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INTRODUCTION

ABSTRACT

Critical thinking is acknowledged to be essential for the educators of the
21st century. Consistent with this, this research project aimed to evaluate
the critical thinking abilities of third-year students of the English Teacher
Training Programme at a Chilean university, who completed their initial two
years of academic instruction exclusively online due to the COVID-19
pandemic. During the diagnosis stage, these pre-setvice teachers were asked
to write a short essay about a topic covered in class. This phase showed
participants’ lack of comprehension of the topics as their essays tended to
address the issues superficially and present weak arguments, and pre-test
results confirmed this. Therefore, four pedagogical interventions were
designed and implemented throughout the term, using academic writing as
a tool to develop critical thinking abilities. These interventions consisted of
continuous feedback on the participants’ writings, an academic writing
course, attendance at a webinar on critical thinking and English language
teaching, and group reflection sessions. The results of the post-test showed
significant improvement in both content organisation and the quality of the
arguments presented in the essays. The participants demonstrated a more
critical and analytical approach to addressing the topics of their writings,
demonstrating a significant progress in their analytical reasoning skills. This
research highlights the importance of addressing and strengthening critical
thinking skills in pre-setvice teachers, especially after being immersed in a
virtual education context. The pedagogical interventions implemented
proved to be effective in improving patticipants’ critical reasoning,
representing a valuable contribution to their future teaching practice.

The Covid-19 pandemic brought a number of challenges for our society, affecting all kinds of

professional contexts. In particular, in the field of education, the lack of opportunities for

collaboration and reflection among peers due to confinement was the prelude to a situation that

would gradually generate a gap in the development of students’ critical thinking skills (CTS). The lack

of face-to-face interactions within a classroom caused students to be isolated both from their peers

and from the content of the courses themselves. Consequently, teachers had to adapt their classes

and didactic material, focusing more on the delivery of content than on giving students opportunities
for reflection (Paudel, 2021; Lv et al., 2022; Topping, 2023), thus affecting the development of
analytical skills in academic and social contexts (Bozkurt et al., 2020; Freitas et al., 2020; Lv et al.,

2022; Clary et al., 2022).
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Critical thinking (CT) is well known in the educational field as contemporary authors,
academics, and researchers emphasise how important it is to prepare teachers and students to deal
with the complexities of today’s society. As defined by Halpern (2014), CT involves focused,
reasoned, and goal-oriented thinking with the purpose of solving problems, making decisions, or
evaluating the evidence and arguments one is presented with. In the case of educators, these skills
are paramount for their professional growth and development; moreover, they are going to use them
in their teaching practice and also foster them in their students, allowing them to engage in the
challenges of the 21st century (Saleh, 2019).

Teacher education is one area where CTS should be developed given the diverse and dynamic
nature of classroom environments. In this respect, Nejmaoui (2019a, 2019b) argues that pre-service
teachers are to acquire appropriate analytical and reflective skills in order to adapt their teaching
practice to different learning needs and styles, be able to assess their own methodologies, and also
encourage the development of CT in their students. However, the pandemic accentuated the existing
gaps in this area as teacher education programmes had to shift to online instruction, which reduced
the opportunities for both collaborative learning and critical discussions. The limited chances student
teachers had to interact with their peers and teachers or mentors in the virtual settings that lessons
were being held hindered the development of deep, analytical reasoning and reflective practices,
which are essential components of CTS.

Having said that, integrating CT into nowadays’ teacher training curriculum becomes vital
considering the challenges posed by a constant influx of information —especially from social
media— and the rise of misinformation and fake news. Teachers must adapt to technological
developments as well as foster digital literacy among their learners, promoting a critical viewpoint
regarding media consumption and preparing them with the necessary skills to critically analyse and
evaluate sources of information. Teachers also need to be prepared to manage all kinds of teaching
contexts where they will need skills such as problem-solving, flexibility, and adaptation (Mete, 2020b;
Nuroh et al., 2020) in order to successfully lead a classroom.

In light of these challenges, this study examines how academic writing (AW) can contribute to
the development of CTS in future teachers as it requires a structured, analytical, and evidence-based
approach in order to build and present arguments. As a pedagogical tool, this characteristic makes it
an effective resource for the development of reflective and critical reasoning skills, as it gives the
writer the space to explore and expand on the topic being tackled.

Thus, with AW as the primary instrument to collect data, this study has two main objectives:
First, to diagnose the state of CTS among third-year pre-service teachers who experienced the initial
two years of their programme exclusively online; and second, to design and implement pedagogical
interventions to enhance these skills through structured academic writing activities to bridge the gap
exacerbated by the virtual academic environment due to the pandemic. Ultimately, this research
project aims to contribute to the wider field of teacher education by presenting insights into possible
strategies to integrate CTS into the curriculum in order to prepare future educators to face the

complexities of contemporary classrooms.

Critical thinking and teacher education

Considered a fundamental skill for the 21st century, critical thinking (CT) can be understood
as the ability to analyse, evaluate, and synthesise information in order to make logical judgements. It
involves a process in which one skilfully conceptualises, applies, and evaluates information based on
careful observation, experience, reflection, reasoning, or communication (Facione, 2011; Paul &
Elder, 2012;). CT is crucial for academic performance as well as for personal and professional

development in the educational field as it helps pre-service and in-service teachers to negotiate
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complicated issues and make judgments based on careful analysis in vatious aspects of their practice.
Thus, the development of CT is an essential component of teacher education since it equips aspiring
educators with the knowledge and abilities needed to create a reflective and analytical learning
environment (Brookfield, 2012; Paul 2012; Mpofu & Maphalala, 2017). In this respect, teachers who
understand the value of implementing class activities that promote CTS development will empower
and inspire their students to challenge assumptions and consider alternative points of view, thus
promoting meaningful learning (Facione, 2011; Saleh, 2019; Mete, 2020a, 2020b). This component is
essential for equipping students to handle the demands of the modern world, where acquiring
knowledge alone is not enough.

Bloom’s taxonomy (1956) has been used in teacher training worldwide given its robust
framework for classifying educational goals, which helps educators design curriculum, assessments,
and instructional strategies that promote higher-order thinking. This taxonomy provides a systematic
approach for teachers to scaffold learning experiences that progressively build students’ cognitive
abilities from basic knowledge recall to complex evaluative and creative tasks. One of the primary
reasons for Bloom’s taxonomy’s widespread adoption in teacher education is its versatility and
adaptability to various educational contexts and subjects. It categorises learning into six levels:
knowledge, comprehension, application, analysis, evaluation, and creation. Thus, this framework
allows teachers to design clear, measurable learning objectives that correspond to varying levels of
cognitive complexity. This organisation allows learners to acquire factual knowledge and develop the
ability to understand, apply, examine, synthesise, and assess information. For instance, in an English
as a foreign language (EFL) setting, Bloom’s taxonomy can guide teachers in the creation of activities
that move from the basic comprehension of a written text to a more complex analysis of its topics
and structure. This taxonomy can also be effective in the creation of differentiated instruction
strategies according to the students’ proficiency level to meet their diverse learning needs. Thus, all
learners benefit, as those needing additional support can reinforce foundational skills, while others
are encouraged to engage in higher-order thinking tasks (Rahman & Manaf, 2017; Mpofu &
Maphalala 2017). At an assessment level, Bloom’s taxonomy also works with both formative and
summative assessments as it helps evaluate the understanding and retention of information as well as
its application, analysis, and synthesis, as promoted in the higher levels of the taxonomy. This
inclusive assessment approach can give a more accurate representation of students’ understanding
and CTS, allowing additional instructional planning and intervention if needed (Facione, 2011;
Tabrizi & Rideout, 2017).

The taxonomy classifies cognitive skills into six hierarchical levels: (1) Knowledge (which is
the recall of facts, terms, basic concepts, and answers, and recognising or remembering what has been
learned), (2) Comprehension (which implies understanding the meaning, translation, and
interpretation of instructions and problems, and grasping the meaning of information), (3)
Application (which is the ability to use learned material in new and concrete situations, and applying
rules, methods, concepts, principles, laws, and theories), (4) Analysis (where one is able to break down
information into its component parts, understanding its structure, and recognising organisational
principles), (5) Synthesis (related to the ability to combine and put parts together to form a new whole
or pattern), and finally (6) Evaluation (which implies having the ability to judge by assessing,
comparing, and contrasting ideas, and making choices based on analytical argument). Each level in
Bloom’s Taxonomy represents a step in the cognitive process that helps learners move from basic
recall to higher-order thinking, fostering deeper understanding and critical analysis. Therefore,
educators can promote a progression of cognitive skills by designing learning activities and

assessment instruments around this hierarchy. Bloom’s Taxonomy and CTS are closely related and
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go hand in hand as both work with the development of advanced cognitive abilities essential for deep,
meaningful learning and effective problem-solving.

Academic writing and critical thinking

Academic writing (AW) is distinct from creative, personal, or job-related writing due to its
formal nature, where completeness and organisation are paramount. It involves both knowledge
attainment and transformation, and it demands that writers adhere to a formal style and structure,
tulfilling specific academic requirements (Hinkel, 2020).

The purpose of AW, which is a crucial and often compulsory component of tertiary education,
can differ according on its aim. Thus, it could be a report on research findings, a discussion on a
certain issue, or an essay-style response to a question considering many angles. In the field of English
Language Teaching (ELT), academic writing involves awareness of certain language features such as
the use of precise terminology and complex grammatical structures. Thus, English language learners
often find academic writing in English distinct and more challenging than writing in their native
language mainly due to the differences in lexicon, grammar, and content organisation (Brown &
Abeywickrama, 2019). In ELT training, academic writing plays an important role as universities
frequently expect their students to show both language proficiency and a high level of critical
reasoning. This makes it a crucial skill that implies having a logical, well-structured approach to
presenting arguments, analysing information, and developing coherent ideas effectively (Bezanilla et
al., 2019; Bean & Melzer, 2021).

The two most frequent forms of AW in higher education settings are expository and
argumentative writing. The first has the purpose of explaining or informing the reader about a
particular topic. The writer presents facts, data, and explanation in such a lucid and logical manner
so that the reader fully understands the subject, without necessarily being influenced by a particular
viewpoint. In argumentative writing, on the other hand, the writer takes a clear stance and presents
convincing arguments that are supported by reliable sources and critical analysis with the intention
of persuading the reader of the validity of their viewpoint, reason why this is a popular style for essays
and papers (Bitchener et al., 2017; Giltrow et al., 2021). In other words, CTS development and AW
are closely related since both encompass the ability to analyse, evaluate, and synthesise information.
When students are involved in the process of academic writing, they must effectively convey their
ideas and construct solid arguments that are backed up with critically analysed sources, identify
possible biases and discriminate between legitimate and untrustworthy information. This process of
evaluation encourages students to question assumptions, consider multiple standpoints, and develop
strong arguments. Moreover, the nature of the writing process—drafting, receiving feedback, and
rewriting—encourages reflective thinking and continuous improvement, which are essential for
enhancing critical thinking skills (Cottrell, 2011).

RESEARCH METHODS

This action research sought to improve the learning process of aspiring teachers as they
navigate the dynamic landscape of contemporary education. The researchers examined, analysed, and
assessed the development of critical thinking skills (CTS) among pre-service EFL teachers, using
academic writing—specifically, short essays written in English—as the primary assessment tool and
data collection instrument. The design and implementation of targeted pedagogical interventions
were also applied as secondary sources for data collection. Thus, the research questions that guided
this project were:
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1. What is the initial level of critical thinking skills in third-year students of the English Teacher
Training programme, as demonstrated by their short essay writing before receiving targeted
pedagogical interventions?

2. What impact do the targeted pedagogical interventions have on the development of
participants’ critical thinking skills?

3. What improvements, if any, are observed in participants’ short essay writing following the
pedagogical interventions?

The research enlisted the voluntary participation of 37 third-year students enrolled in the
English Teacher Training programme at a Chilean university who were concurrently undertaking a
course in communicative competences in English. As per their level of language proficiency, the
group had a B1 level according to the Common European Framework of Reference for Languages
(CEFR) at the moment of their participation. It is worth noting that the COVID-19 pandemic forced
these pre-service teachers to complete the first two years of their academic preparation entirely online.
As a result, they had few opportunities to engage in reflection and feedback instances, both in groups
or with the teachers in charge of the courses. Thus, the teaching and learning context due to the
pandemic added an additional challenge in relation to the development of their CTS and evidenced
the importance of focusing on this issue in today’s education.

A mixed-method approach was chosen since it includes quantitative and qualitative
components, allowing for a more comprehensive and fuller understanding of the examined
phenomenon. The quantitative phase included statistical analysis of the essays, which allowed for
quantification and comparison of gains in participants’ analytical reasoning abilities between pre- and
post-tests. The qualitative phase included a thorough examination of the essays, as well as teacher
feedback and peer reflection throughout the interventions. This allowed the researchers to recognise
possible patterns and more subjective perceptions of the CT development process. Thus, the mixed-
method methodology ensured a detailed and rigorous approach, enhancing data validity and reliability
while also providing deeper insights into the development of CTS in aspiring EFL teachers.

In order to assess participants’ critical reasoning abilities, short essays were used as the primary
data collection instrument and were evaluated using a course-specific rubric that assessed both
linguistic aspects and CTS considering levels four and five in Bloom’s taxonomy (i.e., analysis and
evaluation). Considering productive skills, this approach was considered appropriate since essay
writing allows students more time to analyse their ideas compared to speaking, for example, giving
an ideal means for them to present their thoughts and arguments in a systematic and critical manner.
The essays addressed significant issues trelated to the course "Communicative Competences in
English: Academic and Cultural Approaches," such as religion throughout history, social movements
across time, and the role of women in current society, among others. Participants were requested to
write essays before and after the pedagogical interventions (pre-test and post-test), which offered
useful data for assessing individual and group progtess in the development of CTS. The research
comprised four phases:

a) Phase 0 - Diagnosis: At the end of the first term of 2022, and before taking an academic
writing course, a diagnosis was applied to determine the participants’ level of CTS. They were asked
to choose one out of three questions and respond in the form of a short essay (500-600 words
approximately within 90 minutes). The questions were: (1) How has religion influenced historical
events and/or changes in our society? (2) In your opinion, why was the Civil Rights Movement in
the United States successful? (3) How does social media influence public opinion? The topics of these
questions had been previously discussed during lessons, so participants were to some extent
familiarised with them. This diagnosis provided key information for addressing the issue and the
viability of the research, and designing the subsequent pedagogical interventions.
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b) Phase 1 - Pre-test: At the beginning of the second term, and without knowing their results
of the diagnosis in order to avoid a biased performance, the 37 participants were asked to write a
short essay (again, 500-600 words approximately, within 90 minutes) on a topic previously covered
in the course. Thus, they were given three questions relating to an academic and/or cultural part of
the curriculum and requested to present and expand their arguments on one of them. These
questions were (1) How have views toward religious diversity changed over time? (2) How has social
media influenced contemporary social movements and activism? and (3) What are the social, political,
and economic consequences of current migratory trends? The findings of this pre-test served as a
benchmark for evaluating subsequent development.

¢) Phase 2 - Pedagogical Interventions: Throughout the second term, four interventions were
implemented: (1) Feedback: student teachers received feedback from the essays they wrote in the pre-
test phase, and in-class writing activities with ongoing feedback were carried out to provide more
opportunities for reflection and analysis; (2) Academic writing: participants enrolled in an academic
writing course in English where they were instructed in the essential techniques and conventions of
scholarly communication and the effective presentation of arguments for different purposes; (3)
Webinar attendance: Eight weeks after data collection began, in the midst of the second term,
patticipants attended a webinar titled "Critical Thinking and EFL Teaching” which was designed and
conducted by one of the researchers in order to provide insights into the integration of CTS into
EFL pedagogy, focusing primarily on Bloom’s taxonomy and its cognitive domain. (4) Peer reflection:
During the last intervention, participants analysed and discussed their own written work in class.
These workshops combined Bloom’s Taxonomy and participants’ personal viewpoints on the
themes. This collaborative process enabled them to critically assess their own and their classmates’
writing, exchange feedback, and gain vital insights for future improvements.

d) Phase 3 - Post-test: Near the end of the second term, participants were asked to write a
second short essay on a topic addressed during that time. As in the pre-test phase, they were given
90 minutes to compose a 500-600-word response on one of three class subjects. This time, the topics
included: (1) How has religion shaped gender roles and expectations in different historical contexts?
(2) How have artists contributed to the success of social movements? and (3) How is automation and
artificial intelligence affecting job markets and social mobility? This post-test allowed the researchers
to assess the impact of the pedagogical intervention on the development of participants’ logical,
analytical reasoning abilities.

The diagram in Figure 1 illustrates the chronological progtression of the four stages experienced

during the research process:

Phase 0 Phase 1 Phase 2 Phase 3
Diagnosis Pre-test Interventions Post-test

‘ Endof term 1 ‘ ‘ End of term 2 ‘

Throughout term 2

(July 2022) (August 2022) (August- December 2022) (December 2022)

Beginning of term 2 ‘

1) Feedback

2) Academic writing course

3) Webinar attendance

4) Peer reflection

Figure 1. Phases and timeline of data collection during the action research process.
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RESULTS AND DISCUSSION

The results of this study are based on the application of an academic writing assessment
rubric used in the Communicative Competences course. Aligned with the cognitive levels of Bloom’s
Taxonomy, this rubric evaluates five key criteria, with scores ranging from a maximum of 5 points
(outstanding) to a minimum of 1 point (poor or absent) for each criterion. Thus, the rubric evaluates
five dimensions:

1) Arguments, reasoning, and critical analysis: ideas/atguments are enough to support

the writing, are based on the video/content and student’s critical analysis.

2) Content organisation and format: All paragraphs have clear, well developed and

relevant information, suppotrted appropriately. Ideas are not repeated.

3) Use of language, grammar, and mechanics: Grammar, syntax, use of complex

structures are the expected for the level.

4) Lexicon: Vocabulary used is the expected for the level according to contents covered.

5) Spelling and punctuation: Appropriate use of punctuation, no spelling mistakes

evidenced.

Ranging from 1 to 5 points, the assessment rubric contemplates these scores: 1 point (poor or absent),
2 points (revision is needed), 3 points (acceptable), 4 points (strong), and 5 points (outstanding).
Therefore, the total score for the rubric is 25 points.

The initial assessment (Phase 0 — Diagnosis) revealed significant challenges in the
participants’ ability to engage with the topics of the course and fully comprehend the course material.
This was revealed in their superficial approaches to the themes, as well as their limited vocabulary
usage—often misusing or confusing terminology— which was a barrier in their capacity to clearly
expose their ideas and arguments, making their work difficult to read and understand. Furthermore,
many of the arguments were superficial, lacking a strong analysis of the information or facts presented
which weakened the overall strength and impact of their essays. The pre-test results confirmed these
issues, emphasising the group’s need to get involved in instructional strategies to improve their CT
and writing abilities. Table 1 displays the pre-test results in percentages based on the total number of
participants.

Table 1. Pre-test results: Percentage of Participants (n=37) per Score Category

Criterion 5 pts 4 pts 3 pts 2 pts 1 pt

Outstanding | Strong | Acceptable | Needs Poot/
revision | Absent

Arguments, reasoning, and critical 8.1% 18.9% 51.4% 21.6%  0.0%

analysis

Content organisation and format ’ 21.6% ‘ 16.2% ‘ 43.2% ‘ 18.9% ’ 0.0%

Use of language, grammar, and 24.3% 16.2% 51.4% 8.1% 0.0%

mechanics

Lexicon ’ 29.7% ‘ 21.6% ‘ 40.5% ‘ 8.1% ’ 0.0%

Spelling and punctuation 59.5% 18.9% 18.9% 2.7% 0.0%

The first criterion (Arguments, Reasoning, and Critical Analysis) demonstrates considerable
deficits in participants’ ability to formulate and deliver convincing arguments, as well as conduct
critical analysis, with just 51.4% scoring 3 points, indicating an acceptable performance. In most cases,

participants’ essays lacked the expected depth when presenting their viewpoints, failing to connect
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ideas in a coherent and cohesive manner, and providing little evidence to support their arguments,
implying that they had not yet reached higher levels of cognitive processing as outlined in Bloom’s
Taxonomy. Notably, only 8.1% of participants scored 5 points, showing an outstanding performance,
which highlighted an urgent need for interventions to enhance CTS.

In relation to the second criterion (Content Organisation and Format) we can observe that
there are considerable weaknesses as 43.2% of the participants scored 3 points, considered adequate,
and only 21.6% of them scored 5 points. This is consistent with the fact that many essays evidenced
a weak performance in terms of coherence, with ideas that were oftentimes repeated or presented in
a fragmented way, lacking a logical flow which made the progression of thoughts difficult to
understand. These issues suggest that pre-service teachers struggled when trying to structure their
writings in an effective, clear way.

The third category (Use of Language, Grammar, and Mechanics) demonstrated significant
room for improvement, with 51.4% of aspiring teachers scoring 3 points. This shows an acceptable
level of proficiency in grammar and mechanics for at least half of the participants; however, many
essays contained minor grammatical errors and simple sentence structure, where the present simple
tense was overly used and not justified for the context of the questions being answered.

In the use of lexicon, pre-test results reveal a considerable limitation in the use of varied and
specific vocabulary as only 29.7% achieved the outstanding level, with 5 points. Almost half of the
participants performed acceptable, as 40.5% of them obtained 3 points, which shows a limited variety
in lexicon use making the essays lack clarity. The repetitive use of certain words and imprecise word
choices in the construction of their arguments impeded the development of complex ideas, thus
weakening the overall impact of the essays.

The strongest area in the pre-test was that of Spelling and Punctuation, with 59.5% of
participants achieving an outstanding performance. Nonetheless, minor errors were detected in the
rest of the group, as evidenced in the strong (4 points) and acceptable (3 points) categories, with
18.9% in each one.

These initial findings served as a baseline for comparison with the post-test results, which
were obtained following the four pedagogical interventions and are shown in the Table 2.

Table 2. Post-test results: Percentage of Participants (n=37) per Score Category

Criterion 5 pts 4 pts 3 pts 2 pts 1 pt

Outstanding | Strong | Acceptable Ne,e.ds Poor/
revision | Absent

Arguments, reasoning, and critical 24.3% 67.6% 8.1% 0.0% 0.0%

analysis

Content organisation and format 40.5% 48.6% 8.1% 2.7% 0.0%

Use of language, grammar, and 43.2% 40.5% 10.8% 5.4% 0.0%

mechanics

Lexicon 56.8% 32.4% 10.8% 0.0% 0.0%

Spelling and punctuation 75.5% 24.3% 0.0% 0.0% 0.0%

From the post-test results, it can be observed that there is a significant improvement in the
first criterion (Arguments, Reasoning, and Critical Analysis) where 24.3% of the participants had an
excellent performance while 67.6% had a good one. This change in the participants’ outcome reveals
that pedagogical interventions were effective in improving student teachers’ CTS as well as their
learning achievement.
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The vast majority of essays showed a significant improvement in the presentation of
arguments, which this time were well-supported with strong and appropriate evidence. Participants
showed a much deeper engagement with course material and activities, connecting ideas and critically
evaluating evidence and sources of information, adopting a structured and logical approach to writing.
The progress observed confirms the transformative potential of instructional strategies and
interventions tailored at their needs, potentially improving their critical thinking abilities. This
development aligns with Bloom’s Taxonomy, particularly in the transition from lower-order cognitive
skills (such as remembering and understanding) to higher-order thinking (including analysing,
evaluating, and creating).

In content organisation and format, the post-test revealed a clear improvement as 40.5% of
participants achieved an outstanding level (5 points) and 48.6% a strong one (4 points). These
percentages show the effectiveness of the academic writing course that pre-service teachers took
during the intervention process as they were formally instructed in the conventional aspects of
academic writing. Additionally, the feedback sessions provided student teachers with an opportunity
to get personalised guidance, which helped them develop their ability to organise thoughts and
develop cohesive arguments. The significant reduction in lower scores also indicates that participants
internalised and applied strategies to organise their overall writing, presenting their work more clearly
to the reader, thus meeting the expected academic standard.

In the third assessed criteria (Use of language, Grammar, and Mechanics), results obtained
from the post-test demonstrate a significant positive change, with 43.2% of the participants scoring
5 points and 40.5% scoring 4 points, which translates into outstanding and strong respectively. Similar
to the evidence from the results obtained in the organisation and format criteria, these results
evidence the success of the academic writing course, and how beneficial it was for participants.
Results from this criterion show an appropriate use of complex sentence structures as well as a more
sophisticated use of connectors to link ideas between paragraphs, thus evidencing an improvement
in grammatical accuracy. This improved the overall quality of the participants’ writings and
contributed to the reduction of common language errors such as collocations and prepositions
commonly used in academic writing.

The lexicon used in the post-test also showed improvement. In this area, 56.8% of
participants reached an outstanding level (5 points) and 32.4% a strong one (4 points), showing more
varied and precise vocabulary when presenting their ideas and arguments. During the course of the
semester, pre-service teachers were exposed to specific terminology associated with the topics
covered in class. This constant exposure encouraged them to explore synonyms and complex
expressions such as idioms and fixed expressions to improve the clarity of their writings. The absence
of low post-test scores indicates that participants had a stronger knowledge of the academic lexicon,
demonstrating the relevance of targeted vocabulary instruction in strengthening students’ academic
writing skills.

The post-test findings indicate significant progress in the Spelling and Punctuation criterion,
with 75.7% of individuals doing exceptionally well and the rest scoring strongly. The number of low
scores indicates that the feedback received both in class and during the interventions helped the
participants to improve this aspect of writing. These results also indicate that pre-service teachers
developed greater attention to detail, which contributed to the overall proficiency of their essays.

On the whole, the global progress visible in the post-test results indicates that the pedagogical
interventions had a deep impact on both the pre-service teachers’ academic writing and critical
thinking abilities. Participants improved in technical aspects of writing, such as grammar and
organisation, and also became better analytical thinkers, leading them to make more robust
arguments based on critical analysis and evaluation.
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A summary of the pre-test and post-test results analysis is given in Figure 2, showing the
comparison of participants who scored 5 points in both assessments. The difference between the
two groups demonstrates the overall effect of the targeted pedagogical interventions that were put in
place during term two, and which contributed to the development of the participants’ critical

reasoning and academic writing competences, compared to the initial performance before the

interventions.
Figure 2. Overall results (Pre-test and Post-test)
Overall Comparison of
Pre-test and Post-test Results
75,5
80 56,8 59,5
60 40,5 43,2
40 24,3 21.6 24,3 29,7
8,1
20 ’ ,_l
0
Arguments, Content Use of language, Lexicon Spelling and
reasoning,and organisationand grammar, and punctuation
critical analysis format mechanics

E Pre-test Post-test

Fostering CT in teacher education programmes is imperative for preparing educators who
can inspire and guide their students towards becoming independent, critical thinkers. The findings of
this action research project suggest that the incorporation of Bloom’s Taxonomy in the eatly stages
of the teacher training process has the potential of awakening a sense of inner curiosity and analysis
in aspiring teachers. This contributes to the expectations schools have for their ability to create
learning environments that promote inquity, critical reasoning, reflection, and thorough analysis.

Bloom’s Taxonomy classifies cognitive skills in a hierarchy, from fundamental knowledge
retention (Remembering) to the generation of new ideas (Creating). This progression promotes CT
development by first laying the groundwork for knowledge and understanding, then progressing to
the application of this knowledge to new situations (Applying), and finally to more complex processes
such as careful examination (Analysing) and appraisal (Evaluating). The greatest level, Creating,
corresponds to the top of the critical thinking process, in which people synthesise information to
produce unique solutions and original ideas. Thus, by advancing methodically through these levels
and employing a variety of teaching modalities in the classroom, educators may promote and measure
students’ CTS, enabling them to solve difficult situations and make reasoned decisions outside of
school environments.

The study’s findings emphasise the importance of CTS in teacher training programmes in
Chile and around the world. As education evolves, particularly in light of the challenges posed by the
COVID-19 pandemic, it is becoming clear that teacher education programmes must reconsider the
integration of CTS development into their curricula in order to ensure that aspiring teachers are
properly prepared to scaffold these skills in their students when they take on classroom
responsibilities. This includes, among other actions and measures, incorporating pedagogical
interventions such as the ones implemented for the purposes of this research project (continuous
feedback, structured academic writing instruction, and opportunities for peer reflection) as they
proved to be effective to better prepare pre-service teachers for their future practice.

In relation to the possible limitations of this study, the relatively small sample size, which
consisted of 37 participants from the same university and cohort, may be a constraint as this

uniformity may restrict the findings” application to larger teacher education contexts. While the results
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provide valuable insights into the role of Bloom’s Taxonomy in fosteting CTS in pre-service teachers,
future studies should consider including participants from diverse institutions, backgrounds, and
educational settings to validate these findings across different contexts. Expanding the scope of
research could provide a more comprehensive understanding of how teacher education programmes
can effectively integrate CTS development into their curriculum.

CONCLUSION

The findings of this study are consistent with the current literature, emphasising the critical
role that CTS play in higher education, particularly in light of the changes brought about by the
COVID-19 pandemic. Previous investigations, such as the ones conducted by Bezanilla et al. in 2019,
Mete in 2020, and Nuroh et al. in 2020, have emphasised the need of purposeful pedagogical practices
for promoting CTS in higher education. This research highlights the value of adopting Bloom’s
Taxonomy as a framework for guiding growth in teacher education programmes. Pedagogical
interventions like continuous feedback, structured academic writing, and opportunities for peer
reflection were particularly useful in helping aspiring teachers enhance their analytical skills. These
findings suggest that integrating such approaches into teacher training curricula can significantly
improve prospective teachers’ ability to cultivate CTS in their future students. Additionally, the
findings underscore the necessity for teacher education programmes to implement comprehensive
approaches that go beyond academic understanding and encourage practical implementation. Thus,
future research directions should include studies that look at the long-term influence of these
interventions on teachers’ classroom practices and student performance. Furthermore, it would be
useful to explore how the efficacy of these strategies varies among educational contexts, such as
diverse schools or cultural backgrounds.
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