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ABSTRACT 

DEVELOPİNG CRİTİCAL READİNG SELF-EFFİCACY İN SECONDARY 

SCHOOL EFL LEARNERS VİA THE SİX THİNKİNG HATS TECHNİQUE 

 This study investigates the effectiveness of the Six Thinking Hats (STH) 

technique, developed by Edward de Bono, in enhancing the critical reading self-

efficacy of seventh-grade EFL learners. Employing a quasi-experimental mixed-

methods design, the research was conducted with 50 female students from a public 

religious secondary school in Istanbul. The experimental group received structured 

critical reading instruction through the STH framework across four monthly sessions, 

while the control group engaged with the same texts through researcher-developed, 

traditional higher-order thinking questions presented in print format. The Critical 

Reading Self-Efficacy Scale (Karadeniz, 2014) was administered to all participants as 

both a pre-test and post-test. 

Quantitative analysis revealed no statistically significant difference between 

the two groups; however, descriptive statistics indicated moderate gains in both. The 

mean self-efficacy score of the experimental group increased from 126.80 (SD = 

14.01) to 130.40 (SD = 13.77), while the control group’s score rose from 128.92 (SD 

= 14.29) to 132.28 (SD = 12.71). Noticeable, though small, improvements were 

observed in the experimental group’s "Inquiry" (from 37.92 to 38.80) and "Analysis" 

(from 26.08 to 27.20) sub-dimensions. 

To further contextualize these findings, semi-structured focus group interviews 

were conducted with the experimental group. Thematic analysis of the qualitative data 

revealed that students found the STH method engaging, collaborative, and cognitively 

stimulating. Nevertheless, participants reported difficulties in articulating complex 

ideas in English. Despite the similar outcomes between the experimental and control 

groups, the STH framework demonstrated additional pedagogical benefits by 

promoting student engagement and encouraging a wider range of cognitive strategies. 

Keywords: English as a Foreign Language, critical reading, Six Thinking Hats, critical 

thinking, secondary school students, structured thinking, critical thinking 
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ÖZET 

ALTI ŞAPKALI DÜŞÜNME TEKNIĞI ILE ORTAOKULDAKI YABANCI DIL 

ÖĞRENCILERININ ELEŞTIREL OKUMA ÖZ YETERLIKLERININ 

GELIŞTIRILMESI 

 Bu çalışma, Edward de Bono tarafından geliştirilen Altı Şapkalı Düşünme 

(AŞD) tekniğinin yedinci sınıf İngilizceyi yabancı dil olarak öğrenen öğrencilerin 

eleştirel okuma özyeterliklerini geliştirmedeki etkililiğini incelemektedir. Yarı 

deneysel karma yöntem deseninin kullanıldığı araştırma, İstanbul’daki bir devlet kız 

imam hatip ortaokulunda öğrenim gören 50 kız öğrenciyle gerçekleştirilmiştir. Deney 

grubuna, dört aylık süreçte her ay bir kez yapılandırılmış AŞD temelli eleştirel okuma 

etkinlikleri uygulanırken; kontrol grubu, aynı metinler üzerinde araştırmacı tarafından 

hazırlanan geleneksel, üst düzey düşünme becerilerini hedefleyen yazılı sorularla 

çalışmıştır. Tüm katılımcılara Karadeniz (2014) tarafından geliştirilen Eleştirel Okuma 

Özyeterlik Ölçeği ön test ve son test olarak uygulanmıştır. 

Nicel analiz sonuçları gruplar arasında istatistiksel olarak anlamlı bir fark 

ortaya koymamış; ancak tanımlayıcı istatistikler her iki grupta da ölçülü artışlar 

olduğunu göstermiştir. Deney grubunun ortalama özyeterlik puanı 126.80 (SS = 14.01) 

iken uygulama sonrasında 130.40’a (SS = 13.77) yükselmiştir. Kontrol grubunun 

puanı ise 128.92’den (SS = 14.29) 132.28’e (SS = 12.71) çıkmıştır. Deney grubunun 

“Sorgulama” (37.92’den 38.80’e) ve “Analiz” (26.08’den 27.20’ye) alt boyutlarında 

küçük ancak dikkat çekici ilerlemeler gözlemlenmiştir. 

Bu nicel bulgulara daha derin bir bağlam kazandırmak amacıyla deney 

grubuyla yarı yapılandırılmış odak grup görüşmeleri gerçekleştirilmiştir. Nitel 

verilerin tematik analizi, öğrencilerin AŞD yöntemini hem iş birlikçi hem de zihinsel 

olarak uyarıcı bulduklarını ortaya koymuştur. Öğrenciler, yapılandırılmış düşünme 

sürecinin metinleri çok yönlü değerlendirmelerine olanak sağladığını ve öğrenme 

sürecini daha ilgi çekici hale getirdiğini ifade etmişlerdir Bununla birlikte, katılımcılar 

karmaşık fikirleri İngilizce ifade etmede zorlandıklarını belirtmişlerdir. Deney ve 

kontrol grupları arasındaki nicel sonuçlar benzer olsa da AŞD yöntemi, öğrenci 

katılımını artırma ve çeşitli bilişsel stratejileri teşvik etme açısından ek pedagojik 

avantajlar sergilemiştir. 

Anahtar Kelimeler: Yabancı dil olarak İngilizce, eleştirel okuma, Altı Şapkalı 

Düşünme, yapılandırılmış düşünme, ortaokul öğrencileri, eleştirel düşünme
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1. INTRODUCTION 

1.1. Background to the Study 

In today's information age, education requires students to acquire knowledge 

and develop their critical thinking and analytical skills. In this context, the term " 

critical thinking" in the literature is becoming increasingly important. Ennis (1989) 

defines critical thinking as a purposeful and reflective cognitive process that makes 

reasoned judgments about what to believe or do. Dewey (1933) sees “suspend 

judgment” as an essential component of critical thinking because it enables individuals 

to engage in deep and rigorous analysis and to go through a deliberate and purposeful 

thinking process rather than just accepting information as it comes in, thus asserting 

that reflective thinking underlies all meaningful critical thinking processes.  

While the definition of critical thinking provides a theoretical foundation, 

knowledge of the characteristics of a well-trained critical thinker is essential for its 

everyday applications and implications. According to Paul and Elder (2008), a critical 

thinker exhibits several key traits, such as raising vital questions, gathering and 

assessing relevant information, and coming to well-reasoned conclusions. Bloom's 

Taxonomy (1956) places critical thinking at the highest levels of cognitive processes, 

emphasising skills such as analysing, evaluating and creating as essential components. 

Bloom’s framework identifies six levels, with higher-order skills like analysis, 

synthesis, and evaluation vital for critical thinking (Anderson & Krathwohl, 2016). In 

the 21st century's digital and information-saturated world, these skills are one of the 

cornerstones that enable individuals to access the right information, filter it critically 

and generate creative solutions. The Partnership for 21st Century Skills (2009) 

framework defines these competencies as integral to individuals' academic and 

professional success.  

Sternberg and Halpern (2020, p. 12) point out that critical thinking is not 

limited to only psychology or philosophy; almost all disciplines also share many 

aspects of critical thinking by requiring students to engage in analysis for assessing 
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their knowledge using some essay formats such as ‘compare and contrast’. Traditional 

critical thinking instruction provides an adequate theoretical basis but perhaps too 

abstract to be helpful to the language learner. Having to know the theory is essential, 

but applying these skills in a practical way is far too often an issue. When students 

start to examine their own thinking processes, their learning improves significantly. 

Flavell (1979) suggests metacognitive strategies enable learners to control and 

moderate their cognitive processes and this strengthens their problem-solving capacity 

and capacity to process difficult information. In language learning this metacognition 

leads to enhanced processing and analysis of information. A structured approach like 

De Bono’s Six Thinking Hats works well in this context because it actively guides 

learners to shift between different perspectives.  

Likewise, structured approaches to critical thinking can also be understood 

through Vygotsky’s (1978) concept of the Zone of Proximal Development (ZPD). This 

idea suggests that learners progress best when they receive guidance that helps them 

move beyond what they can do alone towards what they can achieve with structured 

support. In language learning, scaffolded techniques play a key role in developing 

higher-order thinking skills by providing this kind of support. A structured approach, 

such as De Bono's Six Thinking Hats, corresponds well with this principle since it 

helps students to consciously navigate between different views. In doing so, it develops 

their critical thinking skills and enables them to use language more effectively and 

naturally. 

1.2. Statement of the Problem 

Much like broader language teaching, traditional EFL reading instruction often 

prioritises linguistic accuracy through grammar drills and vocabulary memorization 

by focusing more on comprehension. While these methods can be helpful in the early 

stages of learning, they may not be enough to develop higher-order thinking skills. 

Oxford (2003) states that mnemonic techniques are very useful at the beginning stages 

of language learning; however, their utility decreases as learners acquire more 

advanced cognitive and metacognitive abilities. In addition, this implies that over-

reliance on rote memorization can be detrimental to language learners' ability to 

critically approach texts and achieve a higher level of knowledge understanding.With 

this in mind, critical reading is important in the EFL field because it allows students to 



3 

 

go beyond the surface meaning and comment on what is presented out of context. To 

highlight the importance of dealing with texts in EFL settings, Wallace (1992, 80) 

mentions how working with texts in EFL classes makes students feel free to choose 

how they handle the text and help them develop a relationship with the writer more 

equally. Furthermore, according to Scholes (1985), reading texts in a critical way 

allows students to examine the underlying ideologies of these texts and to construct 

their own views in response. Critical reading also develops the intercultural 

competence of learners of other languages. As Enright and Quinlan (2010) suggest 

integrating linguistic, social, political, and cultural elements into EFL reading can 

significantly enhance academic literacy by connecting texts to students' experiences 

and cultures.  

When students start analysing texts in their first language, they are more likely 

to become successful in comprehending different cultural perspectives in the target 

language. Kramsch (1993) argues that reading texts through an intercultural lens 

enables one to detect cultural differences between their native culture and the target 

culture which makes critical reading skills essential for intercultural reading. 

According to Byram (1997) texts function as cultural artefacts which both reflect and 

create societal values. Learners who practice critical reading go past word 

comprehension to discover the cultural and ideological elements embedded in texts. 

Through critical reading students learn to challenge dominant beliefs while exploring 

multiple viewpoints which helps them build better intercultural understanding. 

According to Grabe (1997) critical reading represents a complex term which requires 

multiple sub-components to achieve higher-order thinking skills and he acknowledges 

that developing these skills in EFL classes proves challenging and time-consuming. 

According to him the effort is definitely worthwhile. The complexity of developing 

critical reading skills demands the implementation of new creative approaches. 

The Six Thinking Hats Technique, which was put forward by Edward de Bono 

in 1985, can be a great tool to effectively enhance foreign language learners’ critical 

reading skills in the classroom. Having the opportunity to look from different 

perspectives may play a key role in the development of critical reading skills. Edward 

de Bono (1985) states that the technique’s purpose is to allow thinkers to structure the 

thinking process by separating thinking into different modes instead of handling 

multiple aspects at once. While previous studies have discovered critical thinking and 
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reading separately, limited research has examined how structured thinking techniques, 

such as the Six Thinking Hats, can systematically foster critical reading skills in EFL 

settings. 

1.3. Purpose of the Study 

This study aims to investigate the extent to which critical reading skills in EFL 

classrooms can be enhanced through the structured application of the Six Thinking 

Hats technique. Specifically, it seeks to explore the potential of this technique in 

developing multidimensional thinking, encouraging deeper textual analysis, and 

promoting higher-order cognitive engagement among learners. Research Questions 

(RQs): 

1. How does the use of the Six Thinking Hats technique influence students’ 

approach to multidimensional thinking and deep textual engagement in EFL 

reading? 

2. How does using higher-order thinking questions in reading materials from 

coursebooks impact students' critical reading skills compared to using 

traditional comprehension-level questions? 

3. Do students engaging with critical reading through the Six Thinking Hats 

technique demonstrate a greater improvement in critical reading skills 

compared to students guided only by traditional print-based critical reading 

questions, despite working with identical texts? 

1.4. Significance of the Study 

According to Spears (1999), critical reading does not only mean reading 

‘critically’ in the form of finding mistakes; it involves analysing the text carefully, 

making sound judgments and using critical thinking abilities. It promotes being open-

minded and requires individuals to evaluate information without prejudice and not 

reject an opinion just because it does not fit into their minds (Spears, 1999).  

When combined with a structured thinking technique, critical reading will play 

a crucial role in fostering higher-order thinking skills alongside the linguistic skills of 

language learners. Students engage these cognitive processes through critical reading, 

going beyond basic understanding to question, analyse, and reach conclusions (Paul & 
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Elder, 2008). This interplay emphasizes the importance of integrating critical thinking 

and reading in education (Facione, 1990). Beaumont (2010), indicates that critical 

reading involves decision-making through interpretation, synthesis, and analysis. 

Critical reading is often considered a logical process that focuses on analysis, objective 

evaluation, implications, and deep thinking.  

Practising critical reading with the Six Thinking Hats technique would enable 

students to develop structured thinking through collaboration in a multimodal 

framework. Learners will build their systematic thinking process by having various 

perspectives with each hat in the method while reading the text critically. The 

technique helps students to deconstruct complex texts through a structured questioning 

manner. In a way, using this technique in language classrooms also aligns with the 

task-based language Teaching, where cognitive engagement drives language 

acquisition (Ellis, 2003). The six hats thinking technique offers a structured framework 

to improve foreign language learning by addressing distinct cognitive and linguistic 

aspects during text analysis. Each ‘hat’ addresses a special gap in a pedagogical way. 

Consequently, the technique not only promotes multi-layered thinking as opposed to 

one-dimensional thinking but also promotes collaborative language learning. 

1.5. Definition of Key Terms 

Critical Thinking: A purposeful and reflective cognitive process that makes reasoned 

judgments about what to believe or do (Ennis, 1989). 

Critical Reading: Analysing the text carefully, making sound judgments, and using 

critical thinking abilities to evaluate information without prejudice (Spears, 1999). 

Six Thinking Hats Technique: A structured thinking process that separates thinking 

into distinct modes (e.g., analytical, creative, emotional) to enhance decision-making 

(de Bono, 1985). 

EFL (English as a Foreign Language): Contexts where English is taught in 

environments where it is not the dominant language (Kachru, 1986). 

Bloom’s Taxonomy: A hierarchical framework classifying cognitive educational 

objectives into six levels of complexity, from basic knowledge recall to advanced 

evaluation and creation (Bloom et al., 1956; Anderson & Krathwohl, 2001). 
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1.6. Assumptions 

The Six Thinking Hats technique is assumed to offer a structured approach that 

enables students to engage with texts through multiple thinking perspectives. The 

participants received identical national curriculum instruction, yet different teaching 

methods produced distinct learning outcomes.  

The research assumes that using structured thinking strategies with coursebook 

texts leads to better critical reading subskill development than traditional 

comprehension-based activities.  

The self-efficacy scale received honest responses from students who actively 

took part in the intervention. Students showed different preferences for thinking hats 

based on their individual personality traits, learning preferences, and emotional 

reactions during the sessions. 
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2. LITERATURE REVİEW 

2.1. Critical Thinking: From Theory to Practice 

At the nature of the human being lies core instincts such as curiosity, 

interrogation, and the search for meaning. Even in the days of the first humans, there 

were problem-solving skills and evaluating alternatives to light the first fire, discover 

agriculture, and communicate using symbolic languages. However, this instinctive 

thinking converted into a conscious process with time. The dialectical questioning of 

Socrates in Ancient Greece, the moral reasoning of Confucius in China, and the 

historical criticism of Ibn Khaldun in the Golden Age of Islam show that critical 

thinking is a heritage that transcends cultures and eras. Today, this heritage is being 

reshaped by complex issues such as global crises in the information overload world of 

the digital age.  

Philosopher John Dewey (1933) has been accepted as the father of the term 

critical thinking. His reflective thinking theory was considered as a founding element 

of critical analysis, highlighting the importance of active and deliberate reasoning over 

passive acceptance. 

Glaser (1941) defined critical thinking as “(1) an attitude of considering in 

one’s own original thoughtful way, (2) knowledge of the methods of logical enquiry 

and reasoning, and (3) some skills applying those methods. Furthermore, he 

emphasized that critical thinking is the ability to examine any belief or form of 

knowledge in the light of the evidence that supports it and reaching a solid conclusion 

after examination. 

According to Ennis (1991), critical thinking is a reflective, reasonable way of 

thinking focused on what to believe or do. 

Lipman (1988), describes critical thinking as skillfull, responsible thinking 

which is useful to reach a good judgement by relying on a strong criteria and is self-

correcting. 

Scriven and Paul (1987) define critical thinking as an intellectually disciplined 

process that involves actively and efficiently conceptualizing, applying, analyzing, 

synthesizing, and evaluating information to guide belief and action. This definition 
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shows critical thinking as a systematic progress rather than a singular act, which 

underscores distinct but interconnected cognitive phases. 

At the core of critical thinking lies Bloom’s Taxonomy. As the taxonomy 

provides a complementary framework to unpack this definition by categorizing 

cognitive phases into a hierarchical structure. Critical thinking begins with 

foundational skills like remembering facts (e.g., identifying key terms) and 

understanding basic meanings (e.g., summarizing texts), which enable learners to 

engage with content. Building on this foundation, applying knowledge involves using 

knowledge in new contexts (e.g., connecting a text's argument to real-world scenarios). 

Then, analyzing involves deconstructing complex ideas (detecting biases or examining 

rhetorical strategies); on the other hand, evaluating requires judging the validity, 

relevance, and ethics of arguments. Ultimately, critical thinking results in creativity by 

making students synthesize different ideas into innovative solutions. At the end of 

these phases, students blend their strong analysis skills with creative synthesis as the 

taxonomy suggests. 

In the Delphi Report for the American Philosophical Association, Facione and 

a panel of experts (1990) described critical thinking as a purposeful self-regulating 

process that entails explaining evidential, conceptual, criteriological, or contextual 

considerations and results in interpretation, analysis, evaluation, and inference. 

In this context, Elder and Paul (2013) define critical thinking as a self-guided 

and self-disciplined conscious process that seeks the highest level of reasoning in a 

fair manner. They emphasize that ideal critical thinkers take charge of the structures 

in their thinking process and are aware of the essential flaws in human thinking and 

actively work to minimize their biases by employing intellectual tools such as analysis, 

assessment, and refinement of thought. 

In the cognitive psychologist Halpern’s words, critical thinking is “the use of 

cognitive skills or strategies that increase the probability of a desirable outcome” 

(Halpern, 1996, p. 5). 

According to Köksal (2005), critical thinking is a process of perception, 

evaluation, and decision-making based on the idea that information can be obtained, 

controlled, purified from elements that distract from objectivity, and deduced to create 

behavioral change in individuals. 
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Güzel (2005), claims critical thinking is a must-learn survival ability for a 

better life. In the same direction, Kurudayıoğlu and Çelik (2009) asserts that critical 

thinking is a skill every individual should obtain for a better life. 

Considering the definitions given by prominent authors, critical thinking is a 

vital survival life skill that every individual should gain. By analyzing prejudices, 

questioning assumptions, and synthesizing different perspectives, it encourages 

conscious judgment and resilience to misinformation. In a world where urgent 

decisions may cause ethical, financial, and or social problems, this skill emerges as a 

life saver because it bridges the gap between raw data and actionable wisdom. That’s 

why an individual needs to gain this skill. 

With this in mind, an ideal critical thinker has specific qualifications. 

According to several scholars (Ennis, 1985; Halpern, 1998; Hamby, 2015), an 

individual should possess thirteen dispositions to become an ideal critical thinker. 

These dispositions are the attitudes and habits that enable an individual to apply critical 

thinking skills. For example, Ennis (1985) highlights dispositions such as ‘seeking 

reasons’ and ‘being open-minded’ (p. 46). According to him, people with strong 

critical thinking dispositions do not just react; they actively seek evidence and 

justification before jumping to conclusions. Halpern (1998), on the other hand, 

underscores the motivational side by defining disposition as the “willingness to think 

critically" (p. 452). He claims that this willingness is what pushes individuals to 

question assumptions and dig deeper with interrogating broader rather than accept the 

information at face value. However, Hamby (2015) takes it further and he calls these 

dispositions as "critical thinking virtues" (p. 79). These virtues include motivations, 

habits, and tendencies that guide someone toward fair and careful inquiry. Critical 

thinkers habitually question textual ambiguities and seek clarifications, unlike passive 

learners who accept surface meanings. 

2.2. Critical Reading in Foreign Language Teaching 

 In a foreign language context, reading is one of the four key skills to master. 

Language users generally deal with large texts in their learning journey. According to 

Grabe (2009), the purpose of reading is to draw meaning from a printed text. A reader 

should understand what he or she reads. However, reading should not be limited only 

on the comprehension level. Since reading is an important part of the language learning 
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process, taking the maximum benefit from this journey should be the learning goal. 

This is why critical reading is an important tool for foreign language education. In the 

context of language education (EFL), Wallace (2003) states that critical reading goes 

beyond this basic comprehension. It contains a practical interpretation and evaluation 

of the text. According to him, readers should engage with what they read and 

interrogate the text’s content and the author’s bias and underlying assumptions rather 

than understand the text at face value. In order to better understand the cognitive and 

analytical demands of critical reading, Table 1 summarizes its key differences from 

basic reading. 

Table 1. A Comparison Between Basic and Critical Reading 

 Reading Critical Reading 

Purpose Understanding the general 

message of a text 

Evaluating HOW a text delivers 

its message and the way it works 

Reader 

Activity 
Receiving and grasping 

meaning 

 

Engages actively with the text by 

questioning, analyzing, and 

interpreting its meaning. 

Focus The surface-level content or 

what is explicitly SAID 

The underlying MEANING and 

how it is CONSTRUCTED 

Guiding 

Questions 

-“What does this passage say?” 

-“What is the main idea?” 

- “How does the text present its 

arguments?” 

- “What choices does the author 

make in structuring the text?” 

-“What rhetorical or logical 

patterns can be seen?” 

- “What types of reasoning or 

evidence are used?” 

- “What assumptions underlie the 

text?” 

- “What deeper meaning can be 

drawn from the content?” 

Reader 

Stance 

 

WITH the text (accepts 

information as valid and reads in 

alignment with the author's 

voice.) 

AGAINST the text (reads with a 

critical lens, seeking bias, gaps, or 

persuasive techniques.) 
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Response 

outcome 

Summary or restatement of 

content. 

Evaluation, interpretation, and 

formulation of independent 

judgments. 

Adapted from Differences between Reading and Critical Reading by J. Duncan, n.d., University of 

Toronto Libraries  

 Similarly, Spears (2012) describes critical reading as “going beyond simple 

text comprehension” by consciously interpreting and evaluating a text. Rather than 

passively reading, a critical reader interacts with the text by analyzing the author’s 

arguments, evidence, and language tone in order to form a reasoned judgment about 

the text’s meaning and reliability. 

 According to Pardede (2007), critical reading involves a process of consciously 

comprehending, interrogating, and evaluating a text to assess the accuracy and validity 

of an author’s ideas. 

 A recent systematic review by Van et al. (2022) describes critical reading as 

“an enhanced thinking process” in which discussion, questioning, and constructive 

language are used to examine what readers read. According to them, the purpose of 

this process is to figure out “what is reliable and what is not credible in a text”. This 

modern definition highlights that the critical reading can be considered as a form of 

critical thinking in action where readers cooperate or reflect to simplify complex 

concepts and confirm the credibility of new information.  

Flemming (2011,10) connects critical reading closely with understanding and 

emphasizes that a solid mastery of the text is crucial before engaging with critical 

reading. 

 Various scholars have offered various definitions of critical reading. While 

they vary in focus, a common theme connects the perspectives. Critical reading is a 

process that involves active and reflective intellectual engagement while reading the 

text. It combines understanding and criticism by demanding readers to not only decode 

meaning but also examine the writer’s aim, inquire opinions, and measure data against 

personal information or outer sources. In EFL contexts, developing critical reading 

skills enables learners to handle complex texts with ease, refuse passive acceptance of 

information, and engage in academic or societal discourse. Essentially, it redefines 

reading as an active engagement among reader, text, and context, rather than an 

isolated act of consumption, and one that is vital to academic achievement and 
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educated citizenship in this era of information overload. A good critical reader can 

assume multiple points of view, question the author's intentions, and formulate 

questions about the text in question. A language learner will benefit significantly if he 

or she becomes a critical reader. At this point, Knott (2005, 10) proposes a 5-step 

critical reading analysis model for a learner who embraces critical reading: 

➢ Critical reading begins with skimming introductions/conclusions to strategically 

focus analytical efforts on key sections of a text. 

➢ Highlight or note an author’s analytical moves, conceptual frameworks, and 

conclusions, prioritize argument structure over isolated facts or examples. 

➢ Maintain contextual awareness: analyze how a text excerpt fits into its original 

whole argument before integrating it into your own work. 

➢ Use quotations critically by framing them with your analysis, not as replacements 

for your voice; always follow quotes with interpretive commentary. 

➢ Apply critical reading skills to lectures by listening for discipline-specific ways of 

thinking, not just information absorption. 

Critical reading has various subskills, and these contribute to education in the direction 

of enhancing students' analytical, evaluative, and interpretative abilities.  

These subskills include as cited in Karadeniz (2014); 

Analysis, which involves identifying and understanding the structure and 

content of the text (Maker & Lineer, 1996; Flemming, 2011). This subskill enables 

learners to break down information into smaller parts for better comprehension. 

Evaluation, which involves judging the quality and reliability of the 

information (Facione, 2007; Pirozzi, 2003; Darch & Kammenui, 1987). Through 

evaluation, readers can distinguish between credible and biased information. 

Synthesis, which requires combining information from the text with prior 

knowledge (Ennis & Millman, 2005). Synthesis allows students to generate new ideas 

by integrating diverse pieces of information. 

Inference, the ability to make logical conclusions or predictions (Pirozzi, 

2003; Flemming, 2011). This skill helps readers understand implicit meanings and 

anticipate possible outcomes. 
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Interpretation, which involves understanding the deeper meaning of the text 

(Collins, 1993; Devoogd, 2008; Facione, 2007). Interpretation supports the 

development of insightful and context-aware reading. 

Questioning, where the reader critically explores the motives, assumptions, 

and biases (Adler, 1992; Freire & Macedo, 1987). Effective questioning leads to 

reflective thinking and a deeper engagement with the text. 

Finding Similarities and Differences, which helps in recognizing contrasts 

between ideas (Odabaş et al., 2008; Karabay, 2012). This skill enhances comparison-

based understanding and strengthens conceptual clarity. 

2.3. The Relationship Between Critical Thinking and Critical Reading 

Critical reading and critical thinking are interconnected, as the latter gives rise 

to the intellectual structure that facilitates the effective application of the former. 

Critical thinking involves reasoning, evaluation, and judgment (Facione, 1990); as a 

result, the practice of reading critically is its material manifestation when dealing with 

printed content. Without thinking critically, reading can only be a superficial endeavor 

without the requisite depth for deep interpretation, assessment of arguments, as well 

as the spotting of bias or implied assumption. 

Facione (1990) defines critical thinking as a self-directed and intentional 

process of judgment that includes interpretation, analysis, evaluation, inference, and 

explanation. All of these are the particular subskills involved while practising critical 

reading. Paul and Elder (2008) similarly emphasize that reading, that if reading is 

separated from critical thinking, the act of reading turns into simple decoding without 

understanding or engagement with the text. This is further supported by Spears (1999), 

who states that critical reading requires the application of analytical judgment and 

objectivity to evaluate texts successfully. In the same direction, according to Hall & 

Piezza (2008), whether they are apparent or hidden, all texts have a ideological 

message or   

Empirical evidence supports the close relationship between these two domains. 

Younis et al. (2023) found that while undergraduate students expressed confidence in 

their reading abilities, their performance in tasks requiring critical thinking was 
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considerably weaker. The findings indicated that students lacked the higher-order 

cognitive processes necessary for critical reading despite basic comprehension skills. 

Hidayati et al. (2020) revealed that there was a significant relationship between critical 

reading and critical thinking, and both of them accounted for more than 70% of the 

variance in reading comprehension of students, showing the interrelated development 

of the skills involved in proficient reading. Paige (2024) further demonstrated that 

inductive and deductive reasoning- key elements of critical thinking- were strong 

predictors of reading comprehension, more so than fluency, underscoring the necessity 

of analytical skills in reading development. 

Sari (2018) identified a significant positive correlation between secondary 

school students’ critical thinking levels and their reading comprehension performance. 

This finding suggests that critical thinking facilitates deeper engagement with text, 

enabling students to discern implicit meanings, evaluate arguments, and construct 

well-informed interpretations. Fitriani (2019) similarly found that students with higher 

critical thinking dispositions demonstrated stronger outcomes in reading 

comprehension tasks, confirming that the two skill sets develop concurrently and 

reinforce one another.  

Wilson (2016), in his ethnographic study of English for Academic Purposes 

(EAP) classrooms, argued that learners only begin to engage critically with texts when 

instructional practices move beyond task completion and foster active cognitive 

engagement. He emphasized that deliberate scaffolding of reading with critical 

thinking strategies is necessary to cultivate deeper comprehension and critical insight. 

This observation aligns with the broader view that critical reading is not merely the act 

of understanding text, but of interrogating it, identifying the author’s intent, examining 

evidence, and questioning the reliability of information. 

Students can engage in various creative activities to enhance their critical 

reading skills. For instance, they may act as literary critics by evaluating a book or 

story they have read, or interpret a character’s internal conflict and motivations. 

Barton-Arwood et al. (2005) argue that effective instruction in critical reading 

strategies is best achieved through practical tasks that modify the structure, rather than 

the content, of reading materials. One-on-one sessions between teachers and students 

can also support the development of these strategies (Harvey & Chickie-Wolfe, 2007). 
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In the literature, some prominent researchers came up with reading strategies that 

might be helpful in the classroom application of critical reading. 

The Discussion Web strategy developed by Alvermann (1991) helps students 

evaluate multiple perspectives regarding specific issues through collaborative work. 

Students who analyze both sides of an argument learn to question information and 

synthesize it critically. Students develop better textual understanding through this 

structured dialogue which also enhances their ability to make balanced judgments and 

reflective decisions. 

The visual approach of Episodic Mapping which Davis and McPherson (1989) 

developed enables students to analyze narrative structures through setting and problem 

and episodes and resolution components. Students who break down stories into 

meaningful sections develop better understanding of narrative progression and causal 

linkages. This method strengthens student comprehension and analytical skills when 

they analyze fictional or biographical texts. 

Through Reciprocal Teaching students and teachers switch positions to 

demonstrate and practice four essential strategies which include predicting, 

questioning, clarifying and summarizing as Palincsar and Brown (1984) originally 

introduced the method. The guided dialogue enables students to develop metacognitive 

skills which boost their reading comprehension together with critical thinking abilities. 

The technique works best for teaching readers to become independent thinkers who 

can reflect on their reading processes. 

The SQ3R method which Robinson (1941) developed provides students with 

an organized system for active reading through Survey, Question, Read, Recite and 

Review steps. This method trains students to use purposeful text interactions which 

leads to better understanding and improved long-term retention. Through its 

purposeful reading approach SQ3R connects passive text consumption to active 

critical engagement. 

The research evidence shows that critical reading represents a specific 

application of critical thinking within particular domains. Reading beyond literal 

comprehension requires the essential analytical and interpretive and evaluative skills 
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which form the core of critical thinking. The interconnected nature of these domains 

requires educational methods that develop both areas simultaneously especially when 

students need to handle cognitive and linguistic obstacles simultaneously in foreign 

language learning. 

2.4. Structured Approaches to Enhance Critical Reading 

Enhancing critical reading skills requires structured pedagogical approaches 

that intentionally scaffold students' abilities to construct meaning, analyze arguments, 

and reflect upon ideas. Research emphasizes explicit instructional methods, cognitive 

and metacognitive frameworks, visual organizing tools, and dialogic interaction as 

pivotal techniques to achieve deeper textual engagement and critical understanding. 

Studies show that explicit teaching of reading strategies combined with 

metacognitive approaches leads to better academic performance by helping students 

read better and become more interested in reading (Thongwichit & Buripakdi, 2021). 

Salameh et al. (2019) further support this view, stating that cognitive strategies like 

summarizing, predicting, and questioning not only improve comprehension but also 

nurture the critical thinking abilities required for deep reading and reflection. Gao 

(2019) complements this assertion, noting that analytical reading methods enable 

learners to evaluate textual logic critically and progress from mere comprehension to 

profound understanding. 

Graphic organizers have developed into a major structural support tool for 

critical reading. Rizk (2021) demonstrated that visual tools such as concept maps and 

Venn diagrams significantly aid EFL students by structuring their analytical processes, 

helping them discern connections and contrasts within texts. Yang and Mei (2024) 

discovered that corpus-based instructional methods help students conduct systematic 

pattern analysis in texts which improves their analytical abilities and self-regulated 

learning. 

The critical cognitive engagement of students with texts is best achieved 

through structured instructional frameworks that incorporate dialogic teaching 

methods like Socratic questioning, reciprocal teaching, and debate. Moeiniasl et al. 

(2022) found that student performance in critical thinking tasks suffered because their 
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classrooms lacked activities that fostered open-ended discussions and reflective 

dialogue. The implementation of organized interactive methods allows students to 

develop essential critical reading abilities that include perspective articulation and 

justification and reassessment. 

Nosratinia and Adibifar (2018) documented major reading comprehension 

improvements in EFL students who received direct instruction on critical thinking sub-

skills. Students who received systematic instruction about argument evaluation and 

fact versus opinion recognition and assumption identification showed better critical 

reading development. According to Coşkun (2024) students lack the ability to enhance 

their metacognitive strategies without direct instruction. 

The value of systematic critical reading strategies becomes stronger through 

applications in multiple subject areas. Social studies achievement scores increased 

significantly for middle school students after these strategies were incorporated into 

their curriculum according to Ozensoy (2021). The educational value of structured 

critical reading instruction extends to all curricular subjects which requires teacher 

training to implement this approach. 

The structured methods described above transform reading from receiving 

information passively into an active reflective process. These practices are most 

important for EFL students because they must overcome both mental and linguistic 

barriers. When students receive structured methods to analyze texts they develop better 

comprehension while gaining independence in critical thinking to handle various 

reading materials effectively. 

2.5. Six Thinking Hats Technique as a Critical Thinking Strategy 

Among structured critical thinking models, Edward de Bono’s Six Thinking 

Hats technique stands out as an innovative and systematic approach for fostering 

higher-order thinking. Introduced in 1985, the Six Thinking Hats strategy offers a 

framework in which thinking is deliberately separated into six distinct modes, each 

represented by a colored hat: White (information and facts), Red (emotions and 

feelings), Black (caution and critical judgment), Yellow (optimism and value), Green 

(creativity and alternatives), and Blue (organization and process control). This model 
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encourages learners to view a topic or problem from multiple angles, promoting 

intellectual flexibility and reflective reasoning (de Bono, 1985). 

The strategy has proven particularly effective in educational settings due to its 

ability to make abstract cognitive skills more accessible through metaphorical and 

structured thinking roles. Kivunja (2015) argues that the technique equips learners with 

the ability to switch perspectives systematically and thereby fosters analytical 

thinking, problem-solving, and decision-making skills. He highlights that each hat 

activates different cognitive processes, encouraging students to think beyond habitual 

patterns. For instance, the Black Hat trains students in critical evaluation, while the 

Green Hat enhances ideational fluency and creative thought generation. 

In classroom implementations, the Six Thinking Hats method has been used 

across various subjects- including literature, writing, and debate- to encourage 

multidimensional analysis and collaborative learning. Morsy and Darweesh (2021) 

found that students trained using the Six Hats method exhibited improved critical 

thinking dispositions and stronger problem-solving abilities. Similarly, Abadi (2020) 

reported that agricultural education students who engaged with the Six Thinking Hats 

approach showed notable improvements in decision-making and reflective thinking. 

The structure provided by the Six Hats aligns with the instructional needs of 

critical reading, as each hat can be used to elicit a specific cognitive response to a text. 

For example, the White Hat may prompt readers to extract factual details, the Red Hat 

to interpret emotional undertones, and the Yellow Hat to evaluate the potential value 

of arguments. This segmentation encourages a comprehensive reading process where 

students are not only decoding but also interpreting, critiquing, and reconstructing 

textual meaning. According to Aithal and Kumar (2017), this technique supports 

lateral thinking by organizing mental processes and enabling learners to explore ideas 

without the interference of cognitive biases. 

The Six Hats model also fosters collaborative and reflective dialogue in group 

contexts, where each student may take on a specific role, thereby ensuring balanced 

participation and collective meaning-making. Nassar (2020) emphasizes that the 

application of the Six Thinking Hats strategy promotes both cognitive and emotional 

engagement, especially in performance-based or discussion-oriented tasks. 
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Given these pedagogical benefits, the Six Thinking Hats technique presents 

itself as a powerful instructional tool in cultivating critical thinking and reading skills. 

Its capacity to activate diverse thinking dispositions in a structured manner makes it 

particularly suitable for integrating into critical literacy instruction. As such, the model 

stands as a bridge between abstract critical thinking frameworks and the concrete 

demands of textual analysis in academic settings. 

2.6. Six Thinking Hats as The Structured Thinking Strategy in EFL Contexts 

The application of Edward de Bono’s Six Thinking Hats (STH) technique in 

English as a Foreign Language (EFL) classrooms has garnered increasing interest due 

to its potential to support learners’ cognitive development, linguistic competence, and 

collaborative engagement. Within EFL settings, students often face the dual challenge 

of understanding a foreign language and expressing higher-order thinking through it. 

Structured methods such as the Six Thinking Hats offer a scaffolded, multimodal  

platform for addressing both demands simultaneously. 
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Adapted from Wearing Six Thinking Hats by O. Serrat, 2009, Knowledge 

Solutions, Asian Development Bank. 

The Six Thinking Hats technique divides thinking into six distinct modes: 

White (information), Red (emotion), Black (judgment), Yellow (optimism), Green 

(creativity), and Blue (process control). Each represented metaphorically by a different 

colored hat (de Bono, 1985). This structured model enables learners to process ideas 

sequentially, reducing confusion and promoting clarity. De Bono (1999) refers to this 

approach as "parallel thinking", where students are guided to focus on one type of 

thinking at a time, which enhances the depth and quality of cognitive engagement. 

Research findings have proven that the STH technique serves as an effective 

method to enhance metacognitive awareness and self-regulated learning. Kruse (2010) 

states that the strategy helps students track their mental processes during complex work 

Figure 1. The Six Thinking Hats Framework. 
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which benefits language learners because reflective thinking enhances their language 

development. The practice of examining ideas through multiple perspectives 

according to Marrapodi (2003) leads to better thinking flexibility which in turn 

enhances both creativity and analytical interpretation abilities. 

The use of structured cognitive frameworks shows great potential to develop 

both intercultural awareness and critical language abilities. Pinto et al. (2015) 

demonstrate that Six Thinking Hats structured cognitive engagement enables language 

learners to analyze content from different cultural viewpoints thus developing their 

interpretive abilities and intercultural competence which are vital for modern EFL 

teaching. Jesson (2012) demonstrates how structured thinking routines including STH 

create environments for inclusive cooperative and creative language learning discourse 

among students. 

The STH technique demonstrates effectiveness in developing speaking and 

listening abilities in addition to reading and writing skills. The research conducted by 

Ismail (2021) demonstrated that this method enhanced both students' speaking abilities 

and their willingness to participate in oral activities. Through hat-switching activities 

students developed essential discourse functions which include description and 

justification and hypothesis generation and evaluation for academic and real-world 

language use. 

Besides fostering cognitive and intercultural competences, structured thinking 

approaches have a significant contribution to establishing positive classroom dynamics 

and enhancing the participation of learners. Structured approaches like STH provide 

explicit roles and clear frameworks for interaction, which ensure equal student 

participation and provide a positive learning environment that is favorable to language 

practice and cognitive discovery (Akyüz, 2017). 

With these theoretical underpinnings and initial empirical perspectives into the 

use of structured cognitive techniques such as the Six Thinking Hats in language 

education, it becomes even more necessary to investigate empirical research studies 

specifically targeting this approach. In the next section, a critical synthesis of relevant 

previous research on the Six Thinking Hats method in various educational contexts, 
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and its specific application and impact in foreign language instructional contexts, is 

provided. 

2.7. Past Studies  

2.7.1. Past Studies on the Six Thinking Hats Technique 

 The application of Six Thinking Hats (STH) in various educational 

environments produces diverse results which prove its strength and adaptability and 

reveal its restrictions based on implementation methods and specific objectives. 

According to Carl (1996) the STH method helped university students improve 

their ability to think objectively and critically and generate creative ideas. The 

technique produced superior results from group collaboration than solitary work 

approaches which proved the potential of structured cognitive engagement. 

The implementation of STH in an information-processing course by Belfer 

(2001) led to substantial improvements among students in communication and 

creativity along with enhanced learning quality. The STH method proved most 

effective for organizing productive learner exchanges through its structured format. 

Keddie (2002) determined that the STH approach served as an effective tool to 

overcome cognitive obstacles while encouraging innovative solutions and minimizing 

both emotional and cognitive distress when students tackled problems. This discovery 

shows the method can help learners overcome psychological barriers in their 

educational development. 

The study by Tamura and Furukawa (2007) implemented STH in virtual 

environmental education and discovered that participants became better at 

environmental issue identification and critical analysis. The structured framework of 

the approach resulted in producing more substantial and higher-quality ideas and 

questions. 

Multiple research studies within language education settings have studied how 

the STH technique performs. Turkish language classroom research by Gelen et al. 

(2008) showed that students learned better through STH compared to traditional 
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educational methods in reading comprehension. The results demonstrate how STH 

proves effective for EFL reading contexts that require structured critical textual 

analysis. Orhan (2010) found that eighth-grade Turkish students developed better 

speaking abilities through the use of STH. The structured approach led to better 

communicative competence thus demonstrating effectiveness in oral language 

proficiency development. 

Altınkulaç and Akhan (2010) discovered enhanced academic results together 

with better student attitudes in their Turkish Republic History course due to STH 

activities which boosted student engagement. 

The application of STH through virtual learning environments (Second Life) 

in teacher education by Gregory and Masters (2010) showed positive effects on 

creativity and problem-solving capabilities and new learning approaches among 

participants. 

The study by Grove (2011) showed that students applying STH during critical 

project stages gained increased creativity together with reduced cognitive biases and 

boosted self-confidence which could strengthen EFL learners' interpretive abilities. 

The implementation of a modified STH method together with theatrical techniques by 

Kırmızı (2012) in 11th-grade German language classes led to substantial 

improvements in student involvement and educational results. STH demonstrates its 

adaptability by showing success in both language teaching and cognitive instruction 

through its combination with drama techniques. 

Kaya (2013) demonstrated in social studies that students who learned through 

STH showed better understanding of sustainability concepts while becoming more 

engaged in higher-order thinking which EFL education can benefit from. 

The virtual learning platform Second Life became the platform where Bezir 

and Baran (2014) applied STH to show how students improved their ability to think 

critically while speaking in a foreign language thus directly supporting current EFL 

research. 

The research by Çakmak (2015) examined prospective science teachers using 

STH along with case studies for critical thinking evaluation. The CCTDI quantitative 
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results showed no statistical differences between groups while qualitative assessments 

indicated students perceived improvements in their critical thinking abilities. 

Azeez (2016) used STH to enhance social worker creativity and innovation 

thus advocating for its use across professional fields to develop systematic cognitive 

and creative competencies. 

The implementation of STH in information technology education by Kocakaya 

(2017) resulted in fifth-grade students outperforming their traditional counterparts thus 

demonstrating the wide-ranging academic benefits of structured cognitive methods. 

Gülcü (2019) demonstrated through her research that seventh graders who 

learned through STH excelled academically and developed better critical thinking 

skills and decision-making abilities than students taught traditionally about recycling 

and domestic waste. 

Akyüz (2017) demonstrated through his study that Turkish EFL classes 

employing the STH technique produced greater student involvement and created more 

inclusive learning environments thus confirming its effectiveness for promoting fair 

engagement and organized classroom dynamics. 

Al-Khataybeh and Al-Tarawneh (2015) demonstrated how the STH technique 

enhances EFL students' writing performance by teaching them to organize their 

thoughts to create more organized and detailed written products through systematic 

viewpoint analysis. 

The STH technique proved effective in teaching EFL learners to enhance their 

reading comprehension skills while developing their ability to analyze texts and 

identify author intentions and synthesize textual information according to Al-

Salameen and Abdelrahman (2023). This study supports the research goals by 

demonstrating how organized cognitive strategies can help EFL students develop their 

critical reading abilities. 

Karakaş (2021) found that students achieved better critical thinking and 

academic outcomes through the Six Thinking Hats method compared to traditional 

teaching. Although the study was not conducted in an EFL context, the findings 
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suggest that structured cognitive strategies like STH may also support EFL learners in 

developing critical analytical skills. 

The research by Koray (2005) shows how science students demonstrated 

positive attitudes and increased creativity when using STH since they produced 

innovative solutions despite initial instructor doubts. The research provides evidence 

that learners experience both cognitive engagement and creativity benefits through 

structured cognitive approaches for EFL instruction. 

2.7.2. Past Studies on Critical Reading 

 Multiple research studies from national and international domains investigate 

critical reading from diverse viewpoints to determine its effects on reading 

comprehension and academic achievement alongside its relationship to text genres and 

teaching methods and student personality traits. Multiple studies present distinct 

findings about the most effective strategies to develop critical reading skills throughout 

various educational settings. 

Köse (2006) investigated the effects of filing technique application on 

university preparatory student autonomy while improving their critical reading 

abilities. Students developed both critical reading competencies and independence 

through the filing technique according to research findings that used interviews and 

documented analysis. 

Ünal (2006) investigated both fifth graders' reading attitudes and their critical 

reading abilities alongside their comprehension performance. Research data showed 

positive reading attitudes strongly affected both critical reading abilities and 

comprehension results but found a moderate relationship between comprehension and 

critical reading. The study showed students failed to verify the accuracy of information 

nor did they pursue additional research after completing their readings. 

The research of Orhan (2007) examined critical reading practices in citizenship 

and human rights education environments. Student responses indicated they could 

successfully use analysis and interpretation tools when teachers provided critical 

reading prompts. Female students demonstrated better performance than male students 

in analytical work according to the study. 
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Aşılıoğlu (2008) interviewed college teaching staff about their observations of 

student reading abilities and learning methods. The majority of students demonstrated 

a preference for memorization over critical thinking and advanced reading strategies 

according to the study results. 

Küçükoğlu (2008) used a self-efficacy scale to evaluate English teacher 

candidates' confidence in their critical reading skills. The majority of candidates 

demonstrated positive attitudes together with strong confidence regarding their critical 

reading abilities. 

Sadioğlu and Bilgin (2008) investigated the relationship between critical 

reading abilities and gender together with parental education among fifth-grade 

students. The research revealed gender acted as a meaningful factor because girls 

demonstrated superior critical reading skills but parental educational attainment 

showed no substantial impact on critical reading. 

David conducted an experimental research (2009) to evaluate critical reading 

as an educational teaching approach. The experimental results demonstrated that 

students who received critical reading instruction achieved superior outcomes 

compared to the control group participants in both comprehension and academic 

achievement. 

Bardakçı (2010) investigated if teaching students to recognize reasoning 

fallacies would lead to better critical reading abilities. The study confirmed that 

teaching fallacies to students resulted in better analytical reading performance. 

Belet and Dal (2010) investigated how teacher candidates viewed using 

storytelling to teach critical reading. The participants found that using stories 

effectively promoted both increased learner engagement and critical thinking abilities 

for primary school students. 

Işık (2010) examined the relationship between high school students' reading 

behaviors and their critical thinking inclinations and critical reading competencies. 

Critical thinking tendencies supported critical reading abilities yet reading frequency 

did not create a direct link to improved critical thinking. 
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Lewin (2010) implemented classroom activities that followed Bloom’s 

Taxonomy to help students advance from basic to advanced questioning levels. His 

research showed that step-by-step questioning approaches enabled students to engage 

critically with texts and build their critical reading abilities over time. 

Karasakaloğlu and Bulut (2012) studied how fictional texts compared to non-

fictional texts impacted students' critical reading skills. Students who studied fiction 

achieved better results in post-tests compared to those who studied non-fiction which 

demonstrates how narrative texts enhance critical thinking skills. 

Middle school students with learning difficulties participated in Kim et al. 

(2012) research which revealed that five essential factors improved reading 

comprehension: instructional methods, self-monitoring practices, different reading 

materials, clear instructional delivery and group membership sizes. The variables 

proved essential to help students develop critical engagement with their reading 

materials. 

Gündüz (2015) investigated both reading practices and critical reading abilities 

of first-year university students. The study established substantial relationships 

between critical reading abilities and three variables: book ownership, periodical use 

and family-related factors which included parental education levels and household 

structures. 

Tan (2023) reported that 10th-grade students showed poor perceptions 

regarding their English critical reading skills. The instructors linked the poor 

performance to insufficient educational resources and insufficient time devoted to 

instruction indicating the necessity for improved classroom environments to develop 

student skills. 

Keyif (2021) studied how university students used metacognitive strategies to 

affect their critical reading abilities. The research showed no general correlation but 

found a meaningful relationship between metacognitive strategies and intertextuality 

in critical reading. 
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The study conducted by Aydın et al. (2020) with eighth graders for five weeks 

revealed that critical reading strategy instruction yielded better reading comprehension 

results than traditional teaching methods. 

According to Silalahi (2018) students who finished reading courses failed to 

understand critical reading and interpretation techniques despite taking the course. The 

students failed to detect textual inconsistencies and they undervalued the academic 

worth of critical reading. 

Through guided questioning, Tomasek (2009) taught university students how 

to have deeper classroom discussions. This method enabled students to move past 

basic comprehension and make connections between texts and their personal 

experiences, enhancing their critical reading skills. 

Hollis (2021) discovered that fictional texts stimulate critical evaluations 

through their nuanced and indirect nature better than informational texts do. 

Informational texts provide clarity and factual grounding which serves as a positive 

factor. 

The research conducted by Akar et al. (2016) demonstrated that fourth-grade 

students who performed well academically and read more books showed better critical 

reading abilities but screen time consumption negatively affected their skills. The 

study failed to identify family income as a substantial factor. 

Aydın (2020) studied how the Six Thinking Hats method affected seventh-

grade Turkish L1 students’ critical reading abilities. The research showed that students 

who received structured reading activities based on the STH framework outperformed 

students who received traditional instruction in developing their critical reading 

abilities. This study maintains similarities with the present research regarding its focus 

on seventh-grade participants and experimental approach but delivers the intervention 

in English as a Foreign Language (EFL) instead of Turkish L1. 

 Research into critical reading skills encompasses various theoretical and 

empirical studies that examine different learning environments. Research conducted 

previously examined reading habits and comprehension and attitudes yet recent studies 

have expanded their focus to educational approaches and textual genres together with 
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learner characteristics including gender and instructional support and motivation. EFL 

research emphasizes the importance of purposeful teaching methods which combine 

questioning techniques with critical text analysis and multimedia learning tools to 

develop analytical capabilities and deep reading comprehension. The research findings 

indicate that instructional barriers such as resource shortages and testing pressure and 

student preference for basic reading persist. The research demonstrates the necessity 

for teaching methods that surpass memorization-based instruction by requiring 

students to actively read reflectively and critically with consideration for present-day 

learning requirements. 
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3. METHODOLOGY 

3.1. Research Design 

This study applied the quasi-experimental mixed-methods design to explore 

the impact of the Six Thinking Hats (STH) technique on the secondary school English 

as a foreign language (EFL) students' critical reading self-efficacy. Adopting Creswell 

and Plano Clark's (2017) taxonomy of the types of mixed-methods designs this 

research integrated an explanatory sequential design (Ivankova et al., 2006) with the 

quantitative phase followed by a qualitative one, whose purpose was to interpret or 

explain the quantitative data.  

This design was chosen to address the intervention's measurable outcomes and 

the students' subjective experience. Explanatory sequential designs, according to 

Creswell and Plano Clark (2017), are particularly appropriate whenever researchers 

aim to "explain mechanisms behind the quantitative results" (p. 213) and have a deeper 

understanding of how or why something occurred. The integration of the results of the 

two phases was informed by guidelines promoted by Ivankova et al. (2006), who 

theorize that such designs enable the systematic link between statistical trends and 

contextualized participant experiences, thus enhancing broader interpretative validity 

embedded in mixed-methods research. Two-stage integration of data in line with 

Ivankova et al. (2006) systematically related statistical patterns to contextual 

participant narratives, enhancing interpretive depth and aesthetic mixed-methods 

research integrity. The combined approach improves knowledge of objective patterns 

as well as of subjectivist meaning construction in educational intervention. 

 The quantitative aspect of the study employed a two-group pre-test/post-test 

intact group design. The experimental group undertook critical reading tasks with the 

Six Thinking Hats method, and the control group undertook traditional print-based 

critical reading tasks. To measure students’ perceived ability to perform critical 

reading-related cognitive tasks, both groups completed the Critical Reading Self-

Efficacy Scale developed by Karadeniz (2014), administered as a pre-test and post-

test. 

 After the quantitative phase, qualitative data were gathered with the purpose of 

investigating the experimental group's attitudes towards the STH approach. Focus 
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group interviews were arranged with specific subgroups of students who had taken 

part in the intervention. This phase was designed to provide additional information 

regarding the quantitative results by documenting learners' feedback on various 

aspects, including participation, difficulty, cooperation, and language use. With the 

addition of this qualitative component, the study sought to convey a more complex and 

sophisticated comprehension of the learning impacts associated with the Six Thinking 

Hats method. 

 The explanatory sequential design enabled the systematic integration of 

findings from both phases. The quantitative findings gave a summary view of the 

intervention's effectiveness, whereas the qualitative findings offered contextual 

explanations for the ensuing quantitative findings. As explained by Ivankova et al. 

(2006), the integration embedded in this design is crucial in interpreting how 

participants perceive and regard statistical trends in natural educational environments. 

For instance, if self-efficacy post-test gains were not demonstrated, students' 

reflections could shed light on whether this was due to linguistic challenges, 

unfamiliarity with the method, or other class-related issues. 

3.2. Setting and Participants 

7th-grade students aged mostly 13 at a public girls' religious secondary school 

in Esenler, Istanbul participated in the study. Two classes were utilized to form this 

study's experimental and control groups, with 25 students in each. One of the classes 

were assigned as the control group and the other one as the experimental group. All 

the students were females since the school was a girls’ religious school. 

The experimental group received instruction through the Six Thinking Hats 

method, whereas the control group was provided with the same reading material 

through traditional print-based critical reading questions. Both groups of learners had 

almost the same background in the English language and pursued the same national 

curriculum of English language learning at the secondary level. 

The students participated on a voluntary basis, and the school administration 

and guardians of the students granted the required permissions based on ethical 

research norms. 
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Table 2. Demographic Characteristics of Participants 

Demographic Variable Control Group (, n = 25) 
Experimental Group (n 

= 25) 

Mean Age 13.2 years 13.1 years 

Gender 100% Female 100% Female 

Average Number of 

Siblings 

Approximately 2.4 Approximately 2.3 

Reading Frequency 

Outside School 

30.4% read often or 

always 

55% read often or always 

Number of Books Read 

Monthly 

69.6% read 1–2 books 52.4% read 1–2 books; 

47.6% read 3–5 books 

Enjoyment of Reading 

in Turkish 

87% answered Yes 85.7% answered Yes 

Enjoyment of Reading 

in English 

8.7% Yes, 73.9% 

Sometimes 

9.5% Yes, 47.6% 

Sometimes 

Reading English Texts 

Outside Lessons 

69.5% read occasionally 

or more 

38.1% read occasionally 

or more 

Reading via Digital 

Devices 

34.8% answered Yes 52.4% answered Yes 

Having a Book Corner 

at Home 

95.7% answered Yes 85.7% answered Yes 

Preferred Book Types 

(in Turkish) 

Mainly novels (61%) and 

short stories (52%) 

Mainly novels (86%) and 

short stories (33%) 

Preferred English 

Reading Materials 

Stories (74%), social 

media (52%), textbooks 

(44%) 

Stories (52%), social 

media (48%), textbooks 

(43%) 

 Even though they were drawn from the same school environments and were 

taught using the same English national curriculum, some minor variation existed 

between the demographic characteristics of the control and experimental groups (Table 

2). The two groups were similar in age (approximately 13 years old), gender (100% 

female), and interest in reading Turkish texts, with over 85% of the students in each 

group pointing out that they liked reading Turkish texts. However, the two groups 

varied regarding exposure to English and reading habits. More of the experimental 

group answered reading books outside school more often, with 55% of them indicating 

that they read often or always, while only 30.4% answered thus in the control group. 

Reading behavior using digital devices was also more common among the 

experimental group, 52.4% of whom indicated that they used digital devices when 

reading, while 34.8% did so in the control group. 

While there was low English reading enjoyment in both groups, a higher 

percentage of the experimental group reported reading English texts "sometimes" or 
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"often" outside class. These small but notable differences are informative background 

data for interpreting the intervention results since they can be associated with learning 

motivation and availability of reading materials. Overall demographic similarity 

between the groups, nevertheless, provides a measure of support for the quasi-

experimental comparison validity. 

3.3. Intervention Design and Implementation 

 The intervention spanned four months through monthly single reading sessions 

which occurred for both experimental and control groups. The reading text from each 

monthly session was specifically selected to support both critical thinking and active 

student engagement. 

The intervention used texts from official national coursebooks as well as 

content from various national publishers' coursebooks which followed Ministry of 

National Education curriculum standards. The selection process for each text relied on 

the established learning outcomes for the present unit according to the monthly 

instructional plan. The intervention content met educational standards and fulfilled 

curriculum requirements by using flexible text selection that emphasized thematic 

richness and Six Thinking Hats compatibility. The texts used in the intervention 

corresponded to the units Wild Animals (Month 1), Television (Month 2), Celebrations 

(Month 3), and Dreams (Month 4), as defined by the national curriculum. Therefore, 

each reading session was conducted when the respective theme was actively being 

covered in the curriculum, ensuring topical relevance and curricular coherence. 

The experimental group received complete instruction about the Six Thinking 

Hats technique and its six hats before their first intervention session in their native 

language (L1). The students easily adapted to the framework because they already 

knew the concept from their Turkish and Social Studies classes. The teacher-researcher 

provided support during the four sessions to help students understand and properly use 

the technique whenever they needed assistance. Students in the experimental group 

received the Six Thinking Hats technique for the text presented by the researcher while 

working in small groups, containing three groups with six students each and one group 

with seven students, for a total of 25 students. The experimental group kept its group 

structure consistent for all four monthly sessions to promote both group unity and deep 
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collaborative processes. The six hats served as distinct thinking modes, which included 

white (factual), red (emotional), black (critical), yellow (optimistic), green (creative), 

and blue (metacognitive). The instructional framework led students to explore the text 

from different angles, which resulted in organized and varied comprehension. Students 

in each session selected their preferred thinking role from the Six Thinking Hats 

without teacher assignments, so they could participate voluntarily in the hats they felt 

most at ease with. After each session, the groups compiled their findings on paper 

before presenting them to the entire class, which enhanced student participation along 

with both communication and peer-to-peer contact.  

Throughout the intervention, the teacher-researcher actively supported student 

thinking by modeling the Six Thinking Hats method in a practical and responsive 

manner. During each session, when students faced challenges in interpreting the text 

or hesitated in applying a particular hat, the teacher scaffolded their thought processes 

by asking targeted, hat-specific guiding questions. For instance, when using the black 

hat (critical thinking), students were prompted with questions like “What could be a 

weakness or problem in the text’s argument?”. While applying the green hat (creative 

thinking), the teacher asked, “Can you think of an alternative ending or solution in this 

situation?”. These moment-to-moment interactions helped maintain student 

engagement, clarified each hat’s purpose, and ensured accurate and thoughtful use of 

the framework. This modeling also demonstrated to students how to shift between 

different perspectives and approach the text from multiple cognitive angles, especially 

in moments of uncertainty. In doing so, the teacher did not provide direct answers, but 

instead encouraged deeper inquiry, helping students internalize the method gradually 

over time. This responsive scaffolding was essential in turning the abstract STH 

concepts into classroom routines that were accessible, functional, and transferable. The 

teacher-researcher also, supplied students with a thinking frame during each session to 

help them organize their thoughts according to the Six Thinking Hats framework. The 

written guide functioned as a tool for students to express their ideas under each hat 

throughout the entire intervention period (see Appendix 9). The STH reflection form 

used in the intervention was developed by the researcher and reviewed for pedagogical 

suitability by the thesis supervisor, who provided expert feedback during the design 

process. 
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Students in the control group studied the same reading materials while 

completing standard question-based critical reading assignments. The traditional EFL 

classroom activities included factual and inferential and evaluative questions. The 

researchers designed questions to match the requirements of critical reading subskills. 

The instruction method remained the sole different factor between the two groups 

while all classroom elements remained identical. The timeline of intervention and data 

collection appears in Figure 2 below. 

Figure 2. Data Collection Timeline and Implementation Overview 

 

3.4. Data Collection Instruments 

3.4.1. Critical Reading Self-Efficacy Scale  

 Karadeniz's (2014) Self-Efficacy Scale of Critical Reading was used as the 

primary instrument to measure changes in students’ critical reading self-efficacy. The 

scale includes items on a Likert-type scale and measures sub-dimensions such as 
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inquiry, drawing Inferences, analysis, evaluation and identifying similarities and 

differences. 

 The instrument's validity was previously confirmed through both exploratory 

and confirmatory factor analyses conducted on a large Turkish sample (N = 1360), 

yielding high internal consistency (α = .937) and test–retest reliability (r = .90). These 

indicators support the reliability of the instrument in measuring students' self-efficacy 

across different dimensions of critical reading. 

 The scale consists of 33 items designed to measure learners’ perceptions of 

their critical reading self-efficacy. Each item is scored on a 5-point Likert scale, 

ranging from 1 (Strongly Disagree) to 5 (Strongly Agree). Out of the 33 items, 8 are 

negatively worded and were reverse-coded prior to analysis to ensure that higher 

scores consistently reflect higher levels of self-efficacy. 

The total possible score ranges from 33 to 165. While the original author 

(Karadeniz, 2014) does not specify score ranges for interpretation, the following 

categorization was adopted for clarity: 

33–76: Low self-efficacy 

77–121: Moderate self-efficacy 

122–165: High self-efficacy 

Since the original scale (Karadeniz, 2014) does not specify score bands, total 

scores (33–165) were divided into three equal-width categories (44-point intervals), 

following standard psychometric practice. This approach is recommended by 

Büyüköztürk (2008) for interpreting Likert-type instruments and is consistent with 

procedures described by Tezbaşaran (2008).  

 The decision to use a self-efficacy measure, rather than a performance-based 

assessment, is grounded in Bandura’s (1997) framework, which views self-efficacy as 

a central determinant of individuals’ motivation and behavior. In the context of 

language education, researchers such as Zimmerman (2000) and Schunk (2003) have 

emphasized that learners with strong self-efficacy are more likely to engage in 
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cognitively challenging tasks, persist through difficulties, and employ metacognitive 

strategies. Given that critical reading involves reflection, evaluation, and analytical 

judgment, self-efficacy becomes both a relevant affective factor and a predictor of 

students’ long-term engagement with such tasks. 

 Several popular international critical thinking tests were excluded from this 

research because they presented both linguistic and contextual barriers. The study 

omitted the California Critical Thinking Skills Test (Facione & Facione, 1992), the 

California Critical Thinking Disposition Inventory (CCTDI), the Watson-Glaser 

Critical Thinking Appraisal (Watson & Glaser, 1980), and the Cornell Critical 

Thinking Test (Ennis & Millman, 1985) as assessment tools. These widely used 

academic instruments have received broad validation in English language educational 

environments yet fail to meet the needs of middle school EFL learners because of 

multiple factors. The tools were created for senior learners who need strong L1 or 

sophisticated L2 abilities for complex logical and argumentative reasoning. The 

CCTDI, for example, assesses critical thinking dispositions effectively, although its 

philosophical terminology exceeds the reading and cognitive skills of typical 7th-grade 

EFL students. Another reason is, the limited access to commercial licensing 

requirements for instruments such as the CCTST and WGCTA makes them unsuitable 

for classroom-based intervention research in public schools. 

In light of these considerations, the Karadeniz (2014) scale emerged as the most 

contextually appropriate, linguistically accessible, and pedagogically aligned 

instrument for measuring Turkish 7th-grade students’ critical reading self-efficacy 

within an EFL framework. The scale was administered as both a pre-test and a post-

test to the experimental and control groups to assess changes in learners’ self-efficacy 

regarding their ability to engage in critical reading tasks. 

The reliability of the Critical Reading Self-Efficacy Scale was evaluated 

through Cronbach’s Alpha coefficient calculations for the current study participants. 

The scale demonstrated high reliability through its overall internal consistency value 

of α =.90 as shown in Table 3. The subdimensions achieved acceptable reliability 

scores which ranged from α =.60 to α =.75 indicating that the instrument maintained a 

consistent internal structure across its components. According to Özdamar (2002), 

alpha values above.80 indicate high reliability, while values between. 60 and.80 are 
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considered acceptable. Kılıç (2016) established three categories for alpha values where 

≥.90 represents excellent reliability and.70 to.89 indicates good reliability and.60 to.69 

shows acceptable reliability. The internal consistency coefficient from the pre-test 

served as a representative measure of the scale's overall reliability throughout the entire 

study because the same participants took both the pre-test and post-test. 

Table 3. Cronbach-alpha Coefficients for Reliability of the Scales 

Scale/Sub-Dimension Cronbach-alpha  

Perceived Critical Reading 

Self-Efficacy 
0,90 

-Inquiry 0,75 

-Drawing Inferences 0,64 

-Analysis 0,62 

-Evaluation 0,60 

-Identifying Similarities and 

Differences 
0,70 

 

3.4.2. Focus Group Interviews 

 Four semi-structured focus group interviews were conducted with the 

experimental group following the final reading session to complement the quantitative 

data and provide deeper insights into students’ perceptions of the intervention. Each 

focus group consisted of one of the student groups that participated collaboratively in 

the Six Thinking Hats (STH)-based reading activities.  

 The interviews were conducted for exploring students' experiences with the 

approach, their engagement and motivation, and perceived challenges or benefits of 

the STH framework. Some interview questions are given below:  

 •  What do you think about the reading activities done with the Six Thinking 

Hats technique? 

•  Which approach was more beneficial for you: working with this method or 

with the traditional comprehension questions from the coursebook? 

•  Which hat was the most useful for you, and why? 
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All the interviews were conducted in Turkish to enable students to respond 

freely and without hesitation. The interviews were audio-recorded with the students' 

consent and then transcribed to enable thematic analysis, which enabled the 

researcher to identify recurring themes and perspectives that might help in 

interpreting the quantitative outcomes. 

3.5. Data Collection Procedure 

 Both groups were administered pre-tests using the Critical Reading Self-

Efficacy Scale before intervention. During the four-month implementation period, 

both groups went through four reading sessions using their respective instructional 

methods. The same instrument was given as a post-test after the fourth and final 

session to assess changes in self-efficacy. 

 The focus group interviews were conducted with each sub-group in the 

experimental group within a week of the post-tests. Interviews lasted approximately 

5–6 minutes and were conducted in a quiet separate classroom environment during 

school time. The interviews were researcher-moderated and semi-structured to enable 

free discussion. 

3.6. Data Analysis 

3.6.1. Quantitative Analysis 

 The Statistical Package for the Social Sciences (SPSS) software version 27.0 

was used to perform all data analysis. The data were first tested to check the 

distribution of data to ascertain the statistical test type to apply (parametric or non-

parametric). The normal assumption was also checked using the Shapiro-Wilk test. In 

addition to this, skewness and kurtosis values were also examined and values in the 

range of ±1.0 were used to indicate a normal distribution as per the criteria established 

by Kline (2011). 

 For datasets that met the assumption of normality, the Independent Samples t-

test was employed to compare the means of two independent groups. In contrast, the 

Paired Samples t-test was utilized to examine differences within the same group across 

two time points.  
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The significance level was set at 0.05 in all statistical analyses, and results with 

a p<0.05 were considered statistically significant. 

3.6.2. Qualitative Analysis 

 The thematic analysis followed the Braun and Clarke (2006) six-phase 

framework. The initial phase involved multiple readings of transcripts to become 

familiar with the data while recording initial ideas. The second phase involved 

systematic code generation across the entire dataset to identify meaningful data 

features. The third phase involved grouping identified codes into potential themes 

which represented general patterns. The fourth phase involved reviewing and refining 

preliminary themes to verify both internal coherence and their relevance to the coded 

extracts and the entire dataset. The fifth phase required researchers to define and name 

each theme by selecting a concise term that captured its fundamental meaning. The 

sixth phase required the construction of a complete and logical story which included 

specific and illustrative data extracts. The qualitative findings were used to enhance 

the understanding of quantitative results by providing more information about 

participant responses to the intervention and by identifying variables that could have 

affected their development. 
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4. FINDINGS 

4.1. Findings Of The Quantitative Data 

Descriptive statistics for the pre-test and post-test scores of the 50 students who 

participated in the study, comprising the Control Group (students who engaged in 

critical reading using print materials) and the Experimental Group (students who 

engaged in critical reading through the Six Thinking Hats technique), are presented in 

Table 4. 

Table 4. Descriptive Statistics of Pre-Test and Post-Test Scores of Critical 

Reading Self-Efficacy Perception Scale/Subdimension Scores by Groups 

 

Measurements 
Pre test Post test 

 Min Max 𝑿̅ Ss Min Max 𝑿̅ Ss 

C
o
n

tr
o
l 

G
ro

u
p

 

Perceived Critical Reading 

Self-Efficacy 

103 152 128,92 14,29 111 160 132,28 12,71 

-Inquiry 30 47 38,32 5,19 33 46 38,96 3,74 

-Drawing Inferences 15 24 19,44 2,42 17 25 20,24 2,42 

-Analysis 22 33 27,20 3,08 21 35 28,56 3,65 

-Evaluation 19 29 23,52 2,80 18 30 24,12 3,14 

-Identifying Similarities and 

Differences 

14 24 20,44 2,83 17 25 20,40 2,00 

E
x
p

er
im

en
ta

l 
G

ro
u

p
 Perceived Critical Reading 

Self-Efficacy 

96 157 126,80 14,01 101 162 130,40 13,77 

-Inquiry 30 48 37,92 4,56 31 50 38,80 5,02 

-Drawing Inferences 12 25 18,60 3,20 13 24 19,16 2,98 

-Analysis 18 32 26,08 3,48 18 33 27,20 3,64 

-Evaluation 17 30 24,16 2,84 16 30 24,44 3,16 

-Identifying Similarities and 

Differences 

14 25 20,04 3,08 16 25 20,80 2,84 

T
o

ta
l 

Perceived Critical Reading 

Self-Efficacy 

96 157 127,86 14,05 101 162 131,34 13,15 

-Inquiry 30 48 38,12 4,84 31 50 38,88 4,38 

-Drawing Inferences 12 25 19,02 2,84 13 25 19,70 2,74 

-Analysis 18 33 26,64 3,30 18 35 27,88 3,67 

-Evaluation 17 30 23,84 2,81 16 30 24,28 3,12 

-Identifying Similarities and 

Differences 

14 25 20,24 2,93 16 25 20,60 2,44 

As presented in Table 4, the Pre-Test and Post-Test scores of students in both 

the Control and Experimental Groups on the Perceived Critical Reading Self-Efficacy 

Scale and its subdimensions are compared. In the Control Group, which engaged in 
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traditional critical reading activities using printed materials, the overall self-efficacy 

score increased slightly from 128.92 (SD = 14.29) in the Pre-Test to 132.28 (SD = 

12.71) in the Post-Test, which shows a modest improvement in students’ general 

perception of their critical reading self-efficacy. Subdimension scores also showed 

varying degrees of change. Notable but limited increases were observed in Inquiry (M 

= 38.32, SD = 5.19 → M = 38.96, SD = 3.74), Drawing Inferences (M = 19.44, SD = 

2.42 → M = 20.24, SD = 2.42), and Analysis (M = 27.20, SD = 3.08 → M = 28.56, 

SD = 3.65), suggesting some development in students' mentioned critical thinking-

related competencies. While the mean score for the Evaluation subdimension 

increased from 23.52 (SD = 2.80) to 24.12 (SD = 3.14), the Identifying Similarities 

and Differences subdimension remained virtually unchanged (M = 20.44, SD = 2.83 

→ M = 20.40, SD = 2.00), indicating no notable improvement in this particular skill 

area. 

In the Experimental Group, which participated in critical reading activities 

through the Six Thinking Hats technique, the overall Perceived Critical Reading Self-

Efficacy score increased from 126.80 (SD = 14.01) in the Pre-Test to 130.40 (SD = 

13.77) in the Post-Test. Increases were noted across the subdimensions: Inquiry 

improved from 37.92 (SD = 4.56) to 38.80 (SD = 5.02); Drawing Inferences rose from 

18.60 (SD = 3.20) to 19.16 (SD = 2.98); and Analysis increased from 26.08 (SD = 

3.48) to 27.20 (SD = 3.64). The Evaluation subdimension showed a slight increase 

from 24.16 (SD = 2.84) to 24.44 (SD = 3.16). Notably, the Identifying Similarities and 

Differences subdimension exhibited a relatively more substantial improvement, rising 

from 20.04 (SD = 3.08) to 20.80 (SD = 2.84). This may suggest that the Six Thinking 

Hats technique contributed meaningfully to the development of students’ ability to 

consider alternative perspectives. 

 

Table 5. Findings Regarding the Compliance of Perceived Critical Reading Self-

Efficacy Scale/Subdimension Scores with Normal Distribution 

Measurements 
Test 

Shapiro-Wilk 
Skewness Kurtosis 

Test Stats. sd p 

Perceived Critical 

Reading Self-Efficacy 

Pre-Test 0,982 50 0,640* -0,059 -0,271 

Post-Test 0,989 50 0,916* 0,067 -0,078 

-Inquiry 
Pre-Test 0,971 50 0,252* 0,088 -0,736 

Post-Test 0,969 50 0,218* 0,169 -0,610 
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-Drawing Inferences 
Pre-Test 0,972 50 0,286* -0,331 0,018 

Post-Test 0,966 50 0,166* -0,291 0,313 

-Analysis 
Pre-Test 0,979 50 0,500* -0,290 -0,053 

Post-Test 0,978 50 0,487* -0,418 0,179 

-Evaluation 
Pre-Test 0,980 50 0,558* -0,247 -0,308 

Post-Test 0,972 50 0,281* -0,468 -0,078 

-Identifying 

Similarities and 

Differences 

Pre-Test 0,950 50 0,033 -0,339 -0,404 

Post-Test 
0,952 50 0,041 0,032 -0,648 

*p>0,05 

As can be seen in Table 5, the compliance of the Pre-Test and Post-Test scores 

of the Perceived Critical Reading Self-Efficacy scale and its sub-dimensions to normal 

distribution was evaluated with the Shapiro-Wilk test. For the total scale scores, the 

Shapiro-Wilk value was 0.982 (p = 0.640) in the Pre-Test and 0.989 (p = 0.916) in the 

Post-Test. Similarly, in the Inquiry sub-dimension, Pre-Test was 0.971 (p = 0.252), 

Post-Test was 0.969 (p = 0.218); in the Drawing Inferences sub-dimension, Pre-Test 

was 0.972 (p = 0.286), Post-Test was 0.966 (p = 0.166); Pre-Test 0.979 (p = 0.500), 

Post-Test 0.978 (p = 0.487) in the Analysis subscale; and Pre-Test 0.980 (p = 0.558), 

Post-Test 0.972 (p = 0.281) in the Evaluation subscale. According to these results, 

since the p-values for all these measurements were above 0.05, the assumption of 

normal distribution was met. 

However, in the Shapiro-Wilk test for the Identifying Similarities and 

Differences sub-dimension, values of 0.950 (p = 0.033) in the Pre-Test and 0.952 (p = 

0.041) in the Post-Test were obtained, and since p<0.05 in both measurements, the 

normal distribution condition was not met. The values of skewness and kurtosis for 

this sub-dimension were skewness = -0.339 and kurtosis = -0.404 in the Pre-Test and 

skewness = 0.032 and kurtosis = -0.648 in the post-Test. According to Kline (2011), 

skewness and kurtosis values in the range of ±1 indicate that the distribution can be 

considered normal. Therefore, although the Shapiro-Wilk test for the Identifying 

Similarities and Differences sub-dimension showed p<0.05, since the skewness and 

kurtosis values remained within this range, it can be accepted that this dimension also 

shows a normal distribution. 
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Table 6. Independent Samples t-Test Results Regarding the Comparison of Pre-

Test and Post-Test Scores of the Perceived Critical Reading Self-Efficacy 

Scale/Subdimensions by Groups 

Test 
Scale/Sub-

Dimension 
Group 𝑿̅ ±Ss t df p 

Cohen 

d 
P

re
-T

es
t 

Perceived 

Critical 

Reading 

Self-

Efficacy 

Control 128,92±14,3 

0,530 48 0,599 0,150 
Experimental 126,8±14,01 

-Inquiry 
Control 38,32±5,2 

0,289 48 0,774 0,082 
Experimental 37,92±4,57 

-Drawing 

Inferences 

Control 19,44±2,42 
1,047 48 0,300 0,296 

Experimental 18,6±3,21 

-Analysis 
Control 27,2±3,09 

1,206 48 0,234 0,341 
Experimental 26,08±3,48 

-Evaluation 
Control 23,52±2,81 

-0,803 48 0,426 -0,227 
Experimental 24,16±2,84 

-

Identifying 

Similarities 

and 

Differences 

Control 20,44±2,83 

0,479 48 0,634 0,135 
Experimental 20,04±3,08 

P
o
st

-T
es

t 

Perceived 

Critical 

Reading 

Self-

Efficacy 

Control 132,28±12,72 

0,50 48 0,618 0,142 
Experimental 130,4±13,78 

-Inquiry 
Control 38,96±3,74 

0,13 48 0,899 0,036 
Experimental 38,8±5,03 

-Drawing 

Inferences 

Control 20,24±2,43 
1,41 48 0,166 0,398 

Experimental 19,16±2,99 

-Analysis 
Control 28,56±3,66 

1,32 48 0,194 0,373 
Experimental 27,2±3,65 

-Evaluation 
Control 24,12±3,15 

-0,36 48 0,721 -0,102 
Experimental 24,44±3,17 

-

Identifying 

Similarities 

and 

Differences 

Control 20,4±2 

-0,58 48 0,568 -0,163 
Experimental 20,8±2,85 

*P<0,05                         Independent sample t-testi   
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According to Table 6, when the Pre-Test measurements of the groups were 

analyzed, the mean Perceived Critical Reading Self-Efficacy score was 128.92 (SD = 

14.30) in the Control Group class and 126.80 (SD = 14.01) in the Experimental Group 

class. Although the mean of the Control Group class was higher, this difference was 

not statistically significant (t(48) = 0.530; p > 0.05). Cohen's d = 0.150, indicating that 

this difference has a low-level effect. 

Considering the sub-dimensions, the Inquiry score was 38.32 (SD = 5.20) in 

the Control Group and 37.92 (SD = 4.57) in the Experimental Group. This difference 

was not significant (t(48) = 0.289; p > 0.05) and the effect size was quite low with 

Cohen's d = 0.082. In the Drawing Inferences sub-dimension, the mean of the Control 

Group was 19.44 (SD = 2.42) and the mean of the Experimental Group was 18.60 (SD 

= 3.21); the difference was not statistically significant (t(48) = 1.047; p > 0.05) and the 

effect size was low with Cohen's d = 0.296. In the Analysis dimension, the mean of 

the Control Group was 27.20 (SD = 3.09) and the mean of the Experimental Group 

was 26.08 (SD = 3.48); the difference was not significant (t(48) = 1.206; p > 0.05), 

Cohen's d = 0.341, indicating a small effect. In the Evaluation dimension, the mean of 

the Control Group class was 23.52 (SD = 2.81) and the mean of the Experimental 

Group class was 24.16 (SD = 2.84); this difference was not significant (t(48) = -0.803; 

p > 0.05), Cohen's d = -0.227, indicating a low-level effect. In the Identifying 

Similarities and Differences sub-dimension, the mean of the Control Group was 20.44 

(SD = 2.83) and the mean of the Experimental Group was 20.04 (SD = 3.08); the 

difference was not significant (t(48) = 0.479; p > 0.05), indicating a low-level effect 

with Cohen's d = 0.135. 

When the post-test results are examined, the Perceived Critical Reading Self-

Efficacy score was 132.28 (SD = 12.72) for the Control Group and 130.40 (SD = 

13.78) for the Experimental Group. The difference between the groups was not 

statistically significant (t(48) = 0.500; p > 0.05), and the effect size was low (Cohen’s 

d = 0.142). In the Inquiry subdimension, the mean score was 38.96 (SD = 3.74) for the 

Control Group and 38.80 (SD = 5.03) for the Experimental Group. The difference was 

not statistically significant (t(48) = 0.130; p > 0.05), and the effect size was negligible 

(Cohen’s d = 0.036). In the Drawing Inferences subdimension, the Control Group had 

a mean score of 20.24 (SD = 2.43), while the Experimental Group had a mean of 19.16 
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(SD = 2.99); although the difference was not statistically significant (t(48) = 1.410; p 

> 0.05), the effect size was small to moderate (Cohen’s d = 0.398). In the Analysis 

subdimension, the mean score was 28.56 (SD = 3.66) for the Control Group and 27.20 

(SD = 3.65) for the Experimental Group; this difference was not statistically significant 

(t(48) = 1.320; p > 0.05), but the effect size indicated a small difference (Cohen’s d = 

0.373). For the Evaluation subdimension, the Control Group had a mean score of 24.12 

(SD = 3.15), while the Experimental Group’s mean was 24.44 (SD = 3.17); the 

difference was not significant (t(48) = -0.360; p > 0.05), with a very small effect size 

(Cohen’s d = -0.102). Finally, in the Identifying Similarities and Differences 

subdimension, the Control Group scored 20.40 (SD = 2.00) and the Experimental 

Group 20.80 (SD = 2.85); the difference was not statistically significant (t(48) = -

0.580; p > 0.05), though a small effect was observed (Cohen’s d = -0.163). 

No statistically significant differences were found between the Post-Test scores 

of the two groups in terms of Perceived Critical Reading Self-Efficacy and its 

subdimensions (p > 0.05). This finding suggests that both the critical reading practices 

implemented through printed materials (Control Group) and those conducted using the 

Six Thinking Hats technique (Experimental Group) had a similarly effective impact 

on students’ Perceived Critical Reading Self-Efficacy. 

Table 7. Paired Samples t-Test Results Regarding the Comparison of Pre-Test 

and Post-Test Scores of the Perceived Critical Reading Self-Efficacy 

Scale/Subdimensions by Groups 

Group 
Scale/ Sub-

dimension 
Test 𝑿̅ ±Ss t df p 

Cohen 

d 

C
o
n

tr
o
l 

G
ro

u
p

 

Perceived 

Critical 

Reading Self-

Efficacy 

Pre-

Test 
128,92±14,29 

-1,376 24 0,182 -0,275 
Post-

Test 
132,28±12,71 

-Inquiry 

Pre-

Test 
38,32±5,19 

-0,749 24 0,461 -0,150 
Post-

Test 
38,96±3,74 

-Drawing 

Inferences 

Pre-

Test 
19,44±2,42 

-1,600 24 0,123 -0,320 
Post-

Test 
20,24±2,42 

-Analysis 
Pre-

Test 
27,2±3,08 -1,971 24 0,060 -0,394 
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Post-

Test 
28,56±3,65 

-Evaluation 

Pre-

Test 
23,52±2,8 

-1,072 24 0,294 -0,211 
Post-

Test 
24,12±3,14 

-Identifying 

Similarities 

and 

Differences 

Pre-

Test 
20,44±2,83 

0,078 24 0,938 0,016 
Post-

Test 
20,4±2,00 

E
x
p

er
im

en
ta

l 
G

ro
u

p
 

Perceived 

Critical 

Reading Self-

Efficacy 

Pre-

Test 
126,8±14,01 

-1,996 24 0,057 -0,399 
Post-

Test 
130,4±13,77 

-Inquiry 

Pre-

Test 
37,92±4,56 

-1,132 24 0,269 -0,226 
Post-

Test 
38,8±5,02 

-Drawing 

Inferences 

Pre-

Test 
18,6±3,2 

-0,946 24 0,353 -0,189 
Post-

Test 
19,16±2,98 

-Analysis 

Pre-

Test 
26,08±3,48 

-1,719 24 0,098 -0,344 
Post-

Test 
27,2±3,64 

-Evaluation 

Pre-

Test 
24,16±2,84 

-0,468 24 0,644 -0,094 
Post-

Test 
24,44±3,16 

-Identifying 

Similarities 

and 

Differences 

Pre-

Test 
20,04±3,08 

-1,593 24 0,124 -0,319 
Post-

Test 
20,8±2,84 

*P<0,05                         Paired Samples-T 

According to Table 7, in the Control Group, where the reading activities were 

carried out through traditional critical reading practices using printed materials, the 

mean Pre-Test score for Perceived Critical Reading Self-Efficacy was 128.92 (SD = 

14.29), while the Post-Test mean was 132.28 (SD = 12.71). The result of the Paired 

Samples t-test indicated that this difference was not statistically significant (t = -1.376, 

p = .182). This finding suggests that although the intervention led to a slight increase 

in students' overall self-efficacy perception, the improvement was not statistically 

meaningful (Cohen’s d = -0.275). 
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In the Inquiry subdimension, the mean Pre-Test score of the Control Group was 

38.32 (SD = 5.19), while the Post-Test mean was 38.96 (SD = 3.74). According to the 

results of the Paired Samples t-test, this difference was not statistically significant (t = 

-0.749, p = .461). This indicates that students did not demonstrate a significant 

improvement in their Inquiry skills (Cohen’s d = -0.150). 

In the Drawing Inferences subdimension, the mean Pre-Test score was 19.44 

(SD = 2.42), while the Post-Test mean was 20.24 (SD = 2.42). According to the results 

of the Paired Samples t-test, this difference was also not statistically significant (t = -

1.600, p = .123). This indicates that the increase in students’ inference-making skills 

was not statistically meaningful (Cohen’s d = -0.320). 

In the Analysis subdimension, the mean Pre-Test score was 27.20 (SD = 3.08), 

while the Post-Test mean was 28.56 (SD = 3.65). According to the results of the Paired 

Samples t-test, this difference was not statistically significant (t = -1.971, p = .060). 

However, with a Cohen’s d value of -0.394, it can be considered to have a moderate 

effect size. This suggests that there was a limited improvement in students’ ability to 

perform analysis, although the difference was not statistically significant. 

In the Evaluation subdimension, the mean Pre-Test score was 23.52 (SD = 

2.80), while the Post-Test mean was 24.12 (SD = 3.14). According to the results of the 

Paired Samples t-test, this difference was also not statistically significant (t = -1.072, 

p = .294). This result indicates that students did not experience a significant 

improvement in their Evaluation skills (Cohen’s d = -0.211). 

In the Identifying Similarities and Differences subdimension, the mean Pre-

Test score was 20.44 (SD = 2.83), while the Post-Test mean was 20.40 (SD = 2.00). 

According to the results of the Paired Samples t-test, this difference was not 

statistically significant (t = 0.078, p = .938). This indicates that there was no 

meaningful change in students’ ability to identify similarities and differences (Cohen’s 

d = 0.016). 

In the Experimental Group, the reading activities were carried out as critical 

reading through the Six Thinking Hats technique. The mean Pre-Test score for 

Perceived Critical Reading Self-Efficacy was 126.80 (SD = 14.01), while the Post-

Test mean was 130.40 (SD = 13.77). According to the results of the Paired Samples t-

test, this difference was not statistically significant (t = -1.996, p = .057). This result 
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suggests that the intervention led to a limited increase in students’ overall self-efficacy 

perception; however, this increase was not statistically meaningful (Cohen’s d = -

0.399). 

In the Inquiry subdimension, the mean Pre-Test score of the Experimental 

Group was 37.92 (SD = 4.56), while the Post-Test mean was 38.80 (SD = 5.02). 

According to the results of the Paired Samples t-test, this difference was not 

statistically significant (t = -1.132, p = .269). This indicates that students did not 

experience a significant improvement in their Inquiry skills (Cohen’s d = -0.226). 

In the Drawing Inferences subdimension, the mean Pre-Test score of the 

Experimental Group was 18.60 (SD = 3.20), while the Post-Test mean was 19.16 (SD 

= 2.98). According to the results of the Paired Samples t-test, this difference was not 

statistically significant (t = -0.946, p = .353). This indicates that the improvement in 

students’ inference-making skills was not statistically meaningful (Cohen’s d = -

0.189). 

In the Analysis subdimension, the mean Pre-Test score of the Experimental 

Group was 26.08 (SD = 3.48), while the Post-Test mean was 27.20 (SD = 3.64). 

According to the results of the Paired Samples t-test, this difference was not 

statistically significant (t = -1.719, p = .098). Although the Cohen’s d value of -0.344 

indicates a moderate effect size, the difference was not statistically meaningful. 

In the Evaluation subdimension, the mean Pre-Test score of the Experimental 

Group was 24.16 (SD = 2.84), while the Post-Test mean was 24.44 (SD = 3.16). 

According to the results of the Paired Samples t-test, this difference was not 

statistically significant (t = -0.468, p = .644). This result indicates that there was no 

significant change in students’ Evaluation skills (Cohen’s d = -0.094). 

In the Identifying Similarities and Differences subdimension, the mean Pre-

Test score of the Experimental Group was 20.04 (SD = 3.08), while the Post-Test mean 

was 20.80 (SD = 2.84). According to the results of the Paired Samples t-test, this 

difference was not statistically significant (t = -1.593, p = .124). This indicates that 

there was no significant change in students’ ability to identify similarities and 

differences (Cohen’s d = -0.319). 
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4.2. Findings of the Qualitative Data 

 Focus group interviews were thematically analyzed using Braun and Clarke’s 

(2006) six-phase approach. The aim was to explore students’ perceptions of critical 

reading after participating in structured reading sessions based on the Six Thinking 

Hats (STH) technique. Following transcription and familiarization with the data, 

manual coding was carried out to identify recurring patterns, which were subsequently 

organized into broader thematic categories. 

To better reflect the dual nature of the students' responses, the 57 coded units 

were grouped into two overarching categories: Affordances and Challenges. As shown 

in Table 8, the most frequently referenced challenge was Creative Thinking Challenges 

(22 references, 38.6%), indicating the cognitive demands students experienced while 

generating original ideas under the constraints of specific hats. Among the affordances, 

Novelty and Variety emerged strongly (16 references, 28.1%), suggesting that the 

technique’s structured yet creative format positively influenced engagement. Students 

also highlighted the value of Group Work as Support (6 references, 10.5%), reflecting 

the social and cognitive benefits of collaboration. On the other hand, two notable 

challenges were Concerns About Frequency (12 references, 21.0%), where students 

recommended more spaced-out implementation, and English Expression Challenges 

(1 reference, 1.8%), pointing to occasional language-related difficulties.The 

distribution of the codes provides insight into the participants’ experiences with the 

STH technique and highlights both the pedagogical potential and practical limitations 

of its use in EFL classrooms. In the discussion below, each of the themes will be 

discussed in more detail with quotes to accompany the student responses. 

This categorization provides a clear representation of students' perceived 

benefits and difficulties, offering a nuanced understanding of the pedagogical and 

practical implications of using the STH technique in EFL settings. 
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Table 8. Thematic Coding Results from the Focus Group Interview 

 Category Code Label Code Frequency Percentage 

A
ff

o
rd

a
n

ce
s Engagement & 

Enjoyment 

Novelty and 

Variety 
NV 16 %28.1 

Peer Collaboration 

Group 

Work as 

Support 

GW 6 %10.5 

C
h

a
ll

en
g
es

 

Cognitive Load & 

Language Barriers 

English 

Expression 

Challenges 

EL 1 %1.8 

Sustainability & 

Practicality 

Concerns 

About 

Frequency 

FR 12 %21.0 

Cognitive Load & 

Language Barriers 

Creative 

Thinking 

Challenges 

CT 22 %38.6 

4.2.1. Theme 1: Learner Engagement Through Novelty and Variety 

The data revealed that the Six Thinking Hats (STH) technique significantly 

influenced students’ engagement by offering a fresh, structured alternative to 

conventional reading activities. Students frequently contrasted the STH-based lessons 

with textbook-based routines, describing the former as “colorful,” “different,” and 

“more fun.” The sense of novelty and variety emerged as a motivational factor, 

especially for students who had grown accustomed to passive comprehension tasks. 

Participant 4 noted: “It was fun because it was different from usual lessons. I 

liked thinking in new ways.” Similarly, Participant 5 commented: “We are used to just 

answering questions from the book, but this was more colorful and interesting.”  

These reflections illustrate the aesthetic and cognitive appeal of the STH 

structure. Participant 12 remarked: “Each hat had a different way of thinking, so it 

didn’t feel boring. We had to change our thinking style each time.” This comment 

underlines how the structured switching of cognitive modes kept learners attentive and 

mentally active. 

In addition, the playful association with hat colors and roles appeared to sustain 

attention. Participant 20 described the sessions as “exciting because we don’t just 
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read; we act like thinkers, each with a color.” Participant 16 similarly shared: “I liked 

it because every time we worked on a different hat, we had new discussions.” 

However, the data also also show that pleasure was controlled by novelty. 

Some students confessed that when the same structure was repeated multiple times, its 

effectiveness started to seem diminished. For instance, Participant 7 admitted: “At 

first, I liked it, but later it became tiring because we did it a lot.” This aligns with the 

broader trend observed in the data: STH increases engagement through change and 

color, but overuse may lead to fatigue, a dynamic that connects directly to the fifth 

theme (Sustainability & Practicality). 

In sum, the technique’s novel format, varied perspectives, and playful framing 

fostered higher engagement in many students, making learning feel less solid and more 

participatory. 

Notably, this theme aligns with the second highest frequency in the coding 

results (16 references, 28.1%), suggesting that novelty served as a major affective 

factor. However, it is worth noting that while most students appreciated the difference, 

some suggested that the activity could become tiring if used too frequently. This aspect 

will be further discussed under the theme of Sustainability & Practicality. 

4.2.2. Theme 2: Cognitive Load and Language Barriers in Task Execution 

 Among all themes, the one most frequently referenced by students (22 

instances, 38.6%) was the cognitive and linguistic difficulty they faced while 

participating in the STH-based reading activities. While the tasks aimed to foster 

critical thinking, many students expressed that generating ideas and forming complete 

English sentences under specific hat roles presented a substantial cognitive load. 

Participant 8 described this challenge directly: “It was hard to think of a 

sentence depending on the hat. Sometimes we just didn’t know what to say.” 

Similarly, Participant 5 admitted: “We had to think and then write in English, 

but sometimes our ideas were not clear even in Turkish.” This highlights a dual 

burden: first, formulating original thoughts, then translating those into a foreign 

language. 
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Linguistic barriers were particularly evident in responses from students who 

struggled with vocabulary or grammar. Participant 3 said: “I was afraid of making 

mistakes in the sentence, like if it was wrong grammar,” while Participant 13 added: 

“Finding the words was hard. We wanted to say something but didn’t know the English 

word.” This aligns with what Participant 11 explained: “I think in Turkish first, then 

try to write in English, but it takes time and sometimes I just give up.” 

Moreover, the structure of the Six Thinking Hats itself occasionally made the 

cognitive process feel restrictive. As Participant 6 reflected: “The hat made us focus 

only on one side. So it was harder to find ideas, like only bad sides or only new ideas.” 

This shows that while the hats organize thinking, they can also narrow the scope in a 

way that increases difficulty for less fluent or less confident learners. 

Yet despite these challenges, a few students reported gradual adaptation. 

Participant 18 shared: “In the first session, writing in English was very hard. But by 

the last time, I didn’t need to think in Turkish first.” This suggests that repeated 

exposure to the task may have had a positive impact on cognitive fluency, though not 

uniformly across all participants. 

Overall, this theme underscores the mental and linguistic effort required from 

students when engaging in structured critical thinking activities in English. The STH 

technique prompted deeper processing but also surfaced limitations in language 

proficiency and idea generation, which are especially important in foreign language 

reading instruction. 

4.2.3. Theme 3: Collaborative Learning as a Facilitator of Comprehension 

 The role of collaboration emerged as a meaningful aspect of students' 

experiences with the Six Thinking Hats technique. Although the technique focuses on 

individual thinking roles, students consistently highlighted the benefits of working in 

groups while engaging with the tasks. Many found that collaboration made the process 

more manageable, less stressful, and more productive, especially when facing 

language barriers or challenging texts. 

Participant 9 stated: “Doing it alone would be hard. In the group, we helped 

each other and corrected each other’s mistakes.” This peer support dynamic was 



54 

 

echoed by Participant 12, who commented: “Sometimes I didn’t know what to write, 

but when I heard my friends’ ideas, I got inspired.” These examples suggest that 

collaboration served both as an emotional buffer and a source of cognitive scaffolding. 

In several instances, students described group discussions as a form of mutual 

learning. Participant 4 shared: “We all had different ideas for each hat. That made it 

easier to understand the text because we talked about it together.” Similarly, 

Participant 14 remarked: “We were not just saying our own ideas. We listened, we 

changed our minds, we added new things.” These responses demonstrate how 

interaction promoted negotiation of meaning and deeper engagement with the material, 

both key goals in EFL and critical reading pedagogy. 

Beyond comprehension, group work also appeared to enhance students' sense 

of belonging and reduce anxiety. Participant 15 reflected: “I usually feel nervous 

speaking in English, but with my group I felt safe.” Others, like Participant 10, noted: 

“It was more fun with friends. If I didn’t know a word, someone helped me.” This 

highlights the emotional and social benefits of group-based tasks, which may have 

indirectly contributed to more successful language use and critical thinking outcomes. 

However, a few students acknowledged the risk of overreliance. Participant 17 

said: “Sometimes people just wait for others to talk. Not everyone shares equally.” 

While this was not a dominant concern, it points to the importance of structured roles 

or expectations within group work to ensure full participation. 

In sum, collaborative learning served as a powerful facilitator in the application 

of the Six Thinking Hats technique. It provided students with cognitive support, 

encouraged dialogue and reflection, and reduced linguistic anxiety, all of which likely 

enhanced the overall effectiveness of the intervention. 

4.2.4. Theme 4: Perceived Pedagogical Gains: Comprehension, Language Use, 

and Thinking Skills 

 A significant number of students expressed that the Six Thinking Hats 

technique not only made lessons more engaging but also contributed meaningfully to 

their learning outcomes. Although this theme did not register strongly in the 

quantitative coding due to the variability in phrasing, qualitative responses revealed 
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recurring perceptions of improvement in reading comprehension, critical thinking, and 

English language use. 

Several students reported that the method helped them better understand texts 

by prompting them to re-read and analyze from multiple perspectives. Participant 6 

explained: “When we used the hats, I looked at the text more carefully. I tried to find 

new meanings for each hat.” Similarly, Participant 13 remarked: “Reading it once was 

not enough. I had to read again to find what the green hat or black hat would say.” 

These comments highlight how the technique fostered rereading and deeper textual 

engagement, a cornerstone of critical reading. 

From a language development perspective, students felt the tasks supported 

their English expression. Participant 9 shared: “At first, I translated in my mind, but 

later I started thinking in English directly.” Participant 11 added: “We used the same 

vocabulary many times, so I started to remember it without looking.” These responses 

suggest incidental vocabulary acquisition and growing confidence in sentence 

construction through repetition and task-based exposure. 

The technique’s emphasis on structured cognitive roles also appeared to 

sharpen students’ thinking processes. Participant 5 noted: “The hats made me think 

more clearly. For example, yellow hat made me find good sides that I didn’t see 

before.” Participant 15 expressed a similar reflection: “The green hat helped me 

imagine different endings or new solutions. I never did that in normal lessons.” These 

examples demonstrate the activation of higher-order thinking skills such as inference, 

evaluation, and creativity, which are directly aligned with the goals of critical reading. 

Significantly, some students internalized these modes of thinking beyond the 

classroom context. Participant 17 shared: “Now when I read something, I sometimes 

think ‘what would the black hat say?’ even if we’re not using the hats.” This indicates 

that the method may have had a transfer effect on their independent reading habits and 

metacognitive awareness. 

In summary, while not always explicitly verbalized in keywords, many 

students recognized and valued the pedagogical benefits of the Six Thinking Hats 

technique. It enhanced their comprehension through re-engagement with texts, 
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supported language development through meaningful use, and encouraged diverse 

modes of thinking, aligning closely with both foreign language and critical reading 

objectives. 

4.2.5. Theme 5: Sustainability Concerns and the Need for Balanced 

Implementation 

 While the majority of students responded positively to the Six Thinking Hats 

(STH) activities, a recurring concern was the frequency of its use. Several participants 

suggested that although the technique was enjoyable and beneficial, excessive 

repetition led to cognitive fatigue and reduced motivation. This theme, which appeared 

in 12 coded instances (21.0%), underscores the importance of balanced and intentional 

use of the technique in the classroom. 

Participant 7 from Group 2 expressed this directly: “I liked it at the beginning, 

but then it started to feel boring because we did it a lot.” Similarly, Participant 5 from 

Group 3 commented: “It’s good, but not every time. Maybe once in two months or 

once in a while.” These reflections suggest that the novelty and engagement provided 

by the STH structure may diminish if it becomes overused, thus shifting from an 

engaging innovation to a burdensome routine. 

Other students echoed the need for variety and pacing. Participant 1 noted: 

“After doing all the hats, I got tired. It was too much thinking sometimes.” Another 

participant remarked: “We can do this once or twice a year, not more.” This indicates 

that students appreciated the technique in moderation but desired alternation with other 

learning approaches. 

Importantly, students did not reject the method entirely, rather they emphasized 

the importance of spacing and novelty. Participant 3 from Group 4 summarized this 

sentiment well: “I would like to do it sometimes, not always. It was fun but should not 

be every week.” 

These perspectives highlight an essential pedagogical consideration: even 

effective strategies can lose impact if overapplied. Students’ suggestions reflect a 

metacognitive awareness of their own engagement levels and provide practical 

guidance for teachers aiming to sustain motivation over time. 
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In sum, the findings suggest that the Six Thinking Hats technique is best 

implemented intermittently rather than routinely. A balanced integration, perhaps once 

per unit or during project work, may preserve its effectiveness and ensure that students 

continue to perceive it as a meaningful and enjoyable approach to reading and thinking 

critically in English. 
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5. DISCUSSION 

This chapter explains the research findings through the lens of research 

questions, theoretical framework, and relevant literature. The chapter combines 

quantitative and qualitative data to explain how the Six Thinking Hats (STH) technique 

affected students' critical reading self-efficacy in an EFL setting. The discussion 

follows the three main research questions before analyzing scale subdimensions and 

uniting qualitative themes. 

5.1. Discussion of Research Questions 

Research Question 1 

How does the use of the Six Thinking Hats technique influence students’ approach to 

multidimensional thinking and deep textual engagement in EFL reading?  

To answer this research question, the study evaluated students' critical reading 

self-efficacy development through their overall score changes with special attention to 

experimental group results compared to control group results. The total self-efficacy 

score of the experimental group increased from a pre-test mean of 126.80 to a post-

test mean of 130.40, while the control group also showed an increase from 128.92 to 

132.28.. The self-efficacy scores of both groups showed minimal growth but the 

changes were not statistically significant. 

 This finding indicates that the use of the Six Thinking Hats (STH) technique 

did not result in substantially higher perceived development of critical reading skills 

compared to traditional instruction. However, the positive direction of change in both 

groups indicates that brief exposure to organized critical reading activities, whether 

through the STH technique or traditional higher-order questions, leads to small 

increases in self-efficacy. The results indicate that teaching multidimensional thinking 

through STH requires either more extensive or prolonged implementation to produce 

noticeable effects. 

 The qualitative data supports the educational benefits of the STH method 

although statistical analysis did not show significant results. Students in the 

experimental group frequently described how the structured roles of the hats 

encouraged them to “think in new ways” and “look at the text from different sides.” 
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The students' reflections support the theoretical basis of the method (de Bono, 1985) 

and Vygotsky's (1978) theory of scaffolded development which suggests that the STH 

approach activates multidimensional cognitive processes although these are not 

immediately visible in self-efficacy scores. 

Research Question 2 

How does using higher-order thinking questions in reading materials from 

coursebooks impact students' critical reading skills compared to using traditional 

comprehension-level questions? 

 The research question investigates whether reading tasks with higher-order 

thinking elements through STH or traditional printed questions help students develop 

critical reading abilities. The parallel increase in total self-efficacy scores between 

groups (experimental: +3.6 points; control: +3.36 points) indicates that both groups 

benefited equally from the exposure to questions that went beyond basic 

comprehension. 

 Students in both instructional approaches received evaluative and reflective 

and inferential questions instead of basic comprehension questions. The fact that both 

groups showed improvement indicates that the evaluative and reflective and inferential 

questions were effective regardless of the teaching method. According to Paul and 

Elder (2008) critical reading demands students to practice questioning assumptions 

and evidence analysis and reasoning beyond explicit statements which both groups 

received to some extent. 

 The study reveals an important implication that method alone is insufficient 

unless it is accompanied by frequency, continuity and explicit scaffolding. Structured 

questioning strategies, when consistently applied, have been shown to support critical 

engagement (Wallace, 2003; Spears, 1999), yet this study's four-session 

implementation period may not have allowed either group to fully internalize or 

demonstrate such gains. 

This suggests that content and instructional design play a role, but the 

frequency and consistency of critical questioning practice might be as important or 

more important for developing critical reading skills in young EFL learners. 
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Research Question 3 

Do students engaging with critical reading through the Six Thinking Hats technique 

demonstrate a greater improvement in critical reading skills compared to students 

guided only by traditional print-based critical reading questions, despite working with 

identical texts? 

 The third research question directly compares the effectiveness of the 

instructional method, controlling for content. The experimental group used the STH 

technique collaboratively to study identical texts while the control group answered 

teacher-prepared printed higher-order questions targeting critical reading subskills. 

 The overall outcome, a slightly lower gain in total self-efficacy in the 

experimental group (+3.60 points) than the control group (+3.36 points), indicates that, 

in this case, the STH technique did not lead to a statistically or practically superior 

outcome in terms of self-perceived critical reading growth. 

 However, this result should not be interpreted as evidence of ineffectiveness. 

First, students in the experimental group frequently reported increased engagement 

and motivation during the sessions. Several students described the activities as "more 

fun," "interactive," and "easier to understand because of the hats." These affective 

gains, while not measurable via the self-efficacy scale, may serve as preconditions for 

future improvement in performance-based tasks or long-term gains in self-efficacy.  

Secondly, the modest improvement in both groups suggests that instructional 

design using critical reading tasks, whether print-based or framed through STH, holds 

promise. But, the results also highlight the necessity for more frequent application, 

greater instructional continuity, and teacher familiarity with the method for it to reach 

its full potential. As Ellis (2003) notes, techniques that increase cognitive engagement 

are effective only when implemented with sustained intensity and contextual 

alignment. 

In this sense, the STH technique may be seen not as an alternative to traditional 

methods, but as a complementary framework that, when deeply integrated into 

classroom culture and routines, can support the development of critical reading and 

metacognitive awareness (Flavell, 1979; Akyüz, 2017). 
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5.2. Subdimension-Based Analysis of Critical Reading Self-Efficacy 

a. Analysis 

 Students who participate in the Analysis subdimension show their capacity to 

analyze textual elements while recognizing how different ideas connect and studying 

both structural components and logical patterns. Students in both experimental and 

control groups showed moderate improvement in this subskill because experimental 

students moved from 26.08 to 27.20 while control students advanced from 27.20 to 

28.56. The control group achieved higher scores at both baseline and post-test periods 

which indicates that STH and traditional questioning methods successfully motivated 

students to perform analytical reading tasks.  

The lack of significant differences between groups might result from both 

instructional approaches activating analytical thinking in students. Wilson (2016) 

supports this finding by showing that students can develop critical text analysis skills 

through intentional active analysis practices in any format. The STH method added 

structured engagement to the learning process because students analyzed the text 

through multiple cognitive lenses such as Black Hat for critique and Yellow Hat for 

strengths which supported deeper content analysis. 

Some students in the experimental group noted in focus group interviews that 

using the hats “helped us break the text into pieces” or “made it easier to understand 

what’s important.” Although the improvement in Analysis was not significantly higher 

than that of the control group, these qualitative insights suggest that the STH method 

may have been particularly effective for students who need explicit scaffolding to 

approach texts analytically. 

b. Identifying Similarities and Differences 

 The experimental group demonstrated the largest relative improvement in this 

subdimension because their scores rose from 20.04 to 20.80 while the control group 

maintained a constant score of 20.44 to 20.40. The STH technique demonstrated a 

minimal yet significant effect on students' ability to identify textual patterns through 

comparison and contrast. 
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The Black Hat and Yellow Hat hats specifically help students develop this skill 

by teaching them to identify weaknesses and benefits in texts. The use of these hats 

during group work enables students to develop perspective-switching abilities and 

relational thinking which are essential for identifying similarities and differences. 

The original theory of de Bono (1985) supports this interpretation because the 

STH method enables learners to structure their thinking across multiple modes which 

leads to natural comparisons. The structured prompts according to Vygotsky's (1978) 

ZPD theory enabled learners to surpass their individual abilities when comparing 

textual features. 

c. Inquiry 

 The Inquiry subdimension evaluates students' capacity to question assumptions 

while seeking deeper understanding and exploring ambiguous text elements. The 

experimental group showed a minor improvement from 37.92 to 38.80 while the 

control group demonstrated a similar increase from 38.32 to 38.96. The similar 

improvement rates indicate both teaching methods provided equal attention to inquiry 

development.  

The short duration of the intervention period likely made it challenging to 

develop independent questioning abilities among students. The STH technique 

supports inquiry through its Blue (process control) and Red (emotional insight) hats 

yet its complete potential might not have been achieved because of limited exposure. 

 Interestingly, during focus group interviews, some students in the experimental 

group admitted they “found it hard to ask deep questions” but also said “the hats helped 

me know what to ask.” This may indicate that the technique encouraged a mindset of 

inquiry, even if it did not significantly shift self-perceived skill levels during the 

timeframe of this study. 

d. Evaluation 

 Evaluation refers to students’ ability to assess the quality, validity, and 

relevance of textual information. The experimental group showed a small 

improvement from 24.16 to 24.44 while the control group demonstrated a rise from 

23.52 to 24.12. The minimal progress made by students in both groups indicates their 
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struggle with evaluative judgment which Facione (1990) identifies as the most 

demanding critical reading skill. 

 Given that both groups worked with evaluative prompts, through either 

structured hats or written questions, this result might reflect a developmental limitation 

rather than an instructional one. According to Spears (1999) evaluation demands 

students to use standards of logic and credibility and purpose for content critique which 

typically needs extensive modeling and continuous practice. 

 The hats most directly linked to evaluation (especially Black Hat) may not have 

been sufficiently emphasized, or students may not yet have internalized their function. 

This suggests that more explicit training on evaluative reasoning, combined with 

metacognitive reflection, could help in future implementations. 

e. Drawing Inferences 

 The Drawing Inferences subdimension assesses students' capacity to extract 

deeper meaning from context beyond basic literal understanding. The experimental 

group increased its score from 18.60 to 19.16 while the control group increased its 

score from 19.44 to 20.24. The slightly greater gain in the control group may again 

reflect the benefits of direct questioning and teacher-led inference prompts. 

 In contrast, the STH method provides extensive cognitive flexibility yet lacks 

sufficient direct instruction about drawing logical conclusions. The hats Green and 

Red promote exploration but they need specific guidance to help students develop 

inferential skills. 

Students in the experimental group reported that group work made it easier to 

guess what happened next and think about hidden meanings which suggests potential 

benefits of collaborative inference development. Yet, without dedicated emphasis, 

inference skills may not fully develop in the STH framework unless tasks are directly 

aligned with this objective. 
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Integration of Qualitative Themes 

 The Six Thinking Hats technique received additional analysis through focus 

group interviews with experimental group members to enhance the quantitative results 

and better understand student experiences. The thematic analysis of these interviews 

using Braun and Clarke's (2006) six-phase framework identified four main themes 

which included engagement, collaboration, language challenges and perceived utility 

of the technique. 

Engagement and Motivation 

A recurring theme was that the STH-based activities were perceived as more 

enjoyable and engaging than traditional reading tasks. Students described the sessions 

as “fun,” “different from usual lessons,” and even “like a game.” This enhanced 

engagement, while not directly measurable in the self-efficacy scale, is a significant 

motivational factor that can lay the groundwork for long-term development in critical 

reading. Ellis (2003) notes that cognitive engagement is a precursor to deep learning 

in task-based language instruction, and the student reflections in this study echo this 

principle. 

Collaboration and Perspective-Taking 

The STH activities revealed that students highly valued working together as a 

group. Students mentioned that listening to their peers' interpretations through 

different perspectives allowed them to understand multiple aspects of the story which 

they had not considered before. The collaborative approach of the STH framework 

supports the development of perspective-taking and cognitive flexibility which are 

vital skills for multidimensional critical reading. Akyüz (2017) demonstrates that EFL 

classroom group activities with structure enable students to develop both language 

production skills and higher-order thinking abilities through collaborative reasoning. 

Language-Related Challenges 

 Despite the positive feedback, some students admitted struggling with 

expressing their ideas in English, particularly when using hats like Green (creative 

ideas) and Blue (summary and reflection). This suggests that while the ramework 
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promotes deep thinking yet its cognitive requirements surpass what some students can 

handle with their current English language abilities. Kruse (2010) supports this finding 

by stating that L2 students need time to internalize structured thinking routines while 

also requiring language assistance for maximum effectiveness. 

Perceived Utility of the Hats 

 Students at various levels showed initial understanding of the hats' functions. 

The comments “Black Hat helped me criticize,” “Red Hat helped me share feelings,” 

and “Blue Hat helped us sum it all up” show that students were starting to link 

cognitive functions with each role. The method showed evidence of structured mental 

engagement despite students having only limited experience with it. The observations 

demonstrate de Bono's (1985) fundamental goal of separating thinking modes while 

developing mental discipline and indicate students learned the method's underlying 

principles. 

 In summary, the quantitative data showed limited and statistically insignificant 

growth in students' self-assessment of their critical reading abilities, but the qualitative 

results presented a more positive outlook. Students’ reflections demonstrated 

increased motivation, collaborative reasoning, awareness of thinking strategies, and a 

willingness to explore texts more deeply, all suggesting that the Six Thinking Hats 

technique holds pedagogical promise in EFL critical reading instruction. 

 The findings collectively suggest that the short duration and limited frequency 

of the intervention restricted its measurable effects. However, the technique 

demonstrates strong potential for developing critical reading because it provides 

structured cognitive roles and supports perspective-shifting while maintaining high 

engagement value. When implemented consistently and paired with language support 

and teacher guidance, STH has the potential to both enhance learners’ confidence and 

deepen their analytical engagement with texts. 
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6. CONCLUSION 

This study explored the potential of the Six Thinking Hats (STH) technique as 

a structured cognitive strategy for enhancing the critical reading self-efficacy of EFL 

learners in a secondary school context. Employing a quasi-experimental mixed-

methods design, it compared the effects of STH-based instruction with traditional 

print-based critical reading activities using identical texts. Quantitative results 

revealed modest, statistically nonsignificant improvements in both the experimental 

and control groups. However, the directionality of gains, particularly in the 

subdimension of Identifying Similarities and Differences, and student feedback from 

focus group interviews indicate that the STH technique promoted multidimensional 

thinking, engagement, and perspective-taking in critical reading tasks. 

 The research outcomes support earlier findings which demonstrate that 

systematic thinking methods enhance learning environments for language acquisition. 

For instance, Karakaş (2021) found that EFL students taught through the Six Thinking 

Hats framework demonstrated notable improvements in both critical thinking and 

academic performance, while Al-Salameen and Abdelrahman (2023) highlighted the 

technique’s effectiveness in fostering textual analysis and authorial awareness in EFL 

contexts. These results also partially reflects Aydın’s (2020) work in a Turkish L1 

setting, which reported statistically significant gains in critical reading ability 

following an STH-based intervention, suggesting that context, language proficiency, 

and intervention intensity may influence outcomes. 

 The STH method received positive feedback from students about its ability to 

enhance their cognitive engagement and affective response even though the study 

failed to produce statistical significance. Students stated that the hats provided them 

with different mental perspectives which helped them develop better questions and 

work together better. These insights reinforce the conclusion that while measurable 

self-efficacy gains may require longer or more frequent exposure, the Six Thinking 

Hats technique remains a promising pedagogical tool for fostering critical reading 

dispositions and skills in EFL classrooms. 

 The evaluation of the STH method’s effectiveness requires researchers to 

implement longer intervention durations with diverse participant groups while 

incorporating performance-based assessment data in future investigations. However, 
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due to the structured nature of the national curriculum and lesson planning obligations 

within the Turkish Ministry of National Education (MoNE) framework, it was not 

feasible to allocate extended instructional time for experimental techniques over a 

longer period. As a public school teacher working within these constraints, the 

intervention was designed to fit realistically within the curriculum pacing and school 

calendar. Nevertheless, the current study contributes valuable insight into how 

structured cognitive tools can enrich the practice of critical reading, especially in 

linguistically and cognitively demanding foreign language learning environments. 

6.1. Limitations and Further Suggestions 

 The study provides important insights about Six Thinking Hats application for 

EFL learner critical reading development but readers should understand the research 

limitations to interpret the findings properly. 

The intervention duration was restricted to four sessions which spanned four 

months. The brief duration of the intervention might not have been enough to create 

measurable changes in students' critical reading self-efficacy since critical thinking 

and metacognitive development needs extended practice throughout time. 

The study employed a small participant group of 50 students from a single-

gender public girls' religious secondary school in Istanbul. The focused nature of this 

study limits the ability to generalize its findings to different student populations that 

include coeducational schools and rural institutions with unique cultural elements and 

teaching settings. 

The self-efficacy scale used in the quantitative phase assesses perceived 

competence but not actual performance despite its reliability and suitability for the age 

group. The inclusion of performance-based assessments including critical reading 

rubrics or analytical writing tasks in future studies would enhance the measurement of 

both learners' demonstrated skills and their perceptions. 

The study only conducted qualitative interviews with participants from the 

experimental group which omitted important comparative insights from the control 

group. Including perspectives from both groups could help further elucidate why 

students respond differently to various instructional approaches. 
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Appendix 2. Parent Consent Form for Student Participation in Research 
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Appendix 3. Participant Consent and Audio/Visual Recording Approval Form 
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Appendix 4. Demographic Information Questionnaire 

Question Answer Options 

How many siblings do you have? [Open-ended] 

How often do you read outside of 

school? 

○ Never 

○ Rarely 

○ Occasionally 

○ Often 

○ Always 

Approximately how many books do you 

read in a month? 

○ None 

○ 1–2 books 

○ 3–5 books 

○ More than 5 books 

Do you enjoy reading books in Turkish? ○ Yes 

○ No 

○ Sometimes 

Do you enjoy reading books in English? ○ Yes 

○ No 

○ Sometimes 

How often do you read English texts 

outside of lessons? 

○ Never 

○ Rarely 

○ Occasionally 

○ Often 

○ Always 

Do you read books on digital devices 

(tablet, phone, etc.)? 

○ Yes 

○ No 

Do you have a bookshelf or reading 

corner at home? 

○ Yes 

○ No 

What types of books do you prefer 

reading? (You can choose more than 

one.) 

○ Story books 

○ Novels 

○ Science books 

○ History books 

○ Magazines 

What types of English materials do you 

prefer reading? (You can choose more 

than one.) 

○ Stories 

○ Textbooks 

○ News articles 

○ Websites 

○ Social media content 

○ Other: _______ 
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Appendix 5. Critical Reading Self-Efficacy Scale (Karadeniz, 2014) 
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Appendix 6. Permission to Use the Critical Reading Self-Efficacy Scale 
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Appendix 7. Post-Intervention Semi-Structured Focus Group Questions 

(Applied in Turkish – Participants’ L1) 

What do you think about the activity we did using the Six Thinking Hats technique? 

Did you enjoy it, or did you find it difficult? 

Do you think working with this method is better than answering the usual textbook 

questions? Why? 

Did using English during this activity make it harder for you? How did you feel 

while forming sentences or expressing your thoughts? 

How did working in a group help you? Was it easy or helpful for you to exchange 

ideas with your classmates? 

Which of the six hats helped you the most? Which hat was easier or more enjoyable 

to think with? Why? 

What was the most challenging part of this activity for you? Was it thinking, writing, 

or using English? Please explain. 

Do you think this method made you more interested in the text? Did it help you 

understand the text better? 

Would you like to work with this method again in future English lessons? Why? 
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Appendix 8. Texts and Corresponding Researcher-Prepared Higher Order 

Questions (Control Group) 

Text 1- Unit: Wild Animals (Retrieved from Team Ahead with English 7 by Team 

ELT Publishing) 

 

Researcher-Prepared Questions: (Control Group): 

1. Why do some people want animal fur or skin? Do you think this is okay? Why or 

why not? 

................................................................................ 

2. The text says we should plant trees. What other ideas do you have to help animals? 

................................................................................ 

3. What does the writer think about animals living in cages? How do you understand 

this? 

................................................................................ 
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4. If people keep throwing trash into the sea, what could happen to sea animals in the 

future? 

................................................................................ 

5. What problems do people cause that make animals disappear? Give two examples 

from the text. 

................................................................................ 

6. What things do people do in the text that hurt animals? Explain with your own 

words. 

................................................................................ 

7. The writer says circus animals are usually unhappy. Do you agree? Why or why 

not? 

................................................................................ 

8. Do you think the writer’s suggestions really work in real life? Why? 

................................................................................ 

9. What are the problems of land animals and sea animals in the text? How are they 

the same or different? 

................................................................................ 

10. How is life in a circus different from life in nature for animals? 

................................................................................ 
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Text 2 – Unit: Television (Retrieved from Team Ahead with English 7 by Team ELT 

Publishing) 

 

Researcher-Prepared Questions: (Control Group): 

1. Why do many people think they can't live without television? 

................................................................................ 

2. How much time does an average American family spend watching TV? 

................................................................................ 

3. Why are some parents worried about their children watching too much TV? 

................................................................................ 

4. What are some problems children face when they watch too much television? 

................................................................................ 

5. Do you think watching TV while doing homework is a good idea? Why or why not? 

................................................................................ 

6. How can watching violent programmes affect children, according to the text? 

................................................................................ 

7. The author says people spend "over ten years of their life" watching TV. What do 

you think about this? 

................................................................................ 
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8. What are some better things people can do instead of watching too much TV? 

................................................................................ 

9. Do you think all TV programmes are bad? Why or why not? 

................................................................................ 

10. What can parents do to help their children watch TV in a better way? 

................................................................................ 
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Text 3 – Unit: Celebrations (Retrieved from Team Marathon Plus-Grade 7 YDS 

Publishing) 

 

Researcher-Prepared Questions: (Control Group): 

1. What kind of decorations were there at Betty’s Halloween party? How do they make 

the party feel? 

.......................................................................................... 

2. Why do you think Egor and his family chose job costumes for the party? 

.......................................................................................... 

3. How is Christine’s party different from Betty’s party? 

.......................................................................................... 

4. Do you think these children are telling real stories or just writing for fun? How do 

you know? 

.......................................................................................... 

5. What things show us each child’s country or culture in the text? 

.......................................................................................... 

6. Which party would you like to go to? Why? Use ideas from the texts. 
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.......................................................................................... 

7. How are Egor’s and Betty’s parents similar or different in the party? 

.......................................................................................... 

8. Do you think these children enjoyed their parties? Why do you think so? 

.......................................................................................... 

9. Where was Betty’s party and who organized it? 

.......................................................................................... 

10. What did Christine and her friends do at the pyjama party? 

.......................................................................................... 
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Text 4 – Unit: Dreams (Retrieved from Team Marathon Plus-Grade 7 YDS 

Publishing) 

 

Researcher-Prepared Questions: (Control Group): 

1. What does Grandpa Tommy say about the future? Write 2 ideas. 

.......................................................................................... 

2. How will people learn about their body in the future, according to Grandpa? 

.......................................................................................... 

3. What will happen to nature and trees in the future? 

.......................................................................................... 

4. Why do people need oxygen masks in the future? 

.......................................................................................... 

5. How will people talk or connect with others in the future? 

.......................................................................................... 

6. Do you think the letter is happy or sad about the future? Why? 

.......................................................................................... 
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7. Which idea in the letter do you think is true or possible? Explain. 

.......................................................................................... 

8. What is the feeling of this letter? Is it serious, funny, or hopeful? 

.......................................................................................... 

9. If you are Lisa, what would you write back to Grandpa Tommy? 

.......................................................................................... 

10. How do you feel after reading this letter? What does it make you think about the 

future? 

.......................................................................................... 
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Appendix 9. Six Thinking Hats Reflection Form (The structured reflection form 

used by the experimental group to record and present their thinking based on the six 

hats framework.) 
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Appendix 10. Images from Implementation (All Participants’ Faces Blurred for 

Ethical Compliance) 
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