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Abstract

Teachers’ questioning skill in improving students’ higher-order questioning is necessary for the
development of the students’ critical thinking. The current study attempted to extend the critical
thinking line of research into EFL teacher effectiveness and teacher education studies, to see whether
the critical thinking ability of Iranian EFL teachers has any significant relationship with the types and
frequencies of those teachers’ questions using Bloom Taxonomy (Bloom, 1956). In so doing, 20 male
and female Iranian EFL teachers were selected purposively and observed during the teaching process
of the same reading comprehension texts. Participants were divided into three groups of high, mid, and
low critical thinkers based on their scores on The California Critical Thinking Skills Test-form B
(CCTST-B-34). To quantify classroom interaction, a Bloom-based coding scheme was applied to tally
and classify the cognitive depth of reading comprehension questions generated by students during
observed sessions. The data collection procedure began with the administration of the CCTST-B,
followed by systematic classroom observations over a designated instructional period to record student
question frequencies. Finally, non-parametric correlation analyses, specifically Kendall's tau-b and
Spearman’s rank correlation coefficient, were executed to determine the direction and strength of the
relationship between teacher scores and student questioning patterns. The findings showed significant
positive correlations between the number of the questions EFL teachers posed in the classroom based
on Bloom's taxonomy. Moreover, the findings of the study showed that there was a significant
relationship between critical thinking and the types of questions. This study indicated that teachers do
benefit from higher level of questions, such as applying, analyzing, evaluating, and creating, which
caused classroom interaction. Hence, asking the right questions is a good method in ESL/EFL reading
classes because it develops team work and provides a socially rich situation where the students can
learn effectively. Such questions encourage students to think independently, improves their critical
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thinking, and also helps them in better decision making and problem solving. The study concludes by
highlighting the implications to use authentic texts, along with adopting Bloom’s Taxonomy as a
practical guide for curriculum design to further amplify learners’ ability to reflect, question, and
construct meaning.

Keywords: Bloom Taxonomy, classroom dynamics, critical thinking, higher-order
guestioning, language acquisition, reading comprehension, teacher questioning

1 Introduction

Communication between teachers and learners has always been of significant importance to
the efficiency of second language teaching. The skill of raising appropriate questions is a skill at
language teachers’ disposal which has a considerable potentiality to enhance the teaching quality. It
also helps learners focus their attention on course content, arouses their curiosity and motivation, and
discover their own ideas, and sharpens their critical thinking skills.

Research demonstrates that a teacher’s own critical thinking capacity heavily dictates how
reading tasks are framed, which can shift the classroom dynamic from passive text consumption to
active meaning construction (Liu & Yan, 2022). Zhou (2024) indicated that rather than merely
verifying literal comprehension through traditional, closed-ended inquiries, instructors with higher
cognitive processing skills tend to design environments where the density and variety of questions
increase substantially.

However, many teachers have difficulties in improving their students’ questioning skills
effectively as they often stick to shallow questions which can lead to rote learning in learners’ minds.
This can prevent the growth of critical thinking on the part of learners. Educational systems, therefore,
need to instruct learners to think critically rather than direct teaching and filling the information into
their heads (Davoudi & Sadeghi, 2015). Omar and Mohamed (2024) also highlighted the shift in how
reading strategies help teachers ask more higher-order questioning to move students past basic
decoding and into deep textual evaluation.

The strategic application of Bloom’s Taxonomy within EFL reading instruction plays a pivotal
role in cultivating students’ critical thinking abilities by transforming classroom questioning from
passive text recall into active analytical reasoning (Zivkovié, 2016). In language teaching, structured
guestioning frameworks are recognized as foundational tools that directly enhance learners' linguistic
proficiency, reading comprehension depth, and broader academic success (Brahim, 2021; Warliati et
al., 2019). EFL can systematically align their classroom questions with Bloom’s hierarchical cognitive
levels, and they can deliberately guide students past basic decoding and literal comprehension,
prompting them instead to generate high-order inquiries that require text analysis, evaluation, and
independent meaning construction.

Integrating Bloom-based strategies into EFL curricula has shown measurable benefits across
key language domains, including the skills of reading, writing, speaking, and components such as
vocabulary development (Khodadady & Ghanizadeh, 2011; Liu, 2019). Moreover, when teachers
activate learners’ higher-order thinking, it increases the learners’ self-efficacy and reduces their
anxiety, which are essential for better language acquisition (Fu, 2023). Icen (2020) believes that EFL
teachers’ effectiveness is closely tied to their critical thinking capabilities to model and nurture these
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skills in students through questioning techniques and argumentative reasoning. To further enhance
learners’ critical engagement, researchers advocate for the use of diverse textual genres—particularly
argumentative texts—which offer rich opportunities for developing evaluative and interpretive skills
(Marni et al., 2019).

Singh and Shaari (2019) suggested that students who participate in cognitively demanding
tasks (e.g., critiquing and analyzing texts), outperformed others in reading comprehension and overall
language performance. In today’s information-saturated environment, fostering critical thinking
through Bloom’s Taxonomy also empowers learners to question assumptions and assess the reliability
of sources, thereby promoting more discerning and autonomous language use (Huang, 2023).

As an innovative and multilayered pathway into language teaching, the integration of Bloom’s
Taxonomy into language acquisition can introduce critical thinking into language learning practices.
Teachers can work on its six cognitive levels—remembering, understanding, applying, analyzing,
evaluating, and creating—in order to design tasks and improve learners’ linguistic proficiency as well
as their deeper cognitive engagement. To systematically track this engagement, Bloom’s hierarchical
categories were utilized as a structural coding scheme to analyze the transcribed classroom recordings.
Questions that prompted students to recall specific textual facts or summarize explicit plot points were
coded as lower-order cognitive levels (Remembering and Understanding). Conversely, queries
requiring students to draw text-to-world connections, break down rhetorical arguments, critique a
character’s motives, or generate alternative textual outcomes were coded as higher-order levels
(Applying, Analyzing, Evaluating, and Creating). Meanwhile, the interpretation of this coded data was
directly guided by CT theory, which posits that language acquisition is maximized when learners
move beyond passive decoding into active conceptual processing. Under this theoretical framework, a
high frequency of student-generated questions at the top four tiers of the taxonomy was interpreted as
empirical evidence of a critical classroom disposition. Teacher's instructional style successfully moved
learners beyond rote memorization towards more meaningful, analytical, and creative ways.
Generally, students can apply Bloom’s higher-order thinking skills in different reading and writing
tasks to critically evaluate texts, synthesize information, and produce original arguments. This can
enhance both language competence and critical thinking ability.

As Stapleton (2011) stated, research on the effect of critical thinking on language learning is
not deep and well-grounded and it is still in its infancy. Some have even attempted to show a
relationship between CT and reading and writing skills (e.g. Fahim & Ahmadi, 2012; Fahim &
Sa’eepour, 2011; Paul & Elder, 2006; Stapleton, 2001).

One of the most prevalent factors of teacher talk is teacher’s questions. Teacher’s question
types determine the type of cognitive activities and skills in which learners involved and consequently
most likely to acquire. Teachers’ questions can significantly affect the quality of classroom discourse;
as they might involve learners in the surface of the passages and prompt learners to reply by referring
to the texts, or they may be used as a means to cultivate the seeds of critical thinking skills in learners’
minds.

Despite having such a significant value, teachers’ questions have not received worthy
attention on the part of second language research; particularly, teachers’ characteristics contributing to
raising special kinds of questions have remained less investigated. Thus, this study is designed to give
an account of the relationship between critical thinking and the number and the types of questions an
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EFL teacher put to learners in teaching reading. Moreover, it probes the relationship between teachers’
gender, education degree, teaching experience and the number of questions they raise in the
classroom.

Furthermore, when teachers consciously apply frameworks like Bloom’s Taxonomy to their
instructional design, it directly impacts the complexity of student engagement and prompts learners to
generate their own analytical inquiries during the reading process (Truong, 2024). Consequently, an
instructor's personal critical disposition serves as a foundational factor, which directly influences both
the quantity and the analytical depth of the questions explored during text-based discussions.

In spite of this profound significance, SLA research has failed to delve into teacher’s
questions on the basis of a framework pertinent to critical thinking. Thus, findings of this study can
enhance stakeholders’ awareness of the frequency and types of questions raised in the EFL
intermediate classrooms. Further, it can shed some light on the teachers’ characteristics which are
highly associated with the frequency and types of questions.

Available studies (Iswati & Purwati, 2022; Rahmah et al., 2019; Truong, 2024; Zhou, 2024;
Wijaya and Roki'Ah, 2020) frequently tried to explore teacher perceptions of critical thinking or the
benefits of teacher-led questioning. However, few empirical studies paid attention to whether a
teacher's critical disposition actually influences the frequency and types of questions they empower
their students to ask within specific, small-scale classroom ecosystems. This study tried to address this
specific empirical gap by quantitatively analyzing the relationship between EFL instructors' critical
thinking levels and the actual employment of student-generated reading comprehension questions,
offering a clearer picture of how teacher thinking shapes active student engagement.

2 Literature Review

2.1 Theoretical Background

Critical thinking is associated with the development of a person’s character since CT consists
of exploration, research, enthusiasm, and complete commitment to the logic and desire for reliable
information. The second point is that critical thinking needs to mount on the cognitive and meta-
cognitive skills related to solving problems, understanding and expressing concepts, recognizing
relations, evaluating the validity of statements, recognizing the requirement elements for conclusion,
representing the reasons of the individual results, and consciously examining individual actions. In the
third stage, critical thinking is established from the formation and development of the mental habits
(Costa & Kallick, 2009).

Studies show that teaching of thinking skills has been considered as a main priority in the
curriculum of educational training institutes. Critical thinking can motivate learners to obtain the
decision-making, problem-solving skills, and creativity. Facione et al. (2009) demonstrated, using the
Delphi method, that critical thinking is a process based on the judgment and self-adjustment that
results in solving the problems and making the suitable decisions. Promoting critical thinking during
the university education requires using the stable training principles in classroom (Facione et al.,
2009). Therefore, the educational matters should not be trained directly but also, creating the conflict
situation helps them for a higher-level thinking. Revising the curriculum and creating the facilities and
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training environment along with using the suitable training methods can play an important role in
stabilizing critical thinking (Mehrabi et al., 2011).

In order to achieve these goals, teachers should be introduced with the latest scientific and
research achievements in this line using which they optimize their teaching procedures and enhance
their professional and general knowledge in teaching process. Language is one of the most important
interpersonal communication instruments whose growth and development begins from the time the
baby is born and continues to the end of his/her life.

Icen (2020) indicated teachers’ significant role in improving educational outcomes of students.
Also, it was indicated that schools play important roles in interpersonal differences and the
considerable factor in these differences can relate to teachers; particularly different teachers'
effectiveness can be a powerful deterministic factor in students’ learning. Successful teachers believe
that they can make changes in students’ learning outcomes and they can be educated on this basis.
Teacher’s effectiveness is in relation with their self-efficacy (such as teachers’ belief and skills and
capabilities in self-teaching; Terasne et al., 2022).

2.2 Empirical Studies on Critical Thinking Skills in English Textbooks
2.2.1 CT and Student Questioning

Considering the mentioned points, many researchers have examined and analyzed critical
thinking in different fields. For example, Orakci et al. (2019) examined how instructional strategies
can improve learners’ critical thinking within English language classrooms. In this study,
implementing pedagogical approaches such as the use of authentic texts and critical literacy strategies
was studied reflectively and analytically on learners’ engagement with content and their ability to
question, interpret, and evaluate argumentative texts. The findings showed that critical literacy
practices developed participants’ critical thinking skills. Hence, integrating authentic materials and
reflective reading strategies into instruction can promote critical engagement and deeper
comprehension among language learners. As stated by Xu (2011), a good critical thinker-teacher by
means of asking analyzing and evaluating questions in the teaching setting makes students more
critical in order to apply their abilities not only in the learning environments but also in their real life.
Ozkan (2010) stated that being aware of types of questions and their effectiveness in teaching and
learning environments also encourage teachers to be good critical thinkers for asking high levels of
guestions in their classroom.

Wijaya and Roki'ah (2020) explored the role of digital resources on the development of
critical thinking skills in students’ argumentative writing. In this study, online platforms such as
YouTube and their integration into instructional practices were examined to ponder on learners’
analytical and evaluative abilities. The study also examined the thoughtful use of technology to
stimulate critical thinking along with pedagogically sound strategies. It was found that the sound and
proper use of modern educational tools significantly contributed to the development of critical
thinking competencies among language learners. However, they believed that further studies can better
show how digital platforms can be systematically incorporated into curriculum design to support
critical literacy and argumentative writing skills.

Prayogi et al. (2022) also examined the impact of critical thinking activities on students'
reading comprehension and argumentative writing skills. The participants of the study were asked to
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be engaged in tasks designed to promote deeper engagement with argumentative texts (such as
analyzing argument components and evaluating logical reasoning) through students' performance in
reading and writing tasks. It was shown that there was a significant relationship between critical
thinking engagement through text analysis and improvements in both reading comprehension and the
quality of argumentative essays. Therefore, applying critical thinking through structured analytical
activities was shown to lead to measurable academic gains in literacy-related domains.

In a similar study, Iswati and Purwati (2022) explored the impact of guided discovery learning
methods on students’ critical thinking development in reading classes. The study focused on how
structured instructional strategies could enhance learners’ engagement with argumentative texts and
improve their analytical reasoning. The participants were students enrolled in reading-focused courses
during which guided discovery techniques were implemented to stimulate deeper textual interaction.
After the intervention, there was a significant improvement in students’ ability to critically evaluate
and respond to argumentative content. It was concluded that integrating critical thinking into reading
instruction can develop both comprehension and argumentative writing skills. Finally, pedagogical
recommendations were put forward for incorporating guided discovery learning into language
education curricula in order to support critical literacy development.

The implementation of self-regulation and critical thinking strategies has been proved to
enhance vocabulary achievement among Iranian EFL learners, suggesting that critical thinking not
only aids in comprehension but also enriches vocabulary development (Hashamdar & Maleki, 2018).
This is further supported by Nejad et al. (2022) who found a significant correlation between critical
thinking abilities and writing performance among intermediate EFL learners. The findings indicated
that critical thinking can improve the quality of the students’ written expression. Moreover, critical
thinking strategies can facilitate vocabulary acquisition as a challenging aspect for EFL learners due to
the vast number of words they need to master (Nejad et al., 2016).

2.2.2 Teacher-led Prompts and Student Engagement via Bloom’s Taxonomy

Moreover, studies have shown that teachers can introduce and apply teaching strategies that
promote critical thinking to positively influence learners' self-efficacy and anxiety levels (Fathi et al.,
2021; Solhi et al., 2024). These factors are crucial factors in language learning as suggested by Fu
(2023). Likewise, Liu's (2019) study on using science fiction films in EFL classrooms illustrated how
engaging materials can stimulate critical thinking and enhance multi-literacies among learners. Despite
these striking findings, these studies consistently overlook the exact interactive mechanisms that
bridge teacher cognition and student behavior and the question remains on how a teacher's personal
critical thinking baseline directly shapes the types and frequency of questions that students themselves
generate during reading tasks.

In similar veins, some other studies have shown that the use of specific strategies, (e.g., visual
mind mapping), can improve both critical thinking and reading abilities. For example, Wafa and
Khalaf (2021) found that mind mapping helps students create connections between ideas. They
contended that this process can enhance students’ understanding of texts and their ability to extract
relevant information. Additionally, Truong (2024) bridged the gap between teacher prompts and
student engagement via Bloom’s Taxonomy. However, the study remained largely qualitative and
descriptive. It lacked the precise, inferential statistical backing needed to confirm a direct, measurable
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relationship between a teacher's measurable critical thinking baseline and the frequency of student-
generated inquiries.

While these recent studies highlight the value of critical thinking in EFL reading contexts,
several methodological and conceptual limitations need to be explored. For instance, the work of Liu
and Yan (2022) strongly advocates for shifting classroom dynamics toward active meaning
construction, yet their findings rely heavily on self-reported teacher data. This creates a common
social desirability bias, where instructors may overreport their commitment to critical thinking without
reflecting their actual, day-to-day classroom practices. Similarly, while Zhou (2024) provides valuable
insights into how university students perceive effective teacher questioning, the study focuses
predominantly on teacher-led inquiries. This focus leaves a significant gap, failing to address whether
high-quality teacher questioning can actually change into empowering learners to generate their own
analytical questions.

Furthermore, current research often suffers from contextual gaps. For example, the multi-
perspective analysis conducted by Omar and Mohamed (2024) successfully revealed advanced
cognitive dimensions in reading, but it did so within highly resourced, large-scale educational
environments. Their framework did not account for how these cognitive processes manifest in smaller,
highly localized EFL ecosystems where curriculum constraints or specific institutional cultures might
restrict instructional freedom. By highlighting and working upon such gaps, the present study directly
addresses these empirical evidences, moving beyond descriptive assumptions to quantitatively test the
relationship between teacher cognition and student-centered questioning practices.

3 Research Questions

The following research questions are guiding the present study to address the gap in the
literature:

1. Is there any relationship between CT level and the number of Bloom-coded questions
Iranian EFL teachers have students ask in the classroom in teaching reading?

2. Is there any relationship between CT level and the types of Bloom-coded questions Iranian
EFL teacher have students ask in the classroom in teaching reading?

4 Method

4.1 Design of the Study

This study adopted a quantitative, correlational research design to explore the relationship
between EFL teachers' critical thinking capacities and the frequency and cognitive types of student-
generated questions during reading instruction. A correlational design was highly appropriate for this
investigation as it allows the researcher to measure and statistically evaluate the direction and strength
of the relationship between two naturally occurring variables without manipulating them or imposing
experimental controls. The frequency and specific types of reading comprehension questions
generated by students were classified using a Bloom-based coding scheme.
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4.2 Participants

Overall, 20 Iranian EFL teachers were asked to record their voices during teaching the same
three reading passages, selected from McGraw-Hill. (2005) tests (a sample is added to appendix A).
These participants varied in terms of gender, educational experience, academic degrees. The teachers
were informed that the data would merely be used for research purposes by the researchers i.e.,
nobody other than researcher would gain access to the data. Additionally, to eliminate the effect of
involving in an experiment on the data, the exact objectives of the study didn’t reveal to the
participants and the third recording analyzed.

In this regard, firstly, the satisfaction of teachers for participating in the study were asked:;
then, it is asked for them to try for preserving the quality and quantity of related questions of the
context.

4.3 Instruments
4.3.1 The California Critical Thinking Skills Test-Form B (CCTST-B-34)

One of the main necessities of each study is existence of reliable information and ease of
access to them. By having the obtained information, an opportunity was provided for the researcher
that follows the study and data analyses process for evaluating the aims of the study. Additionally, the
researcher obtained the opportunity to consider the time. Learners’ degree of critical thinking
measured by running California Critical Thinking Skills Test- Form B (CCTST-B-34). In order to
evaluate the questionnaire reliability, Cronbach’s alpha was used so that the items of the
questionnaires were answered by the sample participants. Obtained Cronbach’s alpha for the
questionnaire obtained the index of .847 which showed high rate and accepted reliability coefficient
for the used questionnaire.

4.3.2 Instrument for Bloom-Based Questioning Analysis

To systematically capture and evaluate the cognitive depth of classroom discourse, a
structured Bloom-Based Question Classification Checklist was operationalized as the primary
observational instrument. Derived from the revised edition of Bloom's Taxonomy (Anderson &
Krathwohl, 2001), this checklist serves as an objective matrix to map verbal interactions into clear,
measurable cognitive tiers. The instrument breaks down student-generated questions across a two-
dimensional framework: Lower-Order Thinking Skills (LOTS; including Remembering,
Understanding, and Applying) and Higher-Order Thinking Skills (HOTS; including Analyzing,
Evaluating, and Creating).

Before its implementation in the final analysis, the checklist underwent rigorous validation
and pilot testing to maximize its psychometric soundness. To confirm that the coding definitions and
verbal cues accurately reflected the target cognitive constructs, the checklist was submitted to a panel
of three senior academic experts specializing in Applied Linguistics and Applied Cognition. The
judges evaluated the instrument and confirmed its robust content validity. The instrument was also
pilot-tested using transcribed audio excerpts from an independent intermediate EFL reading class
separate from the main study's sample. To establish internal temporal stability, the primary researcher
re-coded the same subset after a two-week interval. The intra-rater reliability coefficient was
calculated using percentage agreement and Cohen’s kappa, yielding an exceptional consistency rating
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(kappa = .89), ensuring that the coding matrix remained stable over time and immune to shifting
subjective interpretations.

4.4 Data Collection

Firstly, 20 male and female Iranian EFL teachers were selected purposively. In the case of
their agreement, teachers’ consent to participate in the study was asked and guaranteed. Overall, they
were asked to record their voices during teaching the same three reading passages, selected from
McGraw-Hill (2005) tests. Meanwhile, they were observed during the teaching process of the same
reading comprehension texts. An attempt was made to keep the passages fixed for all due to the fact
that the passage features might impact the quality and quantity of questions raised by teachers.
Finishing the recordings, teachers were given The California Critical Thinking Skills Test-form B
(CCTST-B-34) to answer. Meanwhile, a structured Bloom-Based Question Classification Checklist
was operationalized as the primary observational instrument. Derived from the revised edition of
Bloom's Taxonomy (Anderson & Krathwohl, 2001), this checklist serves as an objective matrix to
map verbal interactions into clear, measurable cognitive tiers. To establish internal temporal stability,
the primary researcher re-coded the same subset after a two-week interval. The intra-rater reliability
coefficient was calculated using percentage agreement and Cohen’s kappa, yielding an exceptional
consistency rating (kappa =.89). Finally, non-parametric statistical metrics were used to analyze the
data to detect any significant relationship among the variables.

4.5 Data Analysis

To systematically examine the relationship between EFL teachers' critical thinking and the
frequency and types of intermediate-level reading comprehension questions, a two-phase data analysis
process was executed. Initially, a structural framework was assumed based on established research
questions to isolate the relevant variables. Following this, the study focused on quantifying classroom
interaction patterns by analyzing the frequency and specific types of questions utilized in the
classroom. To achieve this, audio recordings from three instructional sessions for each of the 20
participating teachers were transcribed verbatim. The recorded questions were then rigorously
categorized based on Bloom's Taxonomy (See Appendix B) to evaluate their cognitive depth.

Obtained data of the questionnaire have been analyzed by SPSS software. First, descriptive
statistical methods—including frequencies, percentages, means, medians, modes, and standard
deviations—were computed to outline the foundational features of the statistical population. Second,
an inferential analysis was initiated to determine the relationship between the primary variables.
Because the normality test results indicated that the dataset followed a non-normal distribution and the
data were structured on an ordinal rating scale, non-parametric correlation statistics were deemed
necessary.

Because the research took place within a real-world educational ecosystem and involved a
relatively small, localized sample, non-parametric statistical metrics were embedded into the design.
To address the core research question, which evaluates whether a relationship exists between critical
thinking and the types of reading comprehension questions asked in the classroom, both Spearman's
rank correlation coefficient and Kendall's tau rank correlation coefficient were employed.
Concurrently, the Kendall tau rank correlation coefficient was applied as a symmetric coefficient to
evaluate the intensity between the ordinal characteristics. By utilizing the number of agreements in
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ranking, the Kendall Tau test provided a robust cross-verification of the direction and strength of the
correlation for the research question.

4.6 Ethical Considerations

Some ethical guidelines were maintained throughout the data collection and analysis phases in
order to ensure the integrity of the research. Prior to the study, administrative clearance was obtained
from the institutional review boards and the leadership of the participating educational complex.
Moreover, every participating EFL teacher was provided with a comprehensive disclosure form
detailing the study’s objectives, the data collection methods (including testing and classroom
frequency tracking), and the intended academic use of the final results. Participants were explicitly
informed that their involvement was completely voluntary and that they maintained the right to
withdraw from the research project at any stage without any professional or academic repercussions.
Written informed consent was secured from all participants prior to administrative tracking.

Meanwhile, to protect the identities of the instructors, a strict anonymization protocol was
enforced. Raw data sheets, score reports, and question tallies were scrubbed of names and identifying
characteristics, replacing them with unique alphanumeric codes.

5 Results

Prior to conducting the inferential analyses to explore the relationship between critical
thinking and the types of reading comprehension questions, descriptive statistics were calculated to
summarize the descriptive statistics of the data (Table 1).

Table 1
Descriptive Statistics for Critical Thinking Scores and Types of Questions Asked (N = 20)

Variable Mean SD Min Max
Critical Thinking 74.25 8.65 58.00 88.00
Types of Questions 14.20 3.14 9.00 21.00

(Student-Generated)

Initially, the relation between critical thinking and types of questions on reading
comprehension has been measured using Kendall s tau-b test and Spearman Coefficient of Correlation.
Table 2 provides further insight in details.

Table 2

Results of Kendall’s Tau-B Test for Correlation Between Critical Thinking and Types of Questions for
Reading Comprehension

Row Variable Kendall s tau-b P-value Total

1 Critical thinking & Types of questions 537 .000 20
for reading comprehension
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Table 2 indicates that based on Kendall s tau-b value (.537) and confidence level of .99 and p-
value (< .01), there is significant statistical correlation between the two variables. In addition, the
correlation between them is strong.

In Table 3, the correlation between critical thinking and types of questions in regard with
reading comprehension has been measured among 20 people of sample.

Table 3

Results of Spearman Test Correlation Between Critical Thinking and Types of Questions for Reading
Comprehension

Row Variable Spearman P-value Total

1 Critical thinking & Types of questions for .591 .000 20
reading comprehension

As it is observed, according to Spearman value (.591) and p-value (p-value < .01), it could be
mentioned that the correlation between the mentioned variables is significant in confidence level of
.99. There is significant correlation between critical thinking and type of reading comprehension
question. In addition, Spearman coefficient of correlation between the two variables indicates that the
correlation between them is significant and positive.

Moreover, the relation between critical thinking and number of questions on reading
comprehension has been measured using Kendall s tau-b test and Spearman Coefficient of Correlation,
as can be observed in Table 4.

Table 4

Results of Kendall s tau-b test for Correlation Between Critical Thinking and Number of Questions for
Reading Comprehension

Row Variable Kendall s tau-b P-value Total

1 Critical thinking & Number of 249 .000 20
questions for reading comprehension

Table 4 indicates that based on Kendall s tau-b value (.249) and confidence level of .99 and p-
value (< .01), there is significant statistical correlation between the two variables. In addition, the
correlation between them is strong.

In Table 5, the correlation between critical thinking and number of questions in regard with
reading comprehension has been measured among 20 people of sample.

Table 5

Results of Spearman Test for Correlation Between Critical Thinking and Number of Questions for
Reading Comprehension

Row Variable Spearman P-value Total
1 Critical thinking & Number of  0.467 .000 20
questions for reading
comprehension

As it is observed, according to Spearman value (.467) and p-value (p-value < .01), it can be
inferred that there is significant correlation between critical thinking and number of reading
comprehension questions. In addition, Spearman coefficient of correlation between the two variables
indicates that the correlation between them is significant and positive.
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Meanwhile, the study investigated if is any significant relationship between gender, education,
teaching experience and number of presented questions in the class.

As shown in Table 6, since the level of measurement of number of presented questions in the
classroom and measurement level of gender is nominal, chi-square (x2) test has been applied.

Table 6
Results of x2 for Gender and Number of questions in the class

Variables X2 value Sig Total
Gender 111.747 .000 20
Number of questions in the class 128.295 .000 20

According to Table 6, based on confidence level of .95 and p-value > .05, there is a significant
difference between the two mentioned variables. Hence, HO (there is no significant correlation
between variables) would be rejected and H1 (there is significant correlation between variables) would
be confirmed. In addition, it could be observed that the variable of number of questions would not be
different based on gender.

RQ?2. Is there any relationship between critical thinking and the types of questions an EFL
teacher have students ask in teaching reading? (Based on Bloom Taxonomy)

At this stage, a structured Bloom-Based Question Classification Checklist was operationalized
as the primary observational instrument which was derived from the revised edition of Bloom's
Taxonomy (Anderson & Krathwohl, 2001). This checklist served as an objective matrix to map verbal
interactions into clear, measurable cognitive tiers. To systematically capture and evaluate the cognitive
depth of classroom discourse, the instrument broke down student-generated questions across a two-
dimensional framework: Lower-Order Thinking Skills (LOTS; including Remembering,
Understanding, and Applying) and Higher-Order Thinking Skills (HOTS; including Analyzing,
Evaluating, and Creating).

As measurement level of variable of number of questions is interval and measurement level of
educational degree is nominal, Spearman test is suitable. In Table 7, the correlation between
educational degree and number of presented reading comprehension questions among 20 persons has
been measured.

Table 7

Results of Spearman Test for The Correlation Between Educational Degree and Number of Presented
Questions in the Class

Row  Variable Spearman value P-value Total

1 Educational degree & Number of 418 .000 20
presented questions in the class

Clearly, according to Spearman value (.418) and p-value (p-value <.01), there is significant
correlation between educational degree and number of reading comprehension questions. In addition,
Spearman coefficient of correlation between the two variables indicates that the correlation between
them is significant and positive (Table 7).

As measurement level of variable of number of questions is interval and measurement level of
teaching experience is nominal, Spearman test is applicable. In Table 8, the correlation between
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teaching experience and number of presented reading comprehension questions among 20 persons has
been measured.
Table 8

Results of Spearman test for the Correlation Between Teaching Experience and Number of Presented
Questions in the Class

Row Variable Spearman value P-value Total
1 Teaching experience & Number .541 .000 20
of presented questions in the
class

Clearly, according to Spearman value (.541) and p-value (p-value <.01), there is significant
correlation between teaching experience and number of reading comprehension questions (Table 8). In
addition, Spearman coefficient of correlation between the two variables indicates that the correlation
between them is significant and positive. Moreover, the study investigated whether there is any
significant relationship between gender, educational degree, teaching experience and types of
presented questions in the class.

As measurement level of variable of number of questions is interval and measurement level of
gender is nominal, X2 test is appropriate to be employed. Table 9 outlines the details.

Table 9

Results of X2 for the Relationship Between Gender and Types of Questions in the Class
Variables X2 value Sig Total
Gender 125.457 .000 20
Types of questions in the class 118.578 .000 20

According to Table 9, based on confidence level of.95 and p-value > .05, there is a significant
difference between the two mentioned variables. Hence, HO (there is no significant correlation
between variables) would be rejected and H1 (there is significant correlation between variables) would
be confirmed. In addition, it could be observed that the variable of humber of questions would not be
different based on gender.

The relationship between educational degree and types of presented questions in the class was
also investigated. As measurement level of variable of types of questions is interval and measurement
level of educational degree is nominal, Spearman test can be performed. In Table 10, the correlation
between educational degree and types of presented reading comprehension questions among 20
persons has been measured.

Table 10

Results of Spearman Test for the Relationship between Educational Degree and Types of Presented
Questions in the Class

Row Variable Spearman value P-value Total

1 Educational degree & Types of 354 .000 20
presented questions in the class

Clearly, according to Spearman value (.354) and p-value (p-value < .01), it can be concluded
that there is significant correlation between educational degree and types of reading comprehension
questions. In addition, Spearman coefficient of correlation between the two variables indicates that the
correlation between them is significant and positive.
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Finally, the relationship between teaching experience and types of presented questions in the
classroom was also explored. As measurement level of variable of types of questions is interval and
measurement level of teaching experience is nominal, Spearman test is appropriate. In Table 11, the
correlation between teaching experience and types of presented reading comprehension questions
among 20 persons has been measured.

Table 11

Results of Spearman Test for the Relationship between Teaching Experience and Types of Presented
Questions in the Classroom

Row Variable Spearman value P-value Total

1 Teaching experience & Types of 457 .000 20
presented questions in the class

Clearly, according to Spearman value (.457) and p-value (p-value < .01), there is a significant
relationship between critical thinking and the types of questions an EFL teacher have the students ask
in teaching reading (Based on Bloom Taxonomy) has been confirmed. Therefore, there is significant
correlation between teaching experience and types of reading comprehension questions. In addition,
Spearman coefficient of correlation between the two variables indicates that the correlation between
them is significant and positive.

6 Discussion

Initially, the findings showed that there was a significant relationship between critical thinking
and the number of questions EFL teachers pose in reading classes. The importance of active learner
engagement in developing critical thinking is supported by different studies. Saglam et al.’s (2017)
study on expository writing showed its role in enhancing learners’ ability to process and evaluate
information. This suggests that exposure to such texts may encourage teachers to pose more
cognitively demanding questions. However, the current study needed to pay more attention to the role
of learner participation, which Romadhoni et al. (2022) and Kamali and Fahim (2011) found to be
essential for developing critical thinking through reading. Without active engagement, even frequent
guestioning may fail to elicit deeper cognitive responses. Thus, the number of questions alone is
insufficient; instructional context and learner involvement are critical mediators.

The literature also suggested that in spite of the fact that critical thinking is essential for
engaging with argumentative texts, teachers should note that its development among EFL learners can
be influenced by multiple factors which are beyond mere exposure to such texts. Tengberg and Olin-
Scheller (2016) emphasized that explicit instruction in critical reading is often lacking, which may
explain the findings. Without structured pedagogical support, teachers may not consistently raise a
high number of questions that stimulate critical engagement. Thus, teachers who value critical
thinking may be inclined to ask more questions, and it can be manifested in the number of questions
raised in reading classes, which appears to be directly linked to learners’ critical thinking levels.

Moreover, the findings of the study showed that there was a significant relationship between
critical thinking and the types of questions. The use of higher-order questioning strategies supporting
Bloom’s Taxonomy is strongly supported in the reviewed literature. Anderson and Soden (2001)
argued that distinguishing between opinion and evidence is a foundational critical thinking skill,
directly linked to Bloom’s “analyze” and “evaluate” levels. Fuad et al. (2017) and Nguyen et al.
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(2023) further emphasized that organizing and assessing argumentative content cultivates learners’
ability to draw reasoned conclusions.

These findings suggest that teachers who employ evaluative and inferential questions—rather
than merely factual or recall-based ones—are more likely to foster critical thinking. Ardhian et al.
(2020) also found that reading argumentative texts can enhance students’ critical thinking skills such
as inference-making, synthesis, and conclusion-drawing. These skills can reinforce the value of
Bloom-aligned questioning in reading instruction.

Prayogi et al. (2022) and Zubaidah et al. (2018) emphasized that integrated reading and
writing activities and reading interest can foster critical thinking, which aligns with Bloom’s upper
levels—analyzing, evaluating, and creating.

Egurrola and Garcia (2023) and Seban (2022) highlighted the importance of teaching learners
to understand the structure, purpose, and language of argumentative and expository genres, which
enables them to analyze and evaluate texts more effectively. This aligns with Bloom’s taxonomy
levels such as analyzing, evaluating, and creating, suggesting that teachers who incorporate genre-
based instruction are more likely to pose cognitively demanding questions. Wang (2023) further
emphasized that instruction in argumentative writing encourages learners to assess diverse viewpoints,
reinforcing the value of evaluative questioning in reading classes.

Teacher experience and educational background may also shape pedagogical choices,
including questioning behavior. For example, Icen (2020) emphasized the importance of teacher
training in fostering critical thinking through questioning and argumentation, implying that more
experienced or better-trained teachers may ask more questions. Lin and Arumugam (2024) and Yasuda
(2017) demonstrated that argumentative writing tasks require structured guidance, which may be more
effectively delivered by experienced or well-trained teachers.

The literature points to a nuanced relationship between teacher-related variables and the
cognitive complexity of questions posed. Ramadhani et al. (2023) and Terasne et al. (2022) identified
cognitive and psychological factors as influential in shaping learners’ reading comprehension and
critical thinking—variables that may also affect teachers’ questioning strategies. Moreover, the ability
to guide learners through systematic reasoning, as highlighted by Saglam et al. (2017), likely depends
on teachers’ familiarity with genre conventions and critical literacy pedagogy. Thus, instructional
expertise—not demographic traits alone—appears to determine the quality of questions raised.

Teachers with greater exposure to critical thinking pedagogy—Tlikely those with advanced
degrees or more teaching experience—may be better equipped to design and deliver Bloom-aligned
questions that promote deeper engagement. For instance, Aghajani and Gholamrezapour (2019)
underscore the importance of critical thinking in reading, suggesting that teachers who understand its
role may be more intentional in crafting analytical and evaluative questions.

Instructional strategies also play a pivotal role. Orakci et al. (2019) advocated for the use of
authentic texts and critical literacy approaches, which encourage learners to question and reflect on
content, thereby enhancing critical engagement. Technological integration, as demonstrated by Wijaya
and Roki'Ah (2020), further supports this view; their use of YouTube in argumentative writing
instruction showed that digital tools can effectively scaffold critical thinking, provided that
instructional design is well-aligned. Iswati and Purwati (2022) and Rahmah et al. (2019) similarly
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found that guided discovery and innovative learning applications foster deeper understanding and
improve argumentative writing skills.

This study indicated that teachers do benefit from higher level of questions, according to
Bloom's taxonomy. On the other hand, high levels of questions such as, applying, analyzing,
evaluating, and creating caused classroom interaction. As the study showed types of the questions does
have positive outcomes; asking good questions is a good method in ESL/EFL reading classes because
it develops team work, provides a socially rich situation where the students can learn effectively
(Amirpoor, 2012; Lin & Arumugam, 2024; Shen & Yodolkhumule, 2012). Furthermore, these results
extend the focus of recent research on questioning dynamics. In line with Zhou’s (2024) findings,
teachers with advanced cognitive skills create richer classroom engagement. However, contrary to
Zhou’s (2024) study which focused heavily on teacher-led inquiries, the present study effectively
demonstrated that a teacher's critical disposition does not simply result in more lecturing or teacher-
fronted questioning; rather, it acts as a factor that empowers students to generate their own diverse
reading comprehension inquiries. This shift from passive reception to active production lends
statistical weight to Truong’s (2024) qualitative observations. While Truong used Bloom’s Taxonomy
to describe how teacher prompts promote engagement, our correlation metrics confirm that higher
teacher cognition is mathematically tied to an increased frequency and variation of analytical tasks in
practice. To learn well, one must learn well; reading texts that contain important ideas and ground
thinking in powerful ideas. Overall, the findings provided empirical and qualitative support for this
relation.

7 Conclusion and Implications

Overall, the study ended in two main findings. It was revealed a significant, positive
relationship between EFL teachers' critical thinking levels and both the overall frequency and the
specific cognitive types of reading comprehension questions deployed in the classroom. This indicates
that while higher teacher cognition directly correlates with a greater use of Bloom-based higher-order
guestioning strategies, the actual development of student critical thinking depends on combining these
advanced prompts with active learner involvement and explicit instructional support.

It can be said that critical thinking helped teachers change into better EFL teachers.
Considering the mentioned issues, it can be stated that critical theory in four recent decades have
followed the cultural and pedagogical discussion and is considered as the main important attitudes in
twenty century that had many effects on different fields such as analysis and criticism on culture and
its position in organized society, the process of personal development and revision in principles and
Marxism trainings. The training of the learners is not achieved only by transforming information to the
mind of students, but also it requires entering in curriculum of schools and universities.

Considering the main role of training environment and dominant methods on them, they
should be organized so that the student can confront the real life’s issue instead storing the science fact
with involved issues; in addition, thinkers of critical pedagogy have created the training idioms and
theories by representing the analysis about the institutes and training situations. However, it can be
stated that although there are many basic criticisms into the critical pedagogy attitudes, there are some
positive attitudes that considering toward them can be useful. The use of authentic texts, along with
adopting Bloom’s Taxonomy not merely as a theoretical model but as a practical guide for curriculum
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design, and digital tools further amplifies learners’ ability to reflect, question, and construct
meaning—skills that are essential for navigating both academic and real-world discourse.

It is important to acknowledged several limitations for conducting future studies. First, the
small sample size (N = 20) limits the generalizability of the findings to a broader population of EFL
instructors or diverse institutional contexts. Moreover, the study relied primarily on quantitative, non-
parametric correlation measures, which fails to capture the qualitative nuances of classroom
interaction.

Among the practical implications for EFL stakeholders, particularly curriculum designers and
teacher education programs, it should be suggested that explicit training in critical thinking pedagogy
can directly enhance classroom interaction and reading comprehension depth. Therefore, future
research should build upon these insights and employ more interactive designs (e.g., longitudinal
mixed-methods designs and combine observation data and qualitative interviews) to explore how
critical thinking manifests in daily lesson planning. Additionally, subsequent studies should consider
institutional resources or cultural repertoire of the participants to scrutinize the relationship more
deeply.
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