَ ١عو س ٍٛبعض املعًَٛات املُٗ ١يتذسبتو ايػدؿ ١ٝايك ١ُِّٝخالٍ ٖرا ايفؿٌ
ايدزاض ،ٞخالٍ ايعػس ٜٔدقٝك ١ايكادَ ١ضٝتِ طسح بعض األضٚ ١ً٦اخلاؾ ١بتؿٛزى عٔ جتسبتو يف ايتعًِ َٔ خالٍ اضرتاتٝذ١ٝ
ايتعًِ املعتُد عًَ ٢ػهًٚ ١نريو ايتعًِ املدتًط (املصٜر) اير ٟتعًُت َٔ خالي٘ ،يف ٖر ٙاملكابً ١ضٝتِ تطذ ٌٝاحملادث ١سٝح أْين
أعًِ بأْو ضتُكدِّّ َعًَٛات غٓ ١َّٝضتُجس ٟايبشح ٚاييت ضته ٕٛأٜكاً ضِسِّٚ ١ٜخاؾ ،١أزدٛا َٓو إٔ التسدد يف َٓاقػ ١أ ٟفِهس ٠أ ٚأفهاز
أخس ٣تعتكد بأْٗا َطاعد ٠يف إجناح ٖرا احلٛاز ٚبايتاي ٞايبشح اير ٟزُمبا ضُٝكُٜٚ ِّّٛطٛز عًُ ١ٝايتعًِ َٔ خالٍ ٖر ٙاالضرتاتٝذٝات
احلدٜج١
ايتدزٜطٚ ١ٝايب٦ٝات اإليٝهرت. " ١ْٝٚ

املكابمْ
أضٗمْ :
ِ .1برا رؼشف ػٓ " اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ"؟
ِ .2برا رؼشف ػٓ "ِٙبساد اٌزفى١ش اٌؼٍ١ب"؟
ِ .3برا رؼشف ػٓ "اٌزؼٍُ اٌّخزٍو (اٌّض٠ظ)"؟
 .4و١ف سأ٠ذ هش٠مخ اٌزؼٍُ اٌغذ٠ذح (اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ) ِٓ ٚعٙخ ٔظشن اٌخبفخ؟
إ٠غبث١برٙب ٚعٍج١برٙب.
 .5و١ف سأ٠ذ ٚعبئو ٚأدٚاد اٌزؼٍُ اٌغذ٠ذح (ث١ئبد اٌزؼٍُ اٌّخزٍطخ) ِٓ ٚعٙخ ٔظشن اٌخبفخ؟
إ٠غبث١برٙب ٚعٍج١برٙب.
 .6و١ف رش ٜأٔذ ٚصِالئه وفبءح اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ داخً اٌفقً ٚوزٌه فٟ
ث١ئبد اٌزؼٍُ اٌّخزٍطخ ف ٟرّٕ١خ رفى١ش اٌطالة؟
فف و١ف وبٔذ خجشره اٌؾخق١خ ٚرقٛساره ٚآسائه اٌخبفخ ػٓ فبػٍ١خ ث١ئبد اٌزؼٍُ
.7
ِ
االٌىزش١ٔٚخ ف ٟإٔخشاهه ٌٍزؼٍُ ٚاٌزفى١ش ِثؼُّك ِغ ِؾز ٜٛاٌّمشس اٌز ٞدسعزٗ؟
ٚ ِٓ .8عٙخ ٔظشن اٌؾخق١خ؛ ً٘ رش ٜثؤْ ٕ٘بن ػٛاًِ خبفخ ثئِىبٔٙب رُؾفض ِٙبساد اٌزفى١ش
اٌؼٍ١ب ِٓ خالي ث١ئبد اٌزؼٍُ اٌّخزٍطخ ٌطالة اٌغبِؼخ؟ ِبٟ٘؟
ِ .9ب٘ ٟاٌؼٛاًِ األخش ٜاٌز ٟرشا٘ب راد أّ٘١خ ف ٟرّٕ١خ ِٙبساد اٌزفى١ش ٌذ ٜاٌطالة ٚاٌزٟ
ثشصد ِٓ خالي ث١ئبد اٌزؼٍُ اإلٌىزش١ٔٚخ؟ ػٍ ٝعج ً١اٌّضبي ػٛاًِ إعزّبػ١خ وبإلٔزّبء
ٚاٌؼاللبد اٌؾخق١خ أ ٚػٛاًِ صمبف١خ أخش.ٜ
ِ .10ب٘ ٟاألدٚاس اٌفؼَّبٌخ اٌز ٟأدا٘ب ِذسعه ٚصِالئه اٌطالة ف ٟدػُ ػٍّ١خ اٌزؼٍُ داخً اٌفقً
اٌذساعٟ؟
ِ .11ب٘ ٟاألدٚاس اٌفؼَّبٌخ اٌز ٟأدا٘ب ِذسعه ٚصِالئه اٌطالة ف ٟدػُ ػٍّ١خ اٌزؼٍُ خالي ث١ئبد
اٌزؼٍُ االٌىزشٟٔٚ؟
 ً٘ .12رشغت ف ٟإمبفخ أِ ٞؼٍِٛبد أخش ٜػٓ ِخجشره خالي ٘زا اٌفقً اٌذساعٟ؟
إختتاّ املكابً :١بـ  ) 1تًدٝـ َامت مساع٘ يف املكابً١؛  ) 2غسح َاضأفعً٘ بٗر ٙاملعًَٛات؛  ) 3غهس ايطايب عً ٢املػازن١؛ ) 4
احلؿٍٛاًعًٖ ٢اتف املُكابٌَ ست ٢أق ّٛبِػهسٚ ٙتٛقٝح أ ٟغُٛض قد حيؿٌ السكاً.
غ٤ٞ؟"؛ ٚآخري
أق ٍٛبعفْ ٌٖ" ٜ٘ٛطٝت أ) 5 ٟ
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Appendix 10: The Informed Consent Form for Interview (English
and Arabic)

The Informed Consent Form for Interview
Research Title

Facilitating students‟ higher-order thinking through problem-based learning: Working in a
blended learning environment in Saudi Arabia

Researcher

Mahdi Mohammed Al Amri mmalamri@students.latrobe.edu.au

Supervisors

Professor Margaret Robertson m.robertson@latrobe.edu.au
Dr Jennifer Masters j.masters@latrobe.edu.au

Dear Student,

1.
2.
3.
4.

5.
6.
7.
8.
9.
10.
11.
12.
13.

14.

I would like to invite you to participate in the interview of this research as described
in the Information Sheet. By signing this form, this indicates that you have informed
about and agreed on the following points:
I have read and understood what has been written in the “Participant Information Sheet” of
this research.
I have been informed about the conditions and risks of this interview.
I am willing to participate in this interview as a volunteer and I have the right to withdraw
at any time when I feel anxious during the interview.
If I decide to withdraw from the interview, I will not charge or face any negative
consequences or penalty. Also, I have right to withdraw any unprocessed information
provided within only four weeks after the participation.
I agree that the interview will be voice-recorded.
I informed that all interview data is completely confidential and secured.
It has been explained that my name will not be used. Instead, it will be given a code number
in order to guarantee my anonymity.
I agreed that the teacher and the researcher only will have access to the interview content.
I know that all data from this interview will be stored in a privet computer and will be
protected by very strong password known only by the researcher.
I have no objection about the data collected from this interview which may be published
without referring to me as a participant.
After five years from collecting this data, it will be destroyed by shredding.
I agree that results of this interview will be presented in a PhD thesis, a conference, and a
journal via the Faculty of Education at LaTrobe University, Melbourne, Australia.
Questions about risks with regard to my participation in this study will be addressed to the
researcher by the phone number, email listed at the top of this page, or to the secretary,
Education Faculty Human Ethics Committee, La Trobe University, P. O. Box 199, Bendigo
2552 or Email: educationethics@latrobe.edu.au.
I agree to participate in the interview of this research.

Signature:
Date:// 2011

Email:
Mobile No:
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منٌذج وٌافكْ لمىشازكْ يف املكابمْ الشَّدصَْ
عنٌان البخح
الباحح
املشسفٌن

َػهً ١ايعٌُ
تَُٓٗ ١ٝازات ايتفهري ايعًٝا يد ٣ايطالب َٔ خالٍ اضرتاتٝذ ١ٝايتعًِ املعتُد عً: ٢
يف ب ١٦ٝايتعًِ املدتًط باملًُه ١ايعسب ١ٝايطعٛد١ٜ
َٗد ٟذلُد ايعُسmmalamri@students.latrobe.edu.au ٟ
ايربفٝطٛزَ ٠ازدازٜت زٚبريتطm.robertson@latrobe.edu.au ٕٛ
ايدنتٛز ٠دٝٓٝفس َاضرتش j.masters@latrobe.edu.au

عصٍصِ الطالب:
أٔذ ِذػٌٍّ ٛؾبسوخ ف ٟثؾض ٟاٌّؼٕ ْٛوّب ِ٘ٛ ٛضؼ ف ٟاٌغذٚي أػالٖ ،ثزٛل١ؼه ػٍ٘ ٝزا إٌّٛرط؛
فإْ ٘زا ٠ؼٕ ٟأَّٔه أخجشد ثبٌٕمبط اٌزبٌ١خ ٚلذ ٚافمذ ػٍٙ١ب٘ٚ ،زٖ إٌمبط ٘:ٟ
.1
.2
.3
.4
.5
.6
.7
.8
.9
.10
.11
.12
.13

.14

ٌمذ لشأد ٚفّٙذ ِب لذ ُوزت فٚ ٟسلخ اٌّؼٍِٛبد اٌخبفخ ثٙزا اٌجؾش ٚاٌ ُّشفمخ ِغ ٘زا إٌّٛرط.
رُ إخجبس ٞثظشٚف ٚاألخطبس اٌّؾزٍّخ ِٓ ٘زٖ اٌّمبثٍخ.
ٌذ ٞاإلعزؼذاد ف ٟاٌّؾبسوخ ثٙزٖ اٌّمبثٍخ وّزطٛع ٚأٔٗ ٌذ ٞاٌؾك ف ٟاإلٔغؾبة ِٕٙب ف ٟأٚ ٞلذ أؽؼش
ف ٗ١ثبٌمٍك رغبٖ ثؼل اٌّؼٍِٛبد اٌخبفخ أصٕبء اٌّمبثٍخ.
إرا لشَّسد ثؤٕٔ ٟعؤٔغؾت ِٓ اٌّمبثٍخ؛ فئٔٗ ٌٓ ٠زشرت ػٍ ٝرٌه أ ٞغشاِبد أٔ ٚزبئظ عٍج١خ أ ٚؽزٝ
ػمٛثبد ،وزٌه فئٔٗ ٌذ ٞاٌؾك ف ٟأْ أل َٛثغؾت أِ ٞؼٍِٛبد لُذِِّذ ٠ ٌُٚزُ ِؼبٌغزٙب ٚرٌه خالي أسثؼخ
أعبث١غ ربٌ١خ ثؼذ اٌّمبثٍخ.
أٚافك ػٍ ٝأْ اٌّمبثٍخ اٌؾخق١خ ع١زُ رغغٍٙ١ب فٛر١بً.
رُ إخجبس ٞثؤْ عّ١غ اٌّؼٍِٛبد عشِّ٠خ ِٚؾّ١خ ثؾىً وبًِ.
رُ اٌ َّؾشػ ٌ ٟثؤْ اعّ ٟاٌؾخقُ٠ ٌٓ ٟغزخذَٚ ،ثذالً ِٓ رٌه؛ فئٕٔ ٟعؤُػط ٝوٛداً خبفخ ُ٠ؼجِّش ػٓ اعّٟ
ٚرٌه ِٓ أعً مّبْ ػذَ اٌىؾف ػٓ ٘٠ٛز ٟاٌؾخق١خ.
أٚافك ػٍ ٝأٔٗ دوزٛس اٌّمشس ٚاٌجبؽش فمو ُ٘ ِٓ ٌذ ُٙ٠اٌؾك ف ٟاإلهالع ػٍِ ٝؾز٘ ٜٛزٖ اٌّمبثٍخ.
أػٍُ رٌه ثؤْ عّ١غ اٌّؼٍِٛبد اٌخبفخ ثٙزٖ اٌّمبثٍخ ع١زُ رخضٕٙ٠ب ف ٟوّجٛ١رش خبؿ ثبٌجبؽش ٚع١زُ
ؽّب٠زٙب ثىٍّخ ِعش ِزٕ١خ.
ٌ١ظ ٌذ ٞإػزشاك ثؤْ اٌّؼٍِٛبد اٌّغزخٍقخ ِٓ ٘زٖ اٌّمبثٍخ سُثّب ٠زُ ٔؾش٘ب ػٍ ٝأْ ال ٠زُ اإلؽبسح
إٌ ٝؽخق١ز.ٟ
ثؼذ خّظ عٕٛاد ِٓ عّغ ٘زٖ اٌّؼٍِٛبد؛ فئٔٗ ع١زُ إرالفٙب ٚرٌه ثزّض٠مٙب.
أٚافك ػٍ ٝأْ ٘زٖ اٌّؼٍِٛبد ع١زُ ػشمٙب ف ٟسعبٌخ دوزٛساٖ أ ٚأِ ٞؤرّش أِ ٚغٍخ ػٍّ١خ ِؾىّخ
ٚرٌه ِٓ خالي عبِؼخ الرشٚة ثّذٕ٠خ ٍِجٛسْ ف ٟاعزشاٌ١ب.
أ ٞأعئٍخ فّ١ب ٠خزـ ثبٌّخبهش اٌّزؼٍمخ ثّؾبسوز ٟف٘ ٟزٖ اٌّمبثٍخ ع١زُ رٛعٙٙ١ب ِجبؽشح ٌٍجبؽش اٌشئ١ظ
ا ٚاٌّؾشف ٓ١ػٍ ٝاٌجؾش اٌّٛمؾ ٓ١ف ٟاٌغذٚي أػٍ ٝاٌقفؾخ ،أ ٚع١زُ رٛعٙٙ١ب ٌغىشر١ش ٌغٕخ
أخالل١بد اٌجؾش اٌؼٍّ ٟثىٍ١خ اٌزشث١خ ثغبِؼخ الرشٚة ػٍ ٝفٕذٚق ثش٠ذ  199ثّذٕ٠خ ثٕ١ذ٠غ 2552 ٛأٚ
ػٍ ٝإ. educationethics@latrobe.edu.au ً١ّ٠
أٚافك ػٍ ٝاٌّؾبسوخ ف ٟاٌّمبثٍخ اٌؾخق١خ ٌٙزا اٌجؾش.

التٌقَع:

الربٍد اإللَكرتًنُ:

التازٍذ/ /
:

اجلٌاه
زقي :
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Appendix 11: Examples of Diary Entries of the Facilitator and the
)External Visitor (Arabic
منٌذج وركسات ٌٍوَْ حملاضسات التعمي املدتمط (املصٍج)

االعُ (اخز١بسِٙ :)ٞذ ٞاٌؼّشٞ
اٌزبس٠ـــــــــــــــخ 2011/ 12/ 4-3 :األعجٛع اٌؾبد ٞػؾش
وبٔذ اٌّؾبضشح اٌ:َٛ١

 ف ٟاٌمبػخ اٌذساع١خ ثبٌغبِؼخ
 ػجش ٔظبَ إداسح اٌزؼٍُ (اٌجالوجٛسد)

اٌشعبء عشد األٔؾطخ اٌزؼٍ١ّ١خ اٌز ٟال ؽضزٙب اٌ:َٛ١
-

اٌزشؽ١ت ثبٌطالة ٚإػطبئ ُٙدسعبد اإلخزجبس إٌقفٚ ٟاٌز ٟوبٔذ ف ٟاٌغبٌت ع١ذٖ عذاً.

-

ثؼذ رؾٍ ً١إٌزبئظ اٌخبفخ ثبٌّؾشٚع اٌفشد ٞاٌضبٔٚ ٟاٌز ٞوبْ ف ٗ١رمذَ ٌؼذد وج١ش ِٓ اٌّزؼٍّ ِٓ ٓ١اٌّغز ٜٛاٌضبٔ ٟإٌٝ
اٌّغز ٜٛاٌضبٌش فّٛٔ ٟرط ث١مض ؛ ٚوزٌه ثمبء ػذد ِٓ اٌّزؼٍّ ٓ١فٔ ٟفظ ِغز٠ٛبر ُٙاٌغبثمخ (اٌّغز ٜٛاٌضبٔ )ٟ؛ ٚثؼذ
اٌّالؽظبد ٚاٌزغز٠خ اٌشاعؼخ اٌز ٟؽقً ػٍٙ١ب أعزبر اٌّمشس ِٓ اٌطالة ف ٟاٌّؾبمشح ا٢خ١شح ِبلجً اإلخزجبس ؛ فمذ لبَ
اعزبر اٌّمشس ثٛمغ خطخ أخشِ ٜذػّخ ٌطش٠مخ اٌؼًّ خالي األعبث١غ اٌغبثمخ ٚ ،ثبٌزبٌ ٟلشس ؛

-

إػالْ اٌزغ١١ش ِٓ عذ٠ذ ٚاٌّزنّٓ:

.1

رمذ ُ٠دسعبد ٔٚغٌٍ َٛطالة ثؾىً أعجٛػ١بً ٌٍّغّٛػبد اٌّزّ١ضح ف ٟثٕبء ٚؽً ٚػشك ِؾشٚػٙب.

.2

دسعبد إمبف١خ ٌٍطالة اٌزٕ٠ ٓ٠بلؾ٠ٚ ْٛغؤٌ٠ٚ ْٛؼٍم ْٛرؼٍ١مبد ٔبلذح ِٕٚطم١خ ألفىبس ِٚؾبس٠غ صِالئ ُٙا٢خش ٓ٠عٛاء
ف ٟاٌفقً أ ٚفِٕ ٟزذ٠بد إٌمبػ االٌىزش١ٔٚخ.

.3

اإلٔخشاه ثؾىً أوجش ِٓ لجً أعزبر اٌّمشس ٌّٕبلؾبد اٌطالة فٔ ٟظبَ اٌجالن ثٛسد  ،ثبإلمبفخ إٌ ٝإمبفخ دسعبد أخشٜ
ٌىً ِزؼٍُ ٔؾو ٚإػالْ اعّٗ ثؾىً ػٍٕ.ٟ

-

ػشك عش٠غ ٌّؾىٍخ ٘زا األعجٛع ثؼٕٛاْ "اٌّضسػخ أ ٚاٌغبِؼخ؟" ٚاٌز ٟرٕبلؼ لن١خ إ٠غبد ؽٍٛي فؼبٌخ ٌجؼل اٌطالة
اٌغبوٕ ٓ١ف ٟأِبوٓ عغشاف١خ ثؼ١ذح ٚاٌز ٟال ٛ٠عذ ثٙب عبِؼبد ٚ ،و١ف ٠زقشف هالة اٌّشؽٍخ اٌضبٔ٠ٛخ ف٘ ٟزٖ اٌّذْ
ِٚب٘ٔ ٟمبه اٌمٛح ٚاٌنؼف ف ٟأْ ٠مشسٚا أْ ٕ٠زمٍٛا إٌ ٝاٌّذٕ٠خ ٌّٛافٍخ دساعز ُٙاٌغبِؼ١خ أ ٚأْ ٠جمٛا ٚال ٠ىٍّٛا رؼٍُّٙ١
ٚ ،و١ف ٠غ ّْٛٙف ٟرخف١ف اٌنغو ػٍ ٝاٌّذْ اٌىج١شح ثؼذ رخشع ِٓ ُٙاٌضبٔ٠ٛخ.

فف اٌخجشاد ٚاٌزغبسة اٌز ٟسأ٠زٙب اٌٚ َٛ١و١ف رؾؼش رغبٖ وً ِٓ:
ِ


اٌغ ٛاٌؼبَ ٌٍّؾبضشح ِغ رطج١ك اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ:

الؽع أعزبر اٌّمشس ف٘ ٟزا األعجٛع أْ اٌطالة ثذأٚا ثبٌزفبػً ِغ ثؼن ُٙاٌجؼل داخً إهبس ِغّٛػز ُٙفمو ٌٚ ،ىٓ أفٛار ُٙوبٔذ
رذي ػٍٚ ٝعٛد ٔمبؽبد ع١ذح عزغ ُٙف ٟإخشاط ِؾبس٠غ ثَّٕبءح ف ٟاألعجٛع اٌمبدَ .وّب رُ ؽىش اٌطالة ٚرؾغ١ؼ ُٙػٍ ٝص٠بدح ِغزٛاُ٘
ف ٟاٌّؾشٚع اٌضبٔٚ ، ٟوبْ ٔز١غخ ٘زا ظٛٙس ػجبساد اٌؾّبط ٚاإلعزؼذاد ٌزمذ ُ٠األفنً ف ٟاٌّؾبمشاد اٌمبدِخ  ،ػٍ ٝعج ً١اٌّضبي
لبي فٙذ " :عٕؾمك أفنً اٌّغز٠ٛبد ٚاٌز ٟعزشم ٟهّٛؽه ٚرؼىظ ِغز٠ٛبرٕب األوبد١ّ٠خ ٚلذسارٕب اٌؼمٍ١خ اٌؾم١م١خ".


اٌزقشفبد ٚاٌغٍٛو١بد اٌ ُّالؽظخ ػٍ ٝاٌطالة ف ٟطش٠مخ رفى١شُ٘ أصٕبء اعزخذاَ اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ:

ثؼذ عّبع اٌمشاساد اٌزؾغ١ؼ١خ ِٓ لجً أعزبر اٌّمشس ؛ وبْ ِٓ اٌٛامؼ أْ ٕ٘بن أفٛاد رفى١ش ِغّٛػخ ثؾىً وج١ش ِٓ ػذد ٠مبسة
ٔقف هالة اٌفقً ٘ ،زٖ إٌمبؽبد وبٔذ رزشوض ػٓ ثؼل اٌّؾبوً اٌّزؼٍمخ ثبٌّؾىٍخ األَ ٚاٌز٠ ٟغت أْ ٠ؤخزٚا ؽزسُ٘ ف ٟاٌزؼبًِ
ِغ اٌّؾىٍخ اٌشئ١غ١خ ٚرٌه ؽزٕ٠ ٝغضٚا أفنً ِؾشٚع ف ٟاٌفقً.ػٍ ٝعج ً١اٌّضبي ؛ وبْ ٕ٘بن ِزؼٍّ ٓ١اصِٕ ِٓ ٓ١غّٛػخ ٚاؽذح لذ
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ٚمؼٛا اٌٍ َٛػٍ ٝاٌؾىِٛخ ف ٟر١ٙؤح اٌجٕ١خ اٌزؾز١خ ألغٍت اٌّذْ اٌجؼ١ذح ِٓ اٌّذْ اٌىج١شح ٚ ،ف ٟاٌّمبثً ؛ ثم١خ اٌّزؼٍّ ٓ١فٔ ٟفظ
اٌّغّٛػخ وبٔٛا ِؼبسمٌٙ ٓ١زٖ اٌفىشح ٚثذأٚا ثبٌجؾش ػٓ إؽقبئ١بد ٚأسلبَ ٌذٚس اٌؾىِٛخ ف ٟثٕبء عبِؼبد ؽذ٠ضخ فِ ٟخزٍف ِذْ
اٌٍّّىخ ٘ ،زا اٌقشاع داخً اٌّغّٛػخ ٚمَّؼ ٌغّ١غ اٌّزؼٍّ ٓ١ف ٟاٌفقً دٚس أعزبر اٌّمشس اٌّزغبِؼ (وّغٌٍ ًٙؼٍّ١خ اٌزؼٍ١ّ١خ)ؽ١ش
إٔٗ لبَ ثزؤ١٠ذ وال اٌطشف ٓ١ف ٟإٌمبه اٌّخزٍف ػٍٙ١ب ٚ ،ثبٌزبٌ ٟظٙشد ٔمبؽبد أخش ٜف ٟثؼل اٌّغّٛػبد رذي ػٍ ٝأْ اٌطالة ػٍٝ
األلً أفجؾٛا ٕ٠مذٚ ْٚال ٠مجٍ ْٛأ ٞفىشح ؽز٠ ٝزُ رذل١مٙب ٚاٌجؾش ػٓ إؽقبئ١بد فؾ١ؾخ ِٓ االٔزشٔذ ٌزذػ ُ١أ ٚسفل أ ٞفىشح ٠زُ
هشؽٙب.


سدَّاد فؼً اٌطالة اٌّالؽظخ أصٕبء اٌّؾبضشح:

رٛاٌذ سداد اٌفؼً ٌؼذد ِٓ اٌّغّٛػبد ف ٟاٌفقً اٌذساع ٟؽ١ش إْ ثؼظ ُٙأفجؾٛا ٠مٍذ ْٚاٌّغّٛػبد األخش ٜفٔ ٟمبؽ ُٙإٌّطمٟ
اٌؼمالٔ ٟثقٛد ِغّٛع ٚسد أ ٚلجٛي أ ٞفىشح عذ٠ذح ِٓ صِالئ ُٙاٌطالة ف ٟاٌّغّٛػخ اٌٛاؽذحٌٚ .ىٕٗ ٚامؼ ٌٍّؼٍُ رٌه ثؤْ أٞ
ِذاخٍخ ٌٗ ال٠ؼمجٙب أ ٞرؼٍ١ك ِٓ اٌطالة ٘ٚزا ٠ذي ػٍ ٝأٔٚ ُٙافمٛا ٚلجٍٛا ِبلبٌٗ اعزبر اٌّمشس دٔ ْٚمذ ٘ٚ ،زٖ ِٓ ٔزبئظ ِخشعبد
اٌزؼٍُ اٌغٍج١خ اٌغبثمخ ٌٍّؾبسو ٓ١ف٘ ٟزا اٌفقً.


ِالؽظبره اٌ َٛ١ػٍ ٝأدٚاد ٔظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد) ِضً اٌٛاعجبد ،إٌّبلؾبد ،اإلخزجبساد ػجش االٔزشٔذ ١ ٚش٘ب:

ِب٠مبسة صٍش اٌّزؼٍّ ٓ١ف ٟاٌفقً لبِٛا ثٛمغ ثؼل األفىبس اٌّجذئ١خ ٚثؼل اٌّؼٍِٛبد اٌّّٙخ ٌّٛمٛع إٌمبػ فِٕ ٟزذ٠بد إٌمبػ
اٌخبفخ ثبٌّغّٛػخ فٔ ٟظبَ اٌجالن ثٛسد ٚرٌه أصٕبء اٌّؾبمشح اٌؾبٌ١خ (األعجٛع ٚ ، )11رٌه ِٓ أعً ػذَ ٔغ١بٔٙب ٔٚمبؽٙب ثؾىً
أػّك خالي األعجٛع خبسط اٌغبِؼخ  ،ثبإلمبفخ إٌ ٝأٔ٠ ُٙطّؾ ْٛف ٟاٌؾقٛي ػٍ ٝػذد ِٓ اٌذسعبد ِٓ خالي إؽزغبثٙب وّؾبسوخ
ٌ ُٙخالي ٘زا األعجٛع.


إلزشاؽبره ٌزط٠ٛش ث١ئبد اٌزؼٍُ اٌّخزٍطخ ٌٍّؾبضش ٚاٌطالة ٌ١زُ رطج١مٙب ف ٟاٌّؾبضشح اٌمبدِخ:

ؽز٘ ٝزٖ اٌٍؾظخ ٠جذٚا أْ ِغؤٌخ اٌزؼض٠ض اإل٠غبث ٟاٌ ُّؼٍٓ ِ٘ ٛبوبْ ٕ٠مـ اٌطالة ف ٟإخشاط لذسار ُٙاٌىبِٕخ داخً اٌفقً اٌذساعٟ
ثبٌغبِؼخ ٌٚ ،زٌه فئٕٔ ٟعؤالؽع أ ٞرغ١١شاد خالي ٘زا األعجٛع.
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منٌذج وركسات ٌٍوَْ حملاضسات التعمي املدتمط (املصٍج)
االعُ (اخز١بس :)ٞاٌّؾآضش اٌضآاش
اٌزبس٠ـــــــــــــــخ 2011/ 12/ 4 :األعجٛع اٌؾبد ٞػؾش
وبٔذ اٌّؾبضشح اٌ:َٛ١

 ف ٟاٌمبػخ اٌذساع١خ ثبٌغبِؼخ
 ػجش ٔظبَ إداسح اٌزؼٍُ (اٌجالوجٛسد)

اٌشعبء عشد األٔؾطخ اٌزؼٍ١ّ١خ اٌز ٟال ؽضزٙب اٌ:َٛ١
فف اٌخجشاد ٚاٌزغبسة اٌز ٟسأ٠زٙب اٌٚ َٛ١و١ف رؾؼش رغبٖ وً ِٓ:
ِ


اٌغ ٛاٌؼبَ ٌٍّؾبضشح ِغ رطج١ك اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ:

-

لبَ اٌذوزٛس ِٙذٌ ٞطالة ٚؽىشُ٘ ػٍ ٝرؼبٚ ُٙٔٚؽنٛسُ٘ ٚأغبصُ٘ الخزجبساد ِٕزقف اٌؼبَ.

-

لذَ اٌذوزٛس ِٙذ ٞاإلؽبسٖ ػٍّٛٔ ٟرط ث١مض ِٓ ٔبؽ١خ (أّ٘١زٗ ,هش٠مزِٗٚ ,ىٔٛبرٗٚ ،دٚسٖ اٌفؼبي ف ٟل١بط اٌزفى١ش).

-

ثؼذ إٌّبلؾٗ ٚاٌزؾٍ ً١إٌزب٠ظ اؽبس اٌذوزٛس ػٍ ٟرغ١ش ػذد ِٓ اٌمشاساد ِضً:
 - 1اعزخذاَ هش٠مخ اٌزؼض٠ض ٚرٌه ِٓ خالي ( دسعبد امبفٔ ,ٗ١غ ,َٛاٌزؼض٠ض ثبٌىالَ ٚاٌغًّ اٌّؾفضح) ٌٍطالة ٚرٌه
ٌزؾغ١ؼ ُٙػٍ ٟثزي اٌؾٙذ ٚاٌّؾبسوٗ ف ٟإٌمبػ ٚصشاء اوجش ػذد ِٓ األعؤٌٗ
 - 2وّب ٌٛؽع اْ اٌذوزٛس ِٙذ ٞلبَ ثؤعزضبسح فىش اٌطالة ِٓ اوضش ِٓ ٔبؽ١خ ٚرٌه أل٠غبد إٌمبػ إٌبعؼ ٚاٌّضّش .وّب
وبْ ٌذ ٗ٠اٌمذسٖ ػٍ ٝإداسح اٌؾٛاس ثؾىً ٠غؼً اٌطالة ِزفبػٍ ٓ١اٌٙٔ ٟب٠خ اٌّؾبمشٖ.

-

وبٔذ ِؾىٍخ " اٌّضسػٗ ا ٚاٌغبِؼخ" ِضبي ع١ذ إلعزضبسح رفى١ش اٌطالة ؽ١ش وبْ ػشك اٌّؾىٍٗ ثطش٠مٗ عش٠ؼٗ ٌٚىٓ
ٚامؾٗ ٚارنؼ رٌه ِٓ خالي األعؤٌٗ اٌّطشٚؽٗ ِٓ لجً اٌطالة ِٚؾبٌٚز ُٙإل٠غبد اٌؾٍٛي إٌّبعجٗ ٌٍطالة اٌّم ٓ١ّ١فٟ
إٌّبهك اٌش٠فٚ ٗ١اٌجؼ١ذٖ ػٓ اٌغبِؼبد.

-

ٚاٌٍّفذ ف ٟإٌمبػ أٔ ُٙبلؾ ٛإ٠غبث١بد ٚعٍج١بد عىبْ اٌش٠ف ؽ١ش أ ِٓ ُٙاٌّّىٓ اْ ٠زؼٍّ ٛف ٟاٌّذْ ٚثؼذ أٙبء
اٌذساعٗ ٠ؼٛد ٚاٌ ٟإٌّبظك اٌش٠فِّ ٗ١ب ٠غبػذ رٌه ػٍ ٟص٠بدح ٔغجخ اٌغبِؼ ٓ١١ف ٟاٌش٠ف ٚرخف١ف ػذد عىبْ اٌّذْ.



اٌزقشفبد ٚاٌغٍٛو١بد اٌ ُّالؽظخ ػٍ ٝاٌطالة ف ٟطش٠مخ رفى١شُ٘ أصٕبء اعزخذاَ اعزشار١غ١خ اٌزؼٍُ اٌّؼزّذ ػٍِ ٝؾىٍخ:

-

ثؼذ ر١ٙئخ اٌطالة فىش٠ب ٔٚفغ١ب ِٚؼٕ٠ٛب ٚهشػ اٌّؾىٍٗ ثٛمٛػ ػٍ ٟاٌطالة  ٚعشد لبئّخ اٌززؼض٠ضاد ٌٛؽع ِٓ اٌطالة
رفى١شُ٘
.
اٌؼقف اٌزٕ٘ٚ ٟإٌفبػ فّ١ب ثِّ ُٕٙ١ب ٠زج ٓ١اْ اٌذوزٛس اعزضبس

-

اغٍت اٌّغّٛػبد رٕبلؼ اٌّؾىٍٗ ٌٚىٓ ِغ ِخزٍف ٚعٙبد إٌظش  ِٓٚأثؼبد ِخزٍفخ.

-

ثؼل ِٓ اٌّغّٛػبد وبٔذ ِؾبسوٗ هٛاي فزشح اٌّؾبمشٖ.

-

اخزالف ٚعٙبد إٌظش ف ٟاٌّغّٛػٗ اٌٛاؽذٖ.

-

ثؼل اٌطالة لبِ ٛثزذِ ٓ١١٠ٚالؽظزٚ ُٙافىبسُ٘ ػٍ ٝاٚساق.

-

ثؼل اٌطالة ِغزّؼٌٛ ٓ١عٙبد إٌظش االخش ٜثؾىً ِّ١ض ٠ٚ ،ذي ػٍ ٝرطٛس ِٙبسح اإلفغبء ٌذ ٜاٌطالة.

-

لذسح اٌذوزٛس ػٍ ٝاإلٌّبَ ثؤوجش ػذد ِٓ االعٛثٗ ِٓ صٚا٠ب ِخزٍفٗ ٌٍّٛمٛع.



سدَّاد فؼً اٌطالة اٌّالؽظخ أصٕبء اٌّؾبضشح:

-

اخزٍفذ سداد اٌفؼً ِٓ هبٌت الخش ِ ِٓٚغّٛػٗ اٌ ٝاخشٌٚ ٜىٓ ثؾىً ػبَ وبْ اغٍت اٌطالة ِؾبسوِٚ ٓ١زفبػٍ.ٓ١

-

ثؼل اٌطالة سوض ػٍ ٝاعجبة اٌّؾىٍٗ ِٓ ٔٛاؽِ ٟخزٍفٗ:
ٔ ِٓ - 1بؽ١خ ؽى٠" .ٗ١ِٛغت ػٍ ٝاٌؾى ِٗٛرٛف١ش اٌغبِؼبد فِ ٟخزٍف إٌّبهك"
ٔ ِٓ - 2بؽ١خ ِبد٠خ " .ثؼل اٌطالة مؼفبء ِبد٠با ِّب ٠غؼٍ ُٙغ١ش لبدسٌ ٓ٠الٔزمبي اٌ ٝاٌّذْ ٌّٛافٍخ اٌزؼٍ."ُ١
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ٔ ِٓ - 3بؽ١خ رٛاصْ ث ٓ١اٌّذْ ٚاٌش٠ف .فجؼل اٌطالة لبِ ٛثطشػ ِٛمٛع ػذَ إٌمً اٌ ٝاٌّذْ ٠خٍك رٛص٠غ اٌؼًّ
ٚاٌغىبْ ف ٟاٌّذْ ٚاٌش٠ف.


ِالؽظبره اٌ َٛ١ػٍ ٝأدٚاد ٔظبَ إداسح اٌزؼٍُ (اٌجالن ثٛسد) ِضً اٌٛاعجبد ،إٌّبلؾبد ،اإلخزجبساد ػجش االٔزشٔذ ١ ٚش٘ب:

ٔز١غخ اٌؾٛافض اٌّخزٍفٗ ٚاٌّزٕٛػٗ اٌز ٝلذِٙب اٌذوزٛس ٌطالة ٚعذ اال٘زّبَ اٌىج١ش ٚاٌّؾبسوٗ ِٓ ِؼظُ اٌطالة ف ٟثشٔبِظ اٌجالن
ثٛسد ٚرٌه خالي ٚمغ ِؾبسوبر ُٙف ٟإٌّزذ ٜؽ١ش ٘زٖ اٌٛع " ٍٗ١إٌّزذ "ٜاربؽذ ٌطالة اٌؾش٠خ ف ٟاٌٛلذ ف ٟامبفخ الزشاؽزُٙ
ِٚخزٍفٗ
.
ٚإٌمبػ ف ٟاٌزفبفٚ ً١ثؾش٠خ ِطٍمٗ ؽ١ش وبْ إٌمبػ ثزفبفٚ ً١عشد افىبس ِزٕٛػٗ


إلزشاؽبره ٌزط٠ٛش ث١ئبد اٌزؼٍُ اٌّخزٍطخ ٌٍّؾبضش ٚاٌطالة ٌ١زُ رطج١مٙب ف ٟاٌّؾبضشح اٌمبدِخ:

-

اٌزؼض٠ض اٌّزٕٛع وبٔذ ٔز١غزٗ ا٠غبث.ٗ١

-

اخزالف ٚرٕٛع ػشك اٌّؾىٍٗ " ٚعٗ ٌٛعٗ" " اعزخذاَ إٌذ" ٌٗ ٔز١غٗ ا٠غبث.ٗ١

-

اعزخذاَ هش٠مخ اٌّغّٛػبد ٌٙب دٚس ا٠غبث ٟػٍِ ٝؾبسوخ اٌطالة ٔٚمبػ اثؼبد اٌّؾىٍخ.
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Appendix 12: The Interviews’ Themes and Codes (English and
Arabic)
Examples
Themes

Sub-themes

Expressed
by

Increase the
engagement in
the learning
process

Mohammed

Expand
learners‟
thinking

Mohammed
Ali

Advantages of Problem-based learning (PBL)

Ayman

AbdulRahm
an

Focus Group Interview
َٛم٠  أْ اٌطبٌتِٞشعً أٚ ً أفجؼ اٌطبٌت ِغزمجؼ١مَٛ اٌطبٌت ثزٛم٠ ْت أ١ظ اٌؼ١ٌٚ ، ٗ٠ثبإلثذاء ػٓ سأ
ّب وبٔذِٙٚ ٟؼ١ ألْ اإلٔغبْ اٌطج، ٍُٕخ ٌٍّؼ١ٔمطخ ِؼ
ت١ رغٚ إٔٝغ٠ ُٗٔ فئ١ٍ اٌزؼٟب فٙ١ٌفً اٚ ٟاٌّشؽٍخ اٌز
 ؽبٌخ اٌغّبػ ٌٍطبٌتٟٕخ فف١ٔمبه ِؼٚ ػٓ ثبٌٗ افىبس
ٓ١االعزفبدٖ ِزجبدٌخ ثٚ ٍُْ اٌزؼٛى٠ ٗ٠ اثذاء ساٚ اٌزؾذس
.اٌطبٌتٚ ٍُاٌّؼ
- The student has become a sender and a
receiver. The student expresses his opinion,
and it is not a bad thing for the student to
clarify a point of view to the teacher, as the
natural human being, whatever his degree
of education is, he forgets or misses some
ideas and specific points. So, once the
teacher lets the student talk and express his
own thoughts and perspectives, learning
would be mutual between the teacher and
the student.
 أعجبةٌٝإٌظش إٚ غ أثؼبد٘ب١ّإٌظش ٌٍّؾىٍخ ِٓ ع.ٟ اٌّؾىٍخ ثؾىً ػبهفٌٝػذَ إٌظش إٚ اٌّؾىٍخ
ش اٌؾخـ١ رفىٟعغ فٛاٌزٚ  اٌؾخـٜبدح اٌطاللخ ٌذ٠ ص.خ١ٕظش ٌٍّؾىٍخ ٔظشح عطؾ٠ ْثذال ِٓ أ
 ٔزبئظٌٝي إٛفٌٛاٚ ش١ اٌزفىٟبدح لذسح اٌطبٌت ف٠ صش ِب١رفغٚ ً١ٍ رؾٍٝٗ اٌمذسح ػ٠عؼً اٌطالة ٌذٚ خ١غبث٠إ
دٛعٚ  إٌفظ ػٕذٟبدح اٌضمخ ف٠ صٌٟثبٌزبٚ ، ٗ١ٌفً إٛر
 إٌفظٍٝوزٌه األػزّبدٖ ػٚ ، ي إٌّبعجخ ٌٍّؾىٍخٍٛاٌؾ
ِٓ خ اٌّؾىٍخ ثذالٙاعِٛ ٍٝ اٌمذسح ػٚ  ؽً اٌّؾىالدٟف
.بِٕٙ شةٙاٌز
ٌٟثبٌزبٚ ٗ٠ إثذاء سأٟخ اٌىبٍِخ ف٠ إػطبء اٌطبٌت اٌؾشٌٟثبٌزبٚ ، بٙأفىبسٖ لجً اٌّؾبسوخ ثٚ ٗذ ِٓ ٔمذ ٔفغ٠رض
ٍٝدح افىبسٖ ثذال ِٓ ؽىش اٌطبٌت ػٛذ ِٓ ع٠رض
ُٟ ف١ٍ فبٌزؼ،بٙ١ٍش ػ١غ٠ ْغت أ٠ خ١بد عطؾ٠ِٛغز
ُ١١ْ ثزمِٛٛم٠ٚ خ اٌىبٍِخ ٌٍطالة٠ْ اٌؾشٛؼط٠ اٌغشة
ٟاؽٌٕٛظ ا١ٌٚ ٟاؽٌٕٛغ ا١ّ ِٓ عّٟ١ٍاٖ اٌزؼِٛغز
ْ فشفٗ ٌٍطالةٛؾ١ز٠  أْ اٌغشةٞ أ، خ فمو١اٌّؼشف
ُٟ اٌزٍٙخ اٌىبٍِخ ٌؾً ِؾبو٠ُ اٌؾشٙ أػطبئٚ ُٙ٠إلثذاء سأ
ّْٛ١م٠  فئْ اٌغشةٌٟثبٌزبٚ ، خ١ٍُ اٌؼمٙذ ِٓ لذسار٠رض
.بّٙزٍى٠ ِٟبد اٌزٍٛخ اٌّؼ١ّظ و١ٌٚ دح فىش اٌؾخـٛع
ش١ اٌزفىٚ يٍٛغبد اٌؾ٠ ػذَ اإلؽغبط ثبٌخغً ِٓ إ.بٙ١اؽٛٔ غ١ّ اٌّؾىٍٗ ِٓ عٟثؾىً اػّك ف
-Looking at the problem from all aspects
and causes of that problem and not to look
at it superficially.
-Increasing fluency and way of thinking
instead of thinking superficially.
- Increasing the ability of thinking and
reaching positive results. Also, making the
students able to analyse and explain the
outputs, and consequently, increasing selfconfidence when finding suitable solutions
to the problem. Moreover, increasing the
ability to face such problems instead of
avoiding them.
-Giving the student a wide range of
freedom to say his opinion and thus he can
criticise himself and his own ideas before
declaring these ideas. That improves the
quality of his ideas instead of sticking the
student to skin deep levels of learning. In
the West, teachers give complete space to
the learners and evaluate their educational
levels from all aspects, not from the
cognitive aspect only. So, the West gives a
wide range to the students to express their
opinions and give them the chance to solve
their own problems so that they can
increase their mental abilities, Thus, the
West evaluates the quality of the person not
the quantity of information he possesses.
-Never feel shy of finding solutions and
think deeply through all directions.

Expressed
by
(Y-B)

(A-Q)

(A-O)
(M-A)

(M-MS)

(M-MH)

(M-B)

One-on-one Interviews
 رجبديٟذ ف١ ِؾىٍخ رفٍٝخ اٌزؼٍُ اٌّؼزّذ ػ١غ١ إعزشارذ١ذح رف٠ط ثٕزبئظ عذٚاٌخشٚ ٓ اٌطالة١األفىبس ثٚ ِبدٍٛاٌّؼ
ُٙذ ِٓ ػاللبر٠ رضٌٟثبٌزبٚ ، ُ٘عغ أفىبسٛرٚ ػخّٛاٌّغ
.ػخّٛ اٌّغُٟ فٍٙرفبػٚ خ١االعزّبػ
- Problem-based learning approach is good at
exchanging information and ideas among
students and coming out with new and useful
results for the group that broaden their ideas,
and consequently, these ideas increase their
social relationships and their engagement
within the group.

ُٟ فٙذ ِٓ صمز٠رضٚ ٍٟش أداء اٌطالة اٌؼم٠ٛ رطٟ رغبػذ فٍُٙعؼٚ  ؽً اٌّؾىالدٟاُ٘ فٛش ِغز٠ٛ رطٚ خ١ٍُ اٌؼمٙلذسار
.ُٙٙاعٛ رٟ ؽً اٌّؾىالد اٌزٟأوضش وفبءح ف
ًُ أفنٍٙعؼٚ خ١ٕ٘اٌزٚ خ١بد اٌطالة اٌّؼشف٠ٛش ِغز٠ٛ رط.ً اٌّغزمجٟ اٌزؼبًِ ِغ اٌّؾىالد فٟأداء ف
ؼزّذ٠ ٍُ ِؾىٍخ رغؼً اٌّزؼٍٝخ اٌزؼٍُ اٌّؼزّذ ػ١غ١ أْ اعزشارب ثبإلمبفخٕٙبلؾ٠ ٟالف اٌزٌّٛ اٟب ف١ٍش اٌؼ١بساد اٌزفىِٙ ٍٝػ
.َ اٌطالة ثؾىً ػبٜ ٌذٞش اٌزجبػذ١ اٌزفىّٟٕب رٙٔ أٌٝإ
ٍٝمخ اٌّض٠ اٌطشٟ٘  اٌّؾىٍخٍٝ أْ اٌزؼٍُ اٌّؼزّذ ػٜ أٔب أسش١ اٌزؼجٟخ ف٠ اٌؾشٚ  اٌطبٌت اٌضمخ ثبٌٕفظٟب رؼطُٙٔ أل١ٍ اٌزؼٟف
.ش١اٌزفىٚ  االثذاعٟبسارٗ فِٙ ِٓ ذ٠رضٚ
ي إٌّبعجخٍٛغبد اٌؾ٠اٚ ُ٘غ اٌطٍجخ ٌطشػ افىبس١ّؼ ٌغ١ رزٜش ٌذ١ اٌزفىٜٛشفغ ِٓ ِغز٠ ُ١ٍع ِٓ اٌزؼٌٕٛك ٘زا ا٠ػٓ هشٚ
.ب١ٍش اٌؼ١بساد اٌزفىِٙ ّٟٕرٚ  ؽً اٌّؾىالدٟاٌطبٌت ف
ٟة ؽً اٌّؾىالد اٌزٍٛ اٌفشد اعٜ ٌذّٟٕمخ ر٠ ٘زٖ اٌطشفخ١ظٚ ً اػزبة ؽغٍٝٔٗ ػٛ وٟب اٌطبٌت اٌغبِؼٙؾزبع٠
.خ١اعزّبػ
-Assist in developing the students‟ mental
performance and growing their confidence as
well as developing their abilities in problem
solving and making them more efficient in
solving such problems.
-Developing the students‟ mental and cognitive
levels and making them doing a better
performance in dealing with problems in the
future.
-Problem-based learning approach makes the
learner employ the skills of higher-order
thinking in the situations discussing as well as
improving the divergent thinking of students in
general.
- I can see that Problem-based learning is the
ideal way in the learning process as it gives the
learner self-confidence and complete freedom.
It also increases the skills of creative thinking.
- PBL approach allows all students to raise their
ideas and find suitable solutions to the problem.
Through this kind of learning, the level of
learners‟ thinking will be developed in the way
of problem solving and also increasing the
thinking skills.
- This approach develops the principles of
solving problems which is needed by university
students on the threshold of having a social job.
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Mohammed

غ١امٌّٛ ٘بْ اٍّٟبرٕب اٌؼ١ ؽٟ فبدرٕب فٟبء اٌز١ ِٓ االؽٛ٘ ٌٟ ِؼٍُ اٌّبدح ( اٚس اٛب ِٓ لجً اٌذوزٙ رُ هشؽٟاٌٍز
بِٕٙ ٟٔٔؼبٚ بٙؾ٠غ ٔؼب١امِٛ يٚأذ ) وبٔذ ِؾبوً ا
ِٖٓ خالي هشؽه ٌٕب ٘زٚ يٍٛب ؽٌٙ  اٌغبٌتٟال ٔغذ فٚ
ٗ٠ي عزسٍٛد ؽٛعٚ ٌذٚاٌّؾبوً لّٕب ٔؾٓ اٌطالة ثّؾب
.بٌٙ
-One of the benefits of our practical life is
that issues made and discussed by the
teacher were issues or problems we already
live in and suffer from and we do not often
find solutions to them. However, we
endeavoured and created essential solutions
to them.

Non-traditional
teaching
approach
--

Disadvantages of Problem-based learning (PBL)

New learning
approach

(A-N)

ٟ فٞذ١ٍط ػٓ إٌّو اٌزمٚ اٌخشٛ٘  اٌّؾشقٟغبث٠اٌغبٔت اال
غزخذَ اؽذ٠ ٌُ  إْ رخشعذ ِٓ اٌغبِؼخٌٝ إُٟ (ِٓ اثزذائ١ٍاٌزؼ
.ٞذِٙ : سٛ ِٓ رٌه اٌذوزٕٝغزض٠ ) خ٠ذ١ٍش اٌزم١ غٜمخ أخش٠هش
ًبس أفن١اخزٚ خ١ِٛ١ٌبح ا١ اٌؾٟاعٗ اٌّؾىالد فٛف ر١اٌزؼٍُ و
.يٍٛاٌؾ
- The bright positive side ofproblem-based
learningapproach is avoiding the traditional
pattern in education (from the elementary
schools until graduation from college, no one
used any other way except the traditional one)
and how to confront the problems in our daily
life and choosing the best solutions.
، خ١ّ١ٍخ اٌزؼ١ٍّ اٌؼٟخ ف٠ٚوزٌه رغؼً ِٓ اٌّزؼٍُ ؽغش اٌضاٚ
.ً ٔفغٗ وّزؼٍُ ِغزمٍٝ ػٟ األػزّبد اٌؾخقٍٝرؾغؼٗ ػٚ
-Problem-based learningapproach makes the
learner is the corner stone in the educational
process, and encourages him to be an
independent learner.
ً اٌفقُٟ فٍّٙخ رؼ١ٍّٓ اٌطالة أصٕبء ػ١ْ ثٚػ اٌزؼبٚ سّٟٕر
ذ ِٓ فشؿ٠رضٚ  رمًٍ ِٓ فشؿ اٌخطؤٌٟثبٌزبٚ ٟاٌذساع
.ُٕٙ١ّب ث١إٌغبػ ف
- Problem-based learning develops the spirit of
cooperation among learners through their
learning. Therefore, it reduces and minimises
mistakes and consequently increases the
chances of success.

(M-A)
--

The dependency
(need to be
guided)

ٟ ِٓ خالي هشػ اٌّؾىٍخ اٌزٍّٟالغ اٌؼٌٛب رشثو اٌّزؼٍُ ثبٙٔأ
.خ١الؼٚ ي أوضشٍْٛ اٌؾٛ عزىٌٟثبٌزبٚ ب اٌّغزّغِٕٙ ٟٔؼب٠
- This approach links the learner with the
practical reality through putting the problem
forward from which the society suffers, so the
solutions would be more realistic.

--

Learner centred

Developing the
spirit of
cooperation

(H-A)

--

(M-A)

--

--

Ayman

ٗ١ٌػبد لذ صسػذ االرىبّْٛ اْ اٌّغٌٛٛم٠ ثؼل اٌطالة
 اؽخبؿٍَٝ ثبإلرىبي ػٛم٠ ش اْ اٌطبٌت١ٓ اٌطبٌت ثؾ١ث
ف١ٍ اٌزىٚاعت اٌٛ ثبِٛٛم٠ ٟػخ ٌىّٛ اٌّغٟٓ ف١ٕ١ِؼ
ٍُبَ اٌّؼ١ٌىٓ ػٕذ لٚ ، ٗػّٛ لذ هٍجٗ اٌّؼٍُ ِٓ اٌّغٞاٌز
ًٗ ٌغؼ١ٗ ؛ وبٔذ ٘زٖ إٌمطخ وبف٠ثطشػ أػّبي فشد
ًَ اٌطبٌت ثؾٛم٠ ٟ ٌٍؾشػ ٌىٚ ٕزجٗ ٌٍذسط٠ اٌطبٌت
بءٙٔ اٌٟثبٌزبٚ ، ٍُ لذ هٍجٗ ِٕٗ اٌّؼٞ اٌزٞاٌؼًّ اٌفشد
. اٌطالةٜٗ ٌذ١ٌٔمطخ االرىب
Some students said that the groups have
created the “dependency” among students
as the student depends on specific figures in
the group to do the homework or carry out
the assignments given by the teacher.
However, when the teacher gave the
individual tasks, this made each student
pays attention to the lesson explanation to
carry out the assignment by himself.
Therefore, students‟ independence became
no longer exit.

--

--

 اٌّؾبمشحُٜٛ ٌّؾزٙ ِزبثؼزٚ ػذَ أزجبٖ ثؼل اٌطٍجخ أِٓ ك اٌطالة ِٓ اإلعزفبدح١ؼ٠ ٞاٌزٚ ذ١ثؾىً ع
ٛٔسثّب ٘زا ثغجت أْ ثؼل اٌطالة وبٚ ، اٌّؾبمشح
بٙ١ٍا ػٚ أػزبدٟاٌزٚ ظ٠ اٌزذسّٟخ ف٠ْ اٌطشق اٌمذٍٛفن٠
.ٍخ عبثمخ٠ٌٛفزشاد ه
خ ِٓ األعبط١ّ١ٍشح اٌطبٌت اٌزؼ١ ِغٟ اٌّؾىً رىّٓ ف أٔٗ اػزبدٚظ ِزؾذس أ١ٌٚ ْٟ ِزٍمٛى٠ ْش أٔٗ اػزبد أ١ثؾ
.بٙ١ش ف١ظ اٌزفى١ٌٚ ِبدٍٛ ؽفع اٌّؼٍٝػ
ٜذ ٌذ٠ب ٔظبَ عذٙٔخ أ١غ١ األعزشارٞبد ٘ز١ ِٓ عٍجٖش١ عٚ خ١ّ١ٍش أٔٗ ِٓ دساعزٗ اٌزؼ١ ثؾٞدٛاٌطبٌت اٌغؼ
غجك ٌٗ أٔٗ لذ لبَ ثذساعخ ِبدح٠ ٌُ ّٟ١ٍ اٌّغبي اٌزؼٟف
ظ١ٌ  فزغذ أْ ٕ٘آن ٔغجخ ِٓ اٌطالة، خ١غ١زٖ اإلعزشارٙث
ٕبٙ هشق اٌزفبػً ِؼب٘ب فٚٗ ػٓ اٌّبدح أ١ خٍفُٞ أٙ٠ٌذ
ي االٛ اٌذخٟثخ فٛ اٌقؼٟاعٗ ِؾىٍخ ثؼل اٌطالة فٛر
ٞ أ,أٗ اٌطٍجخٛ إخٚ اٌزفبػً ِغ اٌّؼٍُ أٚش أ٠س اٌؾذِٛؾ
. ِؾبسوبد اٌطالةٟاعٗ ِؾبوً فٛأْ ٘زٖ اٌّبدٖ ر
-Not paying attention to the lecture content
properly will not give the students the
opportunity to get benefit from it. So, this is
maybe the reason why some students prefer
the traditional teaching methods which –
for long ages- they were accustomed to.
-The problem lies on the students‟
educational progress as he used to be a
receiver and not a speaker. They also used
to memorise information and not to think of

--

--

Mohammed

Ali

Ayman
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it.
-One of the disadvantages ofproblem-based
learningis that it is a new approach for the
Saudi student as he never studied a school
subject using this approach during his entire
educational path. Some students do not
have any background about the subject and
how to deal with it. Thus they find it
difficult to take part in the conversation and
interact with the teacher and other students;
that is, this subject has a problem in the
students‟ interaction.
(H-A)

Advantages of Blended Learning Environment (BL)

Time and effort
required (big
efforts from the
teacher)

(Y-B)

--

--

Individual
differences
among students

Mohammed

Students‟ skills
of computers

Ayman

بد١ عٍجٍٝ اٌزغٍت ػٟس فٚ أْ اٌزؼٍُ اٌّخزٍو وبْ ٌٗ دًِس اٌىبٛ اٌؾنٟٕ رؼٟاٌزٚ خ اٌىبٍِخ٠ذ١ٍمخ اٌزم٠اٌطش
 اٌطبٌتٛ٘ ِٓ ٓ١ب رجٙٔش إ١ ؽ،  اٌغبِؼخٌٍّٟؾبمشاد ف
بٙٔ وزٌه فئ، ش ِزؾّظ١اٌّزؾّظ ٌٍّبدح ِٓ اٌطبٌت اٌغ
 اٌغبٌتٟ رجشص فٟاٌزٚ  اٌطالةٜخ ٌذ٠ق اٌفشدٚش اٌفشٙرُظ
ْش إ١سد) ؽٛخ (اٌجالن ث١ٔٚئبد اٌزؼٍُ االٌىزش١ ثٟف
.بس إثذاػبرٗ ٘ ُٕبنٙي إظٚؾب٠ اٌطبٌت
-T Blended Learning has played a role in
overcoming the negative points of the
traditional method which means the full
attendance only to all lectures at university.
It shows who is the enthusiastic student and
who is not to the subject. Also, it shows the
students individual differences which
become clear usually in the electronic
learning environment (Blackboard LMS) as
the student tries hardly to show his
creativity.
ٌٟ٢ؼ ٌٍطالة رؼٍُ هشق اٌزؼبًِ ِغ اٌؾبعت ا١ز٠  اعزخذاَ اٌؾبعتُٟ فٙبسارِٙٚ ُٙذ ِٓ خجشار٠رضٚ
.االٔزشٔذٚ
-Blended Learning allows the students a
chance to learn how to deal with the
computer and it also increases their skills in
using the computer and the internet.
ٌٛ ْلبد ثؾش أٚغ األ١ّ عٟؼ ٌٍطالة اٌّؾبسوخ ف١ رزٍُذ اٌّؼ١ذٖ لذ رف١ فىشٖ عٟافزشمٕب أْ ٕ٘بن هبٌت فىش ف
لغٌّٛ اٍٝي ػَٛ ثذخٛم٠ ُٗٔ أثّىبٔخ أ١ٍ اٌزؼٟ اٌطالة فٚ
.ًٗ ِؾبسوز١َ ثزغغٛم٠ٚ ٟٔٚاٌىزش
 اعزفبدح اٌطالةٟش ف١س وجٚ دٌٛٙ ْظ وب٠ اٌزؼٍُ اٌّضِخٍٛ ِغبي اعزمجبي اٌّؼٟع فٕٛؼ ٌٍطالة اٌز١ز٠ ْألٔٗ وب
.  ِقذس ِٓ ِقبدس اٌّؼشفخِٞٓ أ
-Blended Learning allows students to
participate at any time as if we assume that
a student got an idea which may help the
teacher and other students, he can log into
the online discussion forum and declares or
expresses his thought or idea.
-Blended Learning has played a remarkable
role in benefiting the students as it gives the
students the variety of receiving
information from any of the educational
sources “Multi-source learning”.

Flexibility in
time and
resources

Sabri
Ayman

Save time,
efforts and
money
--

Asking
questions
confidently

(M-H)

ٚ  خبسط اٌغبِؼخٝافً ِغ اٌّؼٍُ ؽزْٛ اٌطبٌت ِزٛى٠ بٙ١ٍ اإلهالع ػٚ لذٚ ٞ أٟغ ف١امٌّٛ اٍٝي ػٛخ اٌذخ١ٔأِىب
.لغٌّٛك ا٠ػٓ هش
-The student will be in continuous contact with
the teacher even outside university. He can also
discuss any issue and read about it at any time.

(A-N)

، اءٛ ؽذ عٍٝاٌّبي ػٚ لذٌٛاٚ ذٙ اٌطالة اٌغٍٝفشد ػٚ ٌٓىٚ ، ذح١ِٓ ِغبفبد ثؼٚ ٜ ِٓ ِذْ أخشٟؤر٠ ش إْ أغٍجٕب١ؽ
يٛفٌٕٛب ا١ٍٍذ ػٙئبد اٌزؼٍُ اٌّخزٍطخ ع١ِغ اعزخذاَ ث
.س ٌٍغبِؼخِٛخ ِٓ إٌّضي إرا ٌُ ٔغزطغ اٌؾنٌٍٍّٛؼ
-It saved the students‟ effort, time and money as
the majority of us come from distant cities, but
by using the Blended Learning environment, it
is easier to get the information from home if we
are not able to go to university.
عذ ثؼل اٌطٍجخٛ٠ ْ أٔٗ وبٛ٘ ظ٠ب ٌٍزؼٍُ اٌّض٠ اثشص اٌّضا، ٗعٌٛ ٗعٚ ٍُ هشػ األعئٍخ ٌٍّؼٟثخ فْٛ اٌقؼٛٙاعٛ٠ ٓ٠اٌز
ٖزٌٙ ً ؽٟٔٚلغ االٌىزشٌّٛك ا٠وبْ ٔظبَ اٌزؼٍُ ػٓ هشٚ
ٗ األعئٍخ ٌٍّؼٍُ ثىً صمخ١عٛغ ر١غزط٠ ٟخ ِٓ اٌطالة ٌى١ػٌٕٛا
. إؽشاطْٞ أٚثذٚ

--

(A-O)
--

--

ِٓ ذٙ عٌٝب رؾزبط إٙٔ أٟ٘ ٍُبد ثبٌٕغجخ ٌٍّؼ١ اثشص اٌغٍجٌخ عزةِٚؾبٚ بٙ١ٍت اٌطالة ػ٠رذسٚ بغخ اٌّؾىٍخ١خالي ف
.بٌٙ ُٙ٘أزجب
ٌٓىٚ بٌُٙ ِٓ خال١ٍاٌزؼٚ  إػذاد٘بٟلذ فٚٚ ذٙ رؤخز عٍّٗ اٌطبٌت ِٓ خالي رؼٍٝد ػٛف رؼٛ عٟخ اٌز١ٍّاٌفبئذح اٌؼ
ٗف رغزغشلٛ عٟلذ اٌزٌٛش ِٓ ا١خ اوجش ثىض١غ١زٖ اإلعزشارٙث
.ك١اٌزطجٚ  اإلػذادٟف
-One of the major disadvantages ofproblembased learningfor the teacher is that it needs
effort to express the problem, how to train the
students on it and how to attract their attention.
-It takes time and effort when preparing and
teaching, but the practical benefit that students
which will get through learning this approach
is much bigger than the time it takes in the
preparation and application.
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(M-B)

Change the
routine

Efficiency of PBL in improving participants’ Higher-order thinking

Disadvantages of Blended
Learning Environment
(BL)

(Y-B)

Technical issues

Learning
outcomes
(group tasks‟
results)

--

--

Ayman

اعٗ ثؼلٚ ش١لغ ؽٌّٛ اٟٗ ف١ٕوبٔذ ٕ٘بن ِؾىٍخ رمٌٝ اٜلغ ِّب ادٌّٛ اٌٝي اٛ اٌذخٟثخ فٛاٌطالة اٌقؼ
لغ اٌجالنِٛ ِٓ ً ثذال١ّرٌٛٙ اٌٝ إّٟ١ًٍ اٌّغبس اٌزؼ٠ٛرؾ
.سدٛث
-There was a technical problem in the site
and the students found difficulty logging on
it. That led to change the educational path
from the Blackboard to our university‟s
emails or Hotmail.

Ayman

Ali

ش اٌطالة١بد رفى٠ٛ سفغ ِغزٟش ف١س وجٚب دٌٙ ْ ٔؼُ وبب اٌطالةٙا ثِٛػبد لبًّٛ أْ ٕ٘بن ِؾبسوبد ٌٍّغ١ٌثذٚ
ُ١١ب وبٌزم١ٍش ػ١بساد رفىِٙ ذح راد٠ ثطشػ أفىبس عذِٛلبٚ
ت٠ ثً اٌغش.ؽشػ األعجبةٚ اٌّمبسٔخٚ ش١اٌزفغٚ ً١ٍاٌزؾٚ
 اٌّؾبمشحٍٟزضَ اٌقّذ ف٠ ْأْ ٕ٘بن ثؼل اٌطالة وب
ٌٓىٚ ػزٗ ؛ٍّٛٗ عذا ِغ صِالء ِغ١ٍوبٔذ ِؾبسوبرٗ لٚ
ب لذٙ لبَ ثٟخ اٌز١اٌغّبػٚ خ٠غ اٌفشد٠ِٓ خالي اٌّؾبس
.بٌٙشد اٌّؼٍُ ِٓ خالٙ أثٟاٌزٚ خ١ٍبرٗ اٌؼم٠ٕٛذ ِغز١ث
س ثبٌخغً ِٓ ثؼلٛ ثغجت اٌؾؼٛ٘ وبْ ٘زا اٌقّذ
.))  اٌزؾذس اِبَ اٌطالةْٟ فٍٛخغ٠ ُٙٔ اٞاٌطالة (( أ
سٛ ثغجت اٌؾؼٛ٘  وبْ ٘زا اٌقّذ:ّٓ٠ أٍٝ سداًا ػْ ِٓ اٌزؾذسٍٛخغ٠ ُٙٔ أٞثبٌخغً ِٓ ثؼل اٌطالة ((أ
ٍُٙعؼٚ خ١ ٘زٖ اٌغٍجٌٝىٓ اٌّؼٍُ لذ رالفٚ .))أِبَ اٌطالة
ْٚىغش٠ٚ ُٙؼ٠ْ أِبَ اٌطالة ٌؼشك ِؾبسٛخشع٠
.ُ اٌطالةٙف ِٓ اٌزؾذس أِبَ صِالئٛاٌخٚ ًؽبعض اٌخغ
- Yes,problem-based learninghas a great
role in upgrading students‟ thinking levels
and the proof is there were participations by
the students which they introduced new
thoughts or ideas of high thinking skills
such as assessment, analysis, interpretation,
making comparisons, and explaining
reasons. What is weird is that some students
keep silent during lectures and their
participation is unnoticed. Nevertheless, in
the individual and group tasks, the student
showed his intellectual levels which
became apparent and the teacher was
fascinated by them. This silence was due to
shyness. That is, students were shy to speak
in front of one another.
-As a reply to Ayman: that silence was
because of students‟ feeling shy. They felt
shy to speak in front of other students. The

(A-Q) (MH) (M-B)

(A-O) (Y-B)
(M-MH)

-One of the advantages of the “Blended
Learning” is that there are some students who
find it difficult to ask the teacher face-to-face.
To this kind of students, education through an
electronic site has solved the problem as they
can ask the teacher with confidence and without
any kind of embarrassment.
 االثزؼبدٟ فٟئبد اٌزؼٍُ اٌّخزٍطخ عبػذد اٌطبٌت اٌغبِؼ١ ثذفٌٙؾمك ا٠ ٌُ ٞ اٌزٞذ١ٍُ اٌزم١ٍ اٌزؼٟٓ اٌّؼزبد ف١رٚش اٌش١١رغٚ
.ُ١ٍاٌزؼٚ خ١خ اٌزشث٠ ِٓ غبّٝاالع
ٍٝسا ػْٛ ِؾقٛى٠ ُْ ثذال ِٓ أ١ٍ هشق اٌزؼٟع فٕٛ اٌز ٔفظْٟ فٛى٠  اٌغبِؼخ فموٌٝس إٛك اٌؾن٠اٌزؼٍُ ػٓ هش
ُٟٔٚ االٌىزش١ٍالغ اٌزؼِٛ ك٠ِبد ػٓ هشٍٛغزمجً ِؼ٠ لذٌٛا
، ًٌٍّ اٌٝ إٞؤد٠  لذٞ اٌزِٟٛ١ٌٓ ا١رٚط ػٓ اٌشٚاٌخشٚ
ٌِٝبد فمو إٍٛ اٌّؼٝزٍم٠ ٗٔش فىشح اٌطبٌت ٔفغٗ ِٓ ا١١رغٚ
 وبٔذٟ اٌّبمٟش أْ ف١ ؽ، لذٌٛ ٔفظ اٟ ِزؾذس فٚ ِٟزٍم
 أِب،  ؽبٌخ اعزّبعْٟ فٛى٠  اٌطبٌتٚ زؾذس٠ ّْخ اٌّؼٍُ وبِٙ
رجبديٚ ع ِٓ اٌّؾبسوخٛٔ ؼ ٌٍطبٌت١ؼ رز٠مخ اٌزؼٍُ اٌّض٠هش
.ذح٠بساد عذِٙ اوزغبةٚ اٌخجشاد
-Blended Learning environments have assisted
the university‟s student to stay away and
change the routine of the traditional education
which failed to achieve the elevated target or
goal of the learning and education process.
- The diversity in education methods instead of
just depending on attending university. The
student can receive information through the
online learning. This will overcome the daily
routine schedule which may lead to boredom.
Also it changes the student attitude from being
just a receiver only to become a receiver and a
sender at the same time. In the past, the
teacher‟s role was just to speak, and the
student‟s role was just to listen. The Blended
Learning method allows the student to
participate, exchange experience and acquire
new skills.
لغ ثغجت ػذدٌّٛ فزؼ اٟثخ فٛلبد أعذ فؼٚ ٕ٘بن ثؼل األٟٕٔش أ١لغ ؽٌّٛ اْٟ فٚاعذٛز٠ ٓ٠بئً اٌزٌٙاٌطالة ا
.لذ الؽكٚ ٟبسرٗ ف٠دح صِٚؼبٚ لغٌّٛامطشسد إلغالق ا
ٟٔٚلغ االٌىزشٌّٛ اٍٝي ثغالعخ ػٛ اٌذخٟثخ فٕٛب فؼٙاعٚ لغٌّٛ إٌٍٝب ػٛ دخٍٝأصش ػٚ  اٌؾجىخٟٕب مؼف فٙعٚ ألٕٔب
.لبدٚ ثؼل األٟف
- Sometimes I could not log on the Blackboard
because of the huge number of students who
use the site at the same time. So I had to shut
the university site down and visit it later.
-We faced difficulty when logging on the
Blackboard because of the weakness in network
signals. That affected our trials to log on to the
Blackboard.
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teacher managed to avoid this negative
point and made the students stand in front
of other students to present their projects
and overcome the fear of shyness in front of
others.

(A-N)

Deep thinking

(A-O)

--

--

(A-Q)

Multiple
sources of
information

(Y-B)

Effectiveness of BL in enhancing
participants’ higher-order thinking

--

--

(A-Q)

Comprehensive
method in the
learning

--

--

(M-MS)
(M-MH)

ًرقٚ ش١ اٌزفىّٟٕ ِؾىٍخ رٍٝخ اٌزؼٍُ اٌّؼزّذ ػ١غ١ اعزشارِٓ ش اٌطالة١رٕمً رفىٚ ، ب١ٍش اٌؼ١بد اٌزفى٠ٛ ِغزٌٝثبٌطالة إ
ض١ّي رزٍٛ ؽٌٝء إٛاٌٍغٚ ، ش اٌّؼمذ١ اٌزفىٌٝ إٟش اٌغطؾ١اٌزفى
.ؽخٚ اٌّؾىٍخ اٌّطشٚع أٛمٌّٛرخذَ اٚ سٛاٌزطٚ ٌٗثبالفب
ًخ اٌفق٠ ثذاُٟ فٙبعز١ش ِٓ اٌطالة ع١لذ وبْ ػذد وجٚ ، بٙ١ْ اٌزؼّك فٚ ٌؾً اٌّؾىٍخ دٟش اٌغطؾ١ اٌزفىٟاٌذساع
خ١غ١ ٘زا اٌّمشس ِٓ خالي اعزشارٌٟىٓ ِٓ خالي ِب رؼٍّٕبٖ فٚ
ش١بد اٌزفى٠ٛش ِغز٠ٛ رطٌٝ إٜ ِؾىٍخ أدٍٝاٌزؼٍُ اٌّؼزّذ ػ
.عٛمٌّٛ اْٟ ثؼّك أوضش فٚفىش٠ ٍُٙعؼٚ  اٌطالةٌٜذ
-Problem-based learning approach develops
thinking and assists students to reach to high
thinking levels. It changes students‟ thinking
from shallow thinking to complicated one. It
also assists students to use solutions
characterised by originality, development, and
serves the issue discussed.
-At the beginning of the semester, the strategy
of a large number of students when solving a
problem was the shallow thinking without
thinking deeply of it. However, through what
we have learnt in the Problem-based learning
approach, students‟ thinking levels have been
developed and they started thinking deeply on
the problem or issue of discussion.
ٜخ ٌذ١ٍ اٌمذساد اٌؼمّٟٕ رٟب ِٓ أفنً اٌطشق اٌزٙٔ أٜ أسخ١ذ ٌٍطالة ِٓ ٔبؽ٠خ ِٓ اٌزغذ١ػٛٔ عذٛ٠ ش١اٌطالة ثؾ
ِخ ٌٍطالةٍٛقبي اٌّؼ٠وٍّب صادد هشق إٚ ِبدٍٛاعزمجبي اٌّؼ
 ِقبدسٟع فٕٛاٌزٚ ، ش١بسح اٌزفىِٙ خ١ّٕ رٍٝصادد لذسرٗ ػ
ش١ش ثؾ١بساد اٌزفىِٙ خ١ّٕ رِٟبد ٌٍطالة رغبػذ فٍٛاٌّؼ
ًاؽذ فمو ؛ ثٚ  ِغبيٍٝس ػٛظ ِؾق١ٌ ش اٌطبٌت١ْ رفىٛى٠
اعزبرٚ أزشٔذٚ ِبد ِٓ ِٕبلؾبد اٌضِالءٍٛع ِذاخً اٌّؼٕٛرز
ً ؽٟش ف١ت اٌزفى١ٌع أعبٕٛ رزٌٟثبٌزبٚ وزٌه اٌىزتٚ اٌّمشس
.ًي ٌٍّؾبوٍٛغبد أفنً اٌؾ٠ إٟرغبػذ اٌطبٌت فٚ اٌّؾىالد
ًؽٚ ش١بساد اٌزفىِٙ خ١ّٕ رٟبدح لذساد اٌطالة ف٠ صغزمجً اٌطالة٠ ٟع اٌّغبالد اٌزٕٛغخ ٌز١اٌّؾىالد وبٔذ ٔز
.ِبدٍٛب اٌّؼِٕٙ
- I can see thatproblem-based learningis one of
the best methods that develops the students‟
intellectual abilities as there is a kind of
innovation in obtaining information. When the
ways of conveying information to students are
increased, the students‟ abilities of developing
thinking skill also will be increased. Variety in
information sources helps to develop thinking
skills as the students‟ thinking is not focused on
one source or field only, but it varies to include
classmates‟ discussions, internet, the teacher
and books. As a result, thinking ways to solve a
problem become vary and this helps students to
find the best solutions to the problem.
- The students‟ abilities to develop their
thinking skills and solving problems were
increased as a result of the variety of
information sources available for students.
ش١ش ؽ١ اٌزفىٍٝ ػٟ لذسرٟظ فٛس ٍِؾٛ ثال ؽه ٕ٘بن رطش ِٓ خالي اٌّؾبمشاد١ اٌزفىٟخ ف١بساد األعبعٌّٙاوزغجذ ا
ٟب فٙم١ِٓ صُ رطجٚ ،  ٘زا اٌّمشسٟ اٌغبِؼخ فٟ رُؼمذ فٟاٌز
ش١خ اٌزفى١ٍّ ػٟ فٟز٠ب ػٕذ ثذاِٙأعظ اعزخذٚ ش١٠مغ ِؼبٚ
ً اٌؾٌٝ أفً إٟسد ٌىٛ اٌجالن ثٟ ُطشػ ف٠ عٛمِٛ ٞ أٟف
ًس ثؾىِٛ أغٍت األٟش ف١ اٌزفىٟٔش أفجؼ ثئِىب١ ؽ، إٌّبعت
غ١ّع ِٓ عٛمًٌّٛ ا١ٍرؾٚ ٟغ ِمبسٔخ ِغ اٌّبم٠عشٚ اعغٚ
.ٖاؽذٚ خ١ظ ِٓ ٔبؽ١ٌٚ ٟاؽٌٕٛا
اٌخجشادٚ بساد ِزؼذدح ِٓ األفىبس١ أِبَ خٟعذد ٔفغٚ ْٞ أٚخ د٠ب ثىً ؽشٙ ٌطبٌّب أسدد أْ أِبسعٟبساد اٌزٌّٙاٚ
خ١ٍ اٌؼمٟص لذسارٚ ثشّٟذ فٙس٘ب أعٚ ثذٟاٌزٚ  اٌزضاِبدٚ دٛ١ل
ٟب أْ أعذ٘ب ف١ذ ؽخق١ّٕامؼ ؛ رٚ ً إٌبلذ ثؾىٞش١رفىٚ
.خ١غ اٌّمشساد اٌغبِؼ١ّع
- No doubt that there is a remarkable
development in my ability to think as I have
acquired the basic thinking skills from the
lectures taught at university in this course
content, and thus applying them in setting the
foundations and criteria that I use when starting
the thinking process to any issue discussed on
the Blackboard to reach to the proper solution.
Now I can think widely and quickly if
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(M-H) (MB)

Freedom and
flexibility

--

--

(Y-B)

Thinking and
knowledge
construction
--

--

compared to the past in addition to analyse the
issue from all aspects and not from one side
only.
- I have found myself in front of a range of
different ideas, experiences, and skills which I
always wanted to practice freely and without
any restrictions.
These
options
have
participated in discovering the intellectual
abilities and the critical thinking in a clear way.
Personally, I have wished to find it in every
course at university.
ٟ اٌفقً اٌذساعٟ رزُ فٟإٌمبؽبد اٌزٚ ذ ِٓ األفىبس٠ٕ٘بن اٌؼذ
خ١ٔٚئبد اٌزؼٍُ االٌىزش١افٍخ رؼٍّٕب ِٓ خالي ثّٛٔذػُ رٌه ثٚ ،
خ١ؾ٠األسٚ خ٠ؼ ٌٍطبٌت اٌؾش١ز٠ سدٛ فبٌزؼٍُ ِٓ خالي اٌجالن ث،
دساعخٚ ش١ش ٌٍزفى١لذ وجٚ ٗ٠ْ ٌذٛى٠ٚ ،  فىشحٞ ِٕبلؾخ أٟف
ٜىغش ؽبعض اإلؽشاط ٌذ٠ٚ ، ٗأجٛغ ع١ّع ِٓ عٛمٌّٛا
 اٌجالنٟخ األفىبس ف١ػٛٔ ّْىٕه ِالؽظخ أ٠  ٌزٌه، اٌطالة
ًرجشص أوضش ِٓ اٌفقٚ ً ذا١أوضش رؼمٚ ْ أػّكٛسد رىٛث
.ٟاٌذساع
There are a lot of ideas and discussions in the
classroom and we support that through keeping
on learning from the electronic learning
environment. Learning from the Backboard
gives the students the freedom and relaxation to
discuss any idea. The student also has plenty of
time to think and study the issue from all
aspects. It also helps overcome the student
embarrassment feeling. Therefore, you can
notice that the ideas on the Blackboard are
deeper, more complicated and become clearer
than ideas in the classroom.
ش٠ٛ رطٟفب ً فٛ ٘زا اٌزشَ خقٟش ف١ثبٌطجغ اعزفذد اٌىض
ٟٕ٘ رٟس فٚ رذٟش ِٓ خالي سثو األفىبس اٌز١ اٌزفىٟ فٟلذسار
ك٠إٌمبؽبد ػٓ هشٚ ساء٢ ِٓ خالي رجبدٌٕب اِٟغ أفىبس صِالئ
ِٓ ٞش١مخ رفى٠ش هش١١ رغُٟ فٙسٖ أعٚ٘زا ثذٚ ، ظ٠اٌزؼٍُ اٌّض
.سٛاٌّزطٚ ك١ّش اٌؼ١ اٌزفىٌٝو إ١ش اٌجغ١اٌزفى
Of course, I have benefited a lot of expertise in
this semester especially in developing my
thinking abilities through joining and linking
my ideas with my friends' ideas. We exchange
opinions and discussions through Blended
Learning environment. This participated in
changing my way of thinking from the simple
thinking to the deep and developed thinking.
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Factors enhanced participants’ higher-order thinking through BL
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(The policy) As a reply to Mohammed
regarding the first point:
But will the college or university
administration allow to apply this system?
That is the system that does not use marks
as a decisive factor to punish the students
who participate, interact and think. As they
do not have the knowledge of effectiveness
of this pedagogical approach, they prefer to
keep on using the traditional method of
learning.
- There should be flexibility when writing
down the pedagogical regulations. Teachers
should be given the freedom to choose
topics and issues. That will help develop
the students' thinking skills. In brief,
teachers should be given the competence to
build, change and modify the content of the
curriculum (course).
(Teacher's Role)
1- Creating a suitable atmosphere to use the
Problem-based learning approach in order
to overcome the feeling that students will
be punished if they do mistakes and
teachers will deduct marks from the
students. When the lecturer gives the
students the opportunities to participate
without using marks-deduction strategy,
students will be more motivated and
creative. In this subject, we managed to
overcome this fear during lectures.
- Giving the student the criteria of the
appropriate expression that should be
followed with his students as if he was a
teacher.
1 - Giving students the freedom to pick out
issues that he interested in because he will
be creative in issues selected.
2 - Choosing discussions‟ topics that are
strongly connected to our social life.
- As a reply to AbdulRahman regarding the
first point:
We shouldn't neglect the professor's role in
selecting the issues as they are more
knowledgeable than students of the problem
that essentially face our society.
(Student Role) Real Explanation: The
explanation that the majority of the students
made was just a shallow explanation
through reading from the papers they
prepared. On the other hand, explanation
resulted from participation, readiness,
discussions, and dialogues with other
friends created an active atmosphere of
critical thinking and will improve the
students' intellectual (mental) thinking.

(H-A)

(M-A)

(A-N)

(A-Q) (Y-B)

(M-MS)

(M-MH)

(M-H) (MB)

(A-N) (HA)

(A-Q)

(The policy) - In order to give a better
opportunity to develop students' thinking skills,
the available technology should be used more
than the way it is being used nowadays.
Additionally, the idea of sticking to the
curriculum traditionally prepared by the college
management or the professor must be replaced
by giving students key points of debatable
topics to be analysed, discussed and presented
critically in the following lecture.
- Making use of all university facilities for the
sake of the student as the university was built
for the student's service and for providing an
effective educational message. The university
should make those facilities and technologies
available that help the student and create a
bigger possibility to develop his thinking
deeply and supporting it by all means which
develop his creativity in the educational
process.
(Teacher's Role)
- Good training for the students is an important
role of the teacher to develop students‟ higher
thinking skills. Also, training the students to
learn through online learning environment is
considered as an important factor in developing
students' higher thinking abilities.
- Informing the student of the subject content‟s
goals which include developing his thinking
skills is a basic element to encourage the
student to develop such important skills.
- There are a lot of factors that can consolidate
the students' mental skills. The first and most
important factor is the subject‟s teacher as he
plays the biggest role in developing students'
levels and assisting them to acquire new skills.
He can set the criteria that students should
follow to support frequently their skills and
performance.
- The strongest factor from the view point of
students is motivating students through giving
them additional marks. Moreover, pointing out
the importance of higher-order thinking skills
and their positive impact to the individual and
those who employ their thinking skills in their
projects will get additional marks in the
subject‟s evaluation.
- There are a lot of factors related to the teacher
which will participate in motivating students'
higher-order thinking skills. From these factors
is applying "group and individual projects” by
students in the classroom. Also, giving attention
about the quality of those projects will motivate
students' higher thinking abilities. In addition,
widening students' research sources and not to
restrict to only one source of information
enhances their thinking abilities.
- Asking so many questions to students and
answering questions through other questions
assists to develop students' thinking and also
participates
in
increasing
students'
concentration on the subject content. Moreover,
when the teacher uses new learning strategies in
the Blended Learning environment instead of
the complete traditional education which
depends on dictation, it will increase students'
contributions and consequently increase their
acquired thinking skills.
(Student's role)
- One of the most important factors to motivate
student‟s higher-order thinking is the student‟s
desire and motivation towards learning through
Blended Learning environment.
- There is another factor which assists in
developing students‟ higher-order thinking.
This factor is the students themselves as special
groups on the Blackboard have been created in
which they can discuss, exchange ideas and
explore things. If they do these things in their
projects, they will acquire skills that may
participate in distinguishing their projects
compared to other groups. Consequently,
Problem-based learning approach in Blended
Learning environment has an effective role in
developing students‟ mental and intellectual
skills.
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ش٠ٛ رطٟفؼبي فٚ ش١س وجٚخ د١اًِ اإلعزّبػٛ ٔؼُ وبْ ٌٍؼَلذ لبَ ِؾبمش اٌّبدح ثبعزخذاٚ ي اٌطٍجخٛبد ػم٠ِٛغز
ً ث,ػبدّٛ ِغٌٝ لذ لغُ اٌطٍجخ إ,ُ١ٍ اٌزؼٟخ ف٠٘زٖ إٌظش
ُٟ فٕٙ١ّب ث١ٓ ػاللخ اٌطالة ف١ رؾغٟش ف١س وجٚب دٌٙ ْوب
ًفٗ ِٓ لج٠ أفجؼ ٕ٘بن ِٕبفغٗ ؽشٚ ,خ١ُ االعزّبػٙبر١ؽ
.ػبدّٛاٌّغ
 اؽخبؿ عذد ؛ وٍّب صاددٍٝ وٍّب رؼشف اٌطبٌت ػبدح اٌضمخ ٌٍطبٌت٠ صٌٟثبٌزبٚ ػاللبد اٌطبٌت ثبألؽخبؿ
ٍٝبدح اٌمذسٖ ػ٠ صٌٟثبٌزبٚ إٌمبػ إٌبلذ ؛ٚ اسٛ اٌؾٟف
. اٌطبٌتًٜ ٌذ١ٍاٌزؾٚ ش١اٌزفى
-Social factor had an effective and a big
role in developing the levels of students‟
thinking. The lecturer utilised this factor in
the learning process by dividing students
into groups. Then, they had an effective
role in improving the relationships among
students in their social life and
consequently there was an excellent
competition among these groups.
-The more new people the student knows,
the more relationships with people he gets.
Therefore, the students gain more selfconfidence in conversations and critical
discussions. Consequently the student‟s
ability of thinking and analysis will be
increased.

(M-A)

(Y-B)

ُغخ اٌذػ١غ اٌطالة وبْ ٔز١ّٓ ع١ش ث١ اٌىجٟ اٌزشاثو اإلعزّبػْٕٛزغ٠ سح عؼً اٌطالةٚ٘زا ثذٚ ، اٌّغزّش ِٓ اعزبر اٌّمشس
ٛئخ اٌغ١ٙ رٌٝ إٜ٘زا أدٚ ، ْ دسعبد اإلرمبٍٝثؤػٚ ثؾىً أوجش
 ٌزٌه، خ١ٌدح ػبُٛ ِٓ أفىبس راد عٙ٠ُ ِبٌذ٠اٌّالئُ ٌٍطالة ٌزمذ
يٛفٚ ٟش ف١س وجٚ ٌٗ دٟ أػزمذ ثؤْ اٌزشاثو اإلعزّبػٟٔ؛ فئ
ْٚفىش د١ ألٔٗ ع،ش١بساد اٌزفىِٙ ِٓ ٜٛ ِغزٍٝاٌطالة ألػ
ِٓ فٛ اٌخٚف ِٓ ٔمـ اٌذسعبد أٛٗ وبٌخ١ٍه ػٛ مغٞأ
ٜٛثّغزٚ ْ ثضمخٛزٕبلؾ٠ ٌُ٘زٌه رغذٚ ، ٍُخ ٌٍّؼ١سدح فؼً عٍج
.بدفٌٙاس اٛ ِٓ اٌؾٌٟػب
ْٛ رىٟ الؽظذ أْ ٕ٘بن ثؼل اٌطالة أصٕبء اٌؼًّ اٌغّبػٟ ُٕبلؼ ف٠ ٌىٓ ػٕذِبٚ ، ٍخ١ٍلٚ دحٚخ ِؾذ٠ٛإٌّبلؾبد اٌؾف
ُ وبٔذٙسد فئْ ِؾبسوبرٛ اٌجالن ثٟخ ف١ٔٚبد االٌىزش٠إٌّزذ
 وزٌه فئْ األفىبس وبٔذ أوضش، ًأوضش ِٓ ِؾبسوبد اٌفق
نب ً ؛٠ أ، ً اٌفقٟ رُطشػ فٟػب ً ِٓ األفىبس اٌزٕٛرٚ ال١رفق
ِٓ ٌٟ ػبٜٛثّقطٍؾبد راد ِغزٚ رزغُ رٍه األفىبس ثبٌؼّك
رٌه سثّبٚ .خ١ٙأفنً ِٓ اٌّؾبسوبرذ اٌؾفٚ ْاإلرمبٚ ُٙاٌف
بسادٌّٙ اٌطالة أفنً ِٓ اٜخ ٌذ١بساد اٌىزبثٌّٙثغجت أْ ا
ش١ْ وجٚ اٌطالة ِخضٜ فئٔه ٔىزؾف أْ ٌذٌٟثبٌزبٚ .خ١ٙاٌؾف
ب ثغجت٠ٛب ؽفٙ٠جذ٠ ْْ أٛؼ١غزط٠ ٌىٓ الٚ ِبدٍِٛٓ اٌّؼ
ٍٝؤوذ ػ٠ ٞاٌزٚ ُِٕٙ ش١ اٌىضٜ اٌغبثك ٌذٟش اٌضمبف١اٌزؤص
خ١ٍَّ ثؼٛم٠ٚ ً اٌفقٟد فٛعِٛ ٍُء إرا وبْ اٌّؼٚذٌُٙ ثبِٙإٌزضا
.ِغزمجً فموٚ ٟ عٍجٝجم٠ أْ اٌطبٌتٚ ؽشػ اٌذسط
- The big social interdependence among all
students was due to the continuous support
from the teacher. This in turn made students
perform better with accuracy. Also, it led to
provide the appropriate atmosphere to the
students to make them produce high quality of
ideas. So, I believe that social interdependence
has a major role for students to reach the top
level of thinking skills. This is because students
will think without any pressures such as getting
low marks or being afraid of a negative reaction
from the teacher. So, you can find students
discussing confidently with a high level of
meaningful dialogue.
- I noticed that oral discussions were rare and
limited among students within the group work
in the classroom. However, when discussions
were running in the online forums in the
Blackboard, students‟ participations were more
effective and also ideas were more detailed and
varied than in class. In addition, these ideas
were deep and with high level of terms used
which indicated deep understanding better than
the oral discussions. This may probably due to
the fact that students‟ writing skills are better
than their oral communication skills.
Consequently, it can be discovered that the
students already had a lot of information, but
they could not express it orally because of the
cultural impact to many of them which ensures
their commitment to be silent if the teacher is
inside the classroom explaining the lesson and
the students remain only negative and receivers.
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Roles played in supporting the learning process (PBL) in BL
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Technical roles
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ٚ ٍُخ العزمجبي إٌمذ ِٓ اٌّؼ١ٍٗ اٌمبث٠ عؼً اٌطبٌت ٌذ.اٌطٍجخ
ْٛؾزبع٠ ُٙٔ اٞؼٍُ ٔفغٗ ثٕفغٗ أ٠ ٗٔ ِغبػذح اٌطالة ثؤ.طخ١بد ثغٙ١عٛر
إثذاءٚ  اٌزؾذسٟزٗ ف٠ إػطبء اٌطبٌت ؽشٟٔخ فٚ اٌّش ٔفظٟاعزبر فٚ خ١ّ١ٍٗ اٌزؼ١ٍّخ ٌٍؼٙعِٛ وٕذٚ .ٗفىشر
.لذٌٛا
الد ِٓ ِؼٍُ اٌّبدٖ ٌىغش ؽبعضٚلذ وبٔذ ٕ٘بن ِؾبٚ َٛم٠ ْش اْ اٌّؼٍُ وب١ اٌطالة ثؾٜ االؽشاط ٌذٚ ًاٌخغ
ِْٛٛم٠ٚ ُُٙ اِبَ افذلبئٙاخشاعٚ بس اٌطالة١ثبخز
ُٟ فٙ ِغبػذرٚ ُ٘ض١ٌخ رؾفِٚؾبٚ ثؾشػ ثؼل إٌمبه
ٖٕ٘بن ثؼل اٌطالة لذ وبٔذ ٘زٚ .فٛوغش ؽبعض اٌخ
اٌزؾذسٚ  اٌّؾبسوخٟخ ٌٗ ف٠اٌؾشوٗ ِٓ االعزبر ٔمطخ ثذا
.ٍُٗ ٌٍّؼ٠ إثذاء سأٚ ِغ صِالئٗ اٌطالة
َُ ثطشق اعزخذاٙف١رضمٚ ٗ ِؾبمش اٌّبدح ٌٍطالة١عٛ رش٠ اٌزؾذٟ رغبػذُ٘ فٟ األفىبس اٌزٚثؼل اٌطشق أ
ب إراٙؾ١رقؾٚ بٌٙاعزمجبٚ خ ٔظش اٌطبٌتٙعٚ ِشاػبحٚ
. ِؾىٍخٚب خًٍ اٙ١عذ فٛ٠ ْوب
- It makes the student ready to accept
criticism from the teacher and students.
- It assists students actively to learn
independently with just simple instructions
and directions.
- Flexibility in giving the student the
freedom to talk and express his idea and
also the teacher was a facilitator of the
learning process and a teacher at the same
time.
-There were some attempts done by the
teacher to overcome the students‟ shyness
and embarrassment feeling through asking
some students to stand in front of their
peers to explain some points. This led to
motivate and assist them to overcome the
feeling of fear. For some students, this
action is considered as a starting point to
participate, talk to his friends and express
his opinion to his teacher.
- The teacher‟s instructions to the students
about the ways and methods that will help
them in conversations. Also, the teacher
should receive and understand the student‟s
point of view and correct it if there is a
misunderstanding in it.

َمخ اعزخذا٠ؼ ٌطالة اٌّبدح هش١مٛ لبَ ِؼٍُ اٌّبدح ثبٌزغ١ّاٌّغبٔذح ٌٍغٚ ُلذ لذَ اٌذػٚ ٟٔٚلغ اٌىزشٌّٛا
لغ اٌجالنِٛ ٟخ ف١ٕفب ػٕذِب رؾذس ِؾبوً رمٛخق
.سدٛث
-The teacher pointed out to the students
how to use the online tools (i.e.
Blackboard) and provided all the support
especially when there was a technical
problem in the Blackboard.

(A-N) (AQ) (M-MS)
(M-MH)
(Y-B) (A-J)

(H-A) (AO)

(Y-B)

(H-A)

خ اٌزؼٍُ ِٓ خالي١ٍّض ػ٠ّخ ٌزؼضٌّٙاس اٚذ ِٓ األد٠ ٕ٘بن اٌؼذٍُئبد اٌزؼ١ ثٟ ِؾىٍخ فٍٝخ اٌزؼٍُ اٌّؼزّذ ػ١غ١اعزشار
ً اٌّؾبسوخ اٌفؼبٌخ داخٟ٘ اسٚ ِٓ أُ٘ رٍه األد.اٌّخزٍطخ
رٌه ِٓ خالي إٌمبػٚ ٍُاٌّؼٚ ٓ اٌطبٌت١خ ث١اٌمبػخ اٌذساع
خ١خ ثىً ؽفبف٠ش ػٓ سا١إػطبء اٌطبٌت اٌفشفخ ٌٍزؼجٚ ، بدفٌٙا
ِٓ اإلٔقبدٚ االعزّبعٚ  وزٌه اٌزفبػً ِغ اٌطبٌت، خ٠ؽشٚ
ٟ فبٌطبٌت ف.لجً اٌّؼٍُ رغؼً ِٓ اٌطبٌت ِزؾذس ِجذع
ٟؾذس ف٠ ب ً وّب١ٍّؼ وِٙ ْٛى٠  اٌغبٌتٟ فّٟ١ٍِؾزّؼٕب اٌزؼ
ٟ اٌطبٌت ٘زٖ اٌفشفخ فٟ ِب أُػطٝ ِز، ٞذ١ٍُ اٌزم١ٍمخ اٌزؼ٠هش
ش١ اٌزفىٍٝرؾغؼٗ ػٚ  اٌطبٌتٜذ ٌذ٠اٌزؼٍُ ؛ فئْ اٌضمخ ثبٌٕفظ رض
ّٛٔٚ  ثٕبء اٌزادٟغبػذ رٌه ف٠ ٌٟثبٌزبٚ خ١ّ٠خ أوبد١ٍّمٗ ػ٠ثطش
ِٓ ذ٠اس رضٚ وزٌه فئْ ٘زٖ األد، ٓ اٌطالة١خ ث١غبث٠ػاللخ ا
بسادِٙ إوزغبةٚ ٓ اٌطالة١ ثْٝ اٌغّبػٚػ اٌزؼبٚخ س١ّٕر
ٖبدح أزجب٠ صٌٝ ثبإلمبفخ إ، ٓ٠اإلرقبي ِغ االخشٚ بدح١اٌم
.ُٙ٘بدح أزجب٠صٚ ًق١ اٌزؾٟاٌطالة ِٕخفن
ً اٌفقٟ إربؽخ فشؿ ِزؼذدح ٌٍطالة ٌٍزفبػً ِغ ثؼل فرٌه ِٓ خالي هشػ فىشحٚ خ١ٔٚئبد االٌىزش١اٌجٚ ٟاٌذساع
ٌٝي إٛفٌٛاٚ بٍٙ١ٍرؾٚ ّب٠ٛرمٚ ٔمذ٘بٚ ٓ٠خش٢ب ِٓ إِٙبلؾزٚ
ُ٠رمذٚ ، خ١م١اٌّؼشفخ اٌؾمٚ خ١ٍّشح ِٓ اٌفبئذح اٌؼ١دسعخ وج
ًُ ثؾىٙػٚ ػشك ِؾشٟا فٚض١ّخ ٌٍطالة إرا ر١ؼ١افض رؾغٛؽ
. األداءٟ ِٓ اٌذلخ فٌٟ ػبٜٛثّغزٚ ٔبلذ
ٟخ اٌزؼٍُ ف١ٍّ دػُ ػٟش ف١س وجٚب دٌٙ ٍُ ثبٌطجغ ِؾبسوخ اٌّؼ اٌطبٌتٜش٠ ً اٌّضبي ؛ ػٕذِب١ عجٍٝ فؼ، ئبد اٌزؼٍُ اٌّخزٍطخ١ث
ْخ ؛ فئ١ٔٚاد اٌزؼٍُ االٌىزشٚشا ً ِٓ خالي أد١ؾبسن وض٠ ٍِّٗؼ
ٟرفبػٍٗ فٚ ٗبدح ِؾبسوبر٠ صٟذ ِٓ ؽّبط اٌطبٌت ف٠ض٠ رٌه
.ًوزٌه داخً اٌفقٚ سدٛاٌجالن ث
- There are many important roles to reinforce
the education process through the Problembased learning approach in the Blended
Learning environments. The effective and
active engagement between the teacher and the
student inside the classroom and giving the
student the chance to express his opinion freely
is one of the key roles. Also, when the teacher
interact and listens carefully to the student, he
will make the student a creative speaker. The
student in our educational context is often
totally ignored because of the traditional
method of teaching and learning. When the
student is given this chance to learn, the selfconfidence will be increased and that will
encourage him to think practically and
academically. Consequently, this will aid to
build the personality and develop a positive
relation among the students. These roles
develop the team work spirit among the
students
and
acquire
leadership
and
communication skills in addition to increasing
the attention of low level achievement‟s
students.
- Giving students varied chances to interact with
one another inside the classroom and in the
online environments through discussing an idea
with others, criticising, evaluating, and
analysing it to achieve a high degree of
scientific benefit and true knowledge. Then,
give students supportive enhancements if they
distinguished their projects in presenting them
in a critical way and at a high level of accuracy
and performance.
- Definitely, the teacher participations had a big
role in supporting the learning process in the
Blended Learning environments. For example,
when the student watches his teacher
participates a lot through the electronic learning
tools, this will increase the student enthusiasm
to participate and interact in the Blackboard and
in the classroom.
ٔزفبػً ِغ اٌجالنٚ ٍُ عؼٍٕب ٔزؼٟشح ف١ أربؽخ اٌّؼٍُ فشفخ وجْأٚ ؽه اٌزخشط ِٓ اٌغبِؼخٚ ٍٝ اٌشغُ ِٓ إٔٔب ػٍٝ ػ- سدٛث
ُ دػُ ِغزّش ٌٕب٠رمذٚ – ي ِمشس ٌٕبٚ أٛ٘ ٘زا اٌّمشس
خ١ٍّ ٘زٖ اٌؼٟخ ف١ٕ وً اٌّؾبوً اٌزمٟ رخطِٟغبػذرٕب فٚ
.خ١ٔٚاد االٌىزشٚخ ِٓ خالي ٘زٖ األد١ّ١ٍاٌزؼ
- The teacher gave us a great opportunity in
making us learn and interact with the
Blackboard LMS although we are about to
graduate from university and this subject is the
first subject for us in using this online tool. He
also gave us a continuous support to overcome
all technical problems in the learning and
educational process via these online learning
environment.
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Appendix 14: Descriptive Statistics of Undergraduate Students

Summary of the Demographic Information Responses for 176 Undergraduates in the Education
Faculty
N
Valid

Participants‟ age The participants‟ university level Participants‟ GPA Online courses taken
176
170
164
114

Missing 0

6

12

62

The Participants’ Age
Age
20 years old or less
21 years old
22 years old
23 years and above
Total

Frequency
62
39
41
34
176

Percent
35.2
22.2
23.3
19.3
100.0

The Participants’ University Level
University level
First Year
Second Year
Third Year
Fourth Year
Total
* Six respondents did not report.

Frequency*
3
86
39
42
170

Percentage
1.8
50.6
22.9
24.7
100.0
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The Participants’ GPA
GPA
Less than 2.5
From 2.5 to 3
From 3 to 3.5
From 3.5 and above
Total

Frequency*
47
59
48
10
164

Percentage
28.7
36.0
29.3
6.1
100.0

* Twelve respondents did not report.

The Number of Online Courses Taken
The online course
First subject with using Blackboard System
Second subject with using Blackboard System
Third subject with using Blackboard System
Fourth subject and above
Total

Frequency*
76
32
4
2
114

Percentage
66.7
28.1
3.5
1.8
100.0

* Sixty-two respondents did not report.

Summary of the Participants’ Background Knowledge of Computers:Responses for 176
Undergraduates in the Education Faculty

N
Valid

Having
Internet
computer at
access at
home
home
174
174

Missing 2

2

Years of
using
computers
162

Reason
Training
The kind of forattending
programme in
training
training
ICT attended programme programme
160
38
38

14

16

138

138
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Availability of Computers at Home and Internet Access
Computers availability
Frequency*
Percentage
162
93.1
12
6.9
174
100.0

Yes
No
Total

Internet access
Frequency*
Percentage
153
87.9
21
12.1
174
100.0

* Two respondents did not report.

Years of Using Computers
Frequency*
1 year or less
2 years
3–4 years
5–6 years
7 years and above
Total

33
35
45
29
20
162

Percentage
20.4
21.6
27.8
17.9
12.3
100.0

* Fourteen respondents did not report.

Training Programme Attended in ICT and their reasons
The attendance
Frequency*
Yes
No

38
122

Percentage
23.8
76.3

Total

160

100.0

* Sixteen respondents did not report.

The reason
Frequency
Personal interest
7
Future employer‟s 31
requirement
Total
38

Percentage
18.4
81.6
100.0

Appendices

362

Participants’ Uses of Computers (Frequency and Percentage, N=176)
Rank
1
2
3
4
5
6
7
8
9

Statement
Email
Video sharing
Multimedia
Personal spaces
Reading news
Computer
applications
Discussion forums
Gaming
Wiki
Total

4.15
4.06
4.04
4.02
3.46
3.11

Std.
Dev
1.05
1.08
1.04
1.31
1.31
1.09

33 (18.8%) 42 (23.9%) 32 (18.2%) 44 (25.0%) 25 (14.2%) 3.08
17 (9.7%) 49 (27.8%) 48 (27.3%) 40 (22.7%) 22 (12.5%) 2.99
16 (9.1%) 14 (8.0%) 29 (16.5%) 47 (26.7%) 70 (39.8%) 2.20
3.46

1.35
1.18
1.29
0.70

Always

Often

91 (51.7%)
84 (47.7%)
71 (40.3%)
94 (53.4%)
55 (31.3%)
22 (12.5%)

38 (21.6%)
39 (22.2%)
63 (35.8%)
34 (19.3%)
26 (14.8%)
38 (21.6%)

Sometimes

Rarely

Never

Mean

34 (19.3%) 9 (5.1%)
4 (2.3%)
35 (19.9%) 15 (8.5%)
3 (1.7%)
25 (14.2%) 12 (6.8%)
5 (2.8%)
21 (11.9%) 12 (6.8%) 15 (8.5%)
58 (33.0%) 19 (10.8%) 18 (10.2%)
65 (36.9%) 40 (22.7%) 11 (6.3%)

(Always= 5; Often= 4; Sometimes= 3; Rarely= 2; and Never= 1).

Participants’ Skills with Computers (Frequency and Percentage,N=176)
Rank
1
2
3

4
5
6

Statement
Using the internet
Playing online
games
Creating
multimedia
presentation
Posting messages in
forums
Designing web site
Using Blackboard
LMS
Total

92 (52.3%)
45 (25.6%)

45 (25.6%) 23 (13.1%) 15 (8.5%) 1 (0.6%)
54 (30.7%) 64 (36.4%) 7 (4.0%) 6 (3.4%)

4.20
3.71

Std.
Dev
1.01
1.00

30 (17.0%)

45 (25.6%) 51 (29.0%) 33 (18.8%) 17 (9.7%) 3.22

1.21

43 (24.4%)

37 (21.0%) 34 (19.3%) 36 (20.5%) 26 (14.8%) 3.20

1.40

29 (16.5%)
12 (6.8%)

20 (11.4%) 29 (16.5%) 50 (28.4%) 48 (27.3%) 2.61
25 (14.2%) 47 (26.7%) 37 (21.0%) 55 (31.2%) 2.44

1.42
1.26

Very Good

Good

Average

(Very Good= 5; Good= 4; Average= 3; Weak= 2; and Very Weak= 1).

Weak

Very Weak Mean

3.23

0.87
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Appendix 15: Descriptive Statistics of Participants

Summaryof the Demographic Information Responses for 68 Participants Who Participated in the
Project
Participants‟
major

N

The
participants‟
Participants‟ age university level

participants‟
GPA

Online courses
taken

Valid

68

68

68

68

68

Missing

0

0

0

0

0

Participants’ Major
Major
Islamic Studies
Social Science
Arabic Language
Special Education
English Language
Total

Frequency
6
24
10
21
7
68

Percentage
8.8
35.3
14.7
30.9
10.3
100.0

Participants’ Age
Age
22 years old or less
23 years old or above
Total

Frequency
44
24
68

Percentage
64.7
35.3
100.0
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Participants’ University Level
University level
Second Year
Third Year
Fourth Year
Total

Frequency
2
10
56
68

Percentage
2.9
14.7
82.4
100.0

Participants’ GPA
GPA
Less than 2.5
From 2.5 to 3
From 3 to 3.5
From 3.5 and above
Total

Frequency
5
20
23
20
68

Percentage
7.4
29.4
33.8
29.4
100.0

Number of Online Courses Taken
The online course
First subject with using Blackboard System
Second subject with using Blackboard System
Total

Frequency
59
9
68

Percentage
86.8
13.2
100.0

Summary of Participants’ Background Knowledge of Computers:Responses for 68 Participants
Having
Internet
computer at
access at
N
home
home
Valid
68
68
Missing 0
0

Years of
using the
computer
68
0

Reason for
Training
The kind of
attending
programme in
training
training
ICT attended programme programme
68
17
17
0
51
51
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Availability of Computers at Home and Internet Access
Computers availability
Frequency
Percentage
67
98.5
1
1.5
68
100.0

Yes
No
Total

Internet access
Frequency
Percentage
64
94.1
4
5.9
68
100.0

Years of Using Computers
Frequency
5 years or less
6–7 years
8–9 years
10 years and above
Total

19
23
14
12
68

Percentage
27.9
33.8
20.6
17.6
100.0

Training Programmes Attended in ICT
The attendance
Frequency
Percentage
Yes
No
Total

17
51
68

Type of programme
Frequency
Percentage

25.0
75.0
100.0

Diploma
2
Short Course 15
Total
17

11.8
88.2
100.0

Reasonfor Attending Training Programme
Frequency*
Personal interest
Future employer‟s
requirement
Total

Percentage

5

29.4

12

70.6

17

100.0

* Fifty-one respondents replied that they did not have any training programme.
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Participants’ Uses of Computers (Frequency and Percentage, N=68)
Rank
1
2
3
4
5
6

Statement
Video sharing
Email
Personal spaces
Multimedia
Reading news
Computer
applications
Gaming
Discussion forums
Wiki
Total

7
8
9

Always

Often

Sometimes

Rarely

33 (48.5%)
31 (45.6%)
31 (45.6%)
22 (32.4%)
26 (38.2%)
5 (7.4%)

23 (33.8%)
18 (26.5%)
17 (25.0%)
24 (35.3%)
19 (27.9%)
12 (17.6%)

8 (11.8%)
14 (20.6%)
11 (16.2%)
18 (26.5%)
13 (19.1%)
29 (42.6%)

6 (8.8%)
7 (10.3%)
2 (2.9%)

7 (10.3%) 33 (48.5%) 14 (20.6%)
18 (26.5%) 15 (22.1%) 17 (25.0%)
7 (10.3%) 17 (25.0%) 15 (22.1%)

2 (2.9%)
2 (2.9%)
4 (4.9%)
2 (2.9%)
5 (7.4%)
17 (25.0%)

Never
2 (2.9%)
3 (4.4%)
5 (7.4%)
2 (2.9%)
5 (7.4%)
5 (7.4%)

Mean
4.22
4.01
3.91
3.87
3.82
2.93

Std.
Dev
0.98
1.19
1.32
1.09
1.23
1.01

8 (11.8%) 2.79 1.11
11 (16.2%) 2.76 1.39
27 (39.7%) 2.08 1.17
3.42 0.61

(Always= 5; Often= 4; Sometimes= 3; Rarely= 2; and Never= 1).

Participants’ Computer Skills (Frequency and Percentage, N=68)
Rank
1
2
3
4

5
6

Statement
Using the internet
Playing online
games
Posting messages in
forums
Creating
multimedia
presentation
Designing web site
Using Blackboard
LMS
Total

36 (52.9%)
18 (26.5%)

19 (27.9%) 8 (11.8%) 5 (7.4%) 0
21 (30.9%) 19 (27.9%) 9 (13.2%) 1 (1.5%)

4.26
3.63

Std.
Dev
0.94
1.15

18 (26.5%)

15 (22.1%) 9 (13.2%) 15 (22.1%) 11 (16.2%) 3.21

1.46

6 (8.8%)

20 (29.4%) 19 (27.9%) 17 (25.0%) 6 (8.8%)

3.04

1.13

6 (8.8%)
0

4 (5.9%)
6 (8.8%)

11 (16.2%) 25 (36.8%) 22 (32.4%) 2.18
11 (16.2%) 22 (32.4%) 29 (42.6%) 1.91

1.25
0.97

Very Good

Good

Average

(Very Good= 5; Good= 4; Average= 3; Weak= 2; and Very Weak= 1).

Weak

Very Weak Mean

3.05

0.73

