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Abstract 

The present study was an investigation of the relationship between the EFL learners’ critical thinking, 

their frequency, and types of informal fallacy and evidence in argumentative writing. Few studies have 

been conducted to investigate these issues. To this end, 356-second grade female senior state high school 

students from four schools in Zanjan were selected through multistage cluster random sampling (MCRS) 

method and based on Cambridge placement test (2010); 130 students proved to be upper-intermediate and 

participated in this correlational study. The main data collection stage took place for one month. Then, the 

informal fallacies based on Johnson's definitions and four types of evidence categorized in Hoeke and 

Hustinkx were identified and counted within language learners' argumentative writings. The evaluation of 

the arguments was also conducted based on Walton, Reed, and Macagno. Based on the results achieved 

from the first research question, there was a significant negative correlation observed between the 

participants' critical thinking and the frequency of use of informal fallacies in their written argumentation. 

Based on the results achieved from the second research question, there was a potential and significant 

correlation between the participants' critical thinking and the frequency of use of informal fallacies.  

Keywords: Argumentative Writing, Critical Thinking, Evidence, Informal Fallacy. 

Introduction  

One of the most significant current discussions in the era of English language teaching and learning is 

writing instruction. It has always been considered as a challenge for language teachers and plays a key role 

in learning the second or foreign language (Abdelrahim and Abdelrahim 2020). Writing instruction is a 

reaction to the inner and outside world and development or revelation of several distinct human 

abilities(Hawkins, Martin, and Cooper 2019). Writing is one of the most important skills that should be 

taught to the students from the beginning till the end of high school by teachers carefully .As the main aim 

of teaching this skill is to enable students to write many types of writings in English such as report, 

descriptive, narrative and argumentative, etc. Learning writing skill is very important for students because 

a significant part of communication has a good writing skill and the students will be able to communicate 

in English language through writing and transfer information, knowledge and their ideas to others (Peterson 

2019)  
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It is clear that despite personal, social, and cultural differences between people, achieving proficiency, 

writing in a foreign language is not an impossible target, but the individual variables may affect the extent 

of achievement (Graham et al. 2019). Among these distinguishing variables, one variable that has received 

minimal attention in EFL contexts is learners' critical thinking (Torff 2019). 

Like the other elements of this study, critical thinking is one of the broad categories of thinking skill 

and it was considered to be the most important writing skill in argumentation (Yousefi and Mohammadi 

2016). Also, students’ ability to write argumentatively mainly depends on their critical thinking skills 

(Abdelrahim and Abdelrahim 2020). 

Another element of this study was fallacy. The absence or presence of fallacies and especially informal 

fallacies is one of the criteria in determining the quality of argumentative writings (de Swart 2018). The 

fallacy was characterized by (D.N. Walton 1991)as a pre-planned strategy of misleading argumentation 

used by one person in a dialogue to ‘slip up’ another party. Some research argued that the existence of high-

quality argumentations and fallacy-free reasoning are among the major concerns in written discourse 

(Dufour 2019); (D Walton 2006); (Žagar 2018)and in students’ argumentative writing (Gass and Seiter 

2018); (Nickerson, Butler, and Barch 2019); (Tindale 2007). Previous research demonstrated that students’ 

problems may stem from lack of sound and logical reasoning and persuasion along with traps such as 

fallacies of argumentation which at the first sight they may appear logical and convincing but at the second 

sight they contain mistakes in reasoning (Dufour 2019). These issues for EFL students become even much 

more terrible in international proficiency examinations such as GRE and IELTS, as pointed out by the 

Educational Testing Service centre (2009), when students are supposed to utilize essays and employ precise 

argumentations as an entrenched criterion of evaluation (Ben-Porath 2019). 

 Evidence was the last element of this research. Structure-based argumentation enables students to 

build up their thoughts in a reasonable organization, but this should include analysing the relevance of the 

considerable number of components, whether the case is supported soundly by the evidence, to guarantee 

the general quality of argumentative writing (Malpique and Veiga Simão 2019). Recognizing the 

significance of utilizing evidence to support one’s claim in a satisfactory, applicable and sufficient manner 

is a fundamental part of judging argumentation (Stucki 2018); (Schlaufer, Stucki, and Sager 2018). Without 

well-organized evidence, the argumentative writing is circular of different repetitions of the claim without 

explicit purposes (Zhang 2018). Good arguments should comprise of true, reliable, and multiple 

justifications (Laurent and Duffield 2018). In other words, it is the soundness and validity of the evidence 

that account for the logic of argumentation. However, studies examining L2 learners’ actual use of evidence 

in writing argumentation are few. 

Hence, what has recently attracted the scholars' attention was mainly the learners' argumentative 

writing since the recent trends put high emphasis on critical thinking and power of argumentation (Alagozlu 

2007). Nevertheless, what actually counts is no longer the argumentation itself but the power of convincing 

the audience. This is why enabling the learners to judge the coming ideas in terms of their rationality 

(Alagozlu 2007) as well as the three standards of relevance sufficiency, and acceptability (RSA) have come 

to the fore (Johnson 1999) due to their determining role in proving innovative ideas and findings. To this 



Ne* 
The Relationship between Critical Thinking, Frequency, Informal Fallacy  

and Evidence in Argumentative Writing 

305 
 

end, avoiding any fallacy, i.e. "error in reasoning" in (Johnson 1999, 251), to strengthen the convincing 

power of arguing one's claims, seems vital.  

The vitality of this issue becomes much more evident when it comes to the international exams, e.g. 

TOEFL, IELTS, in which language learners are engaged in serious writing tasks that should be convincing 

enough to bring about desirable scores. Additionally, the growing changes in the criteria for publishing 

articles in international journals has doubled the significance of presenting fallacy-free reasoning in order 

to justify the findings as rationally as possible. These all have added to the significance of argumentation 

text type especially in academic contexts (Németh and Kormos 2001). As a result, scholars have been 

involved in probing the structure of argumentation and identifying argumentation schemes for years 

(Douglas Walton, Reed, and Macagno 2008) in order to examine the quality of language learners' 

argumentative essays (Helms-Park and Stapleton 2003); (Liu and Braine 2005); (Qin and Karabacak 

2010).However, as its development seems to be a prerequisite to success for those wishing to pursue their 

studies in a new language, writing is not often prioritized in modern communicative language classrooms, 

(Griffiths 2008).This might be why the available literature suggests the non-native speaking students' 

difficulty in their studies at the college or university level in English-speaking countries (Hinkel 2003). 

The issue of EFL learners’ critical thinking, the frequency, and types of informal fallacy and evidence 

in argumentative writing has received some interest in research over 20 years ago. However, in the last 5 

years, in particular, the topic has rekindled both theoretical and empirical research interest and yet there is 

no general agreement about the relationship between the EFL learners’ critical thinking, the frequency and 

types of informal fallacy and evidence in argumentative writing and a major problem with all of the past 

studies is that they have not investigated the positive or negative relationship between the EFL learners’ 

critical thinking, the frequency, and types of informal fallacy and evidence in argumentative writings, while 

this current research has comprehensively focused on these issues on 130-second grade senior state high 

school female students in Zanjan /Iran. So far, no one has investigated the relationship between the EFL 

learners’ critical thinking, the frequency and types of informal fallacy and evidence in argumentative 

writing on upper-intermediate female students, so these issues brought novelty to the present study. 

The purpose of this study was to investigate the relationship between the EFL learners’ critical 

thinking, the frequency and types of informal fallacy and evidence in argumentative writing and the 

participants of this study were 130-second grade female senior high school students in Zanjan. The goal of 

this investigation was to answer the following research questions: 

1. Is there any significant relationship between EFL learners' critical thinking, their frequency, and types of 

informal fallacies in their argumentative writing? 

2. Is there any significant relationship between EFL learners' critical thinking, their frequency and types of 

evidence in their argumentative writing? 

Null hypotheses 

1. There is not any significant relationship between EFL learners' critical thinking and their frequency and 

types of informal fallacies in their argumentative writing? 
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2. There is not any significant relationship between EFL learners' critical thinking and their frequency and 

types of evidence in their argumentative writing? 

2. Literature review  

2.1 The Role of Thinking in Writing 

Composing writing not only needs good language proficiency but also needs to be critical as the writer 

examines viewpoints, facts, and arguments and synthesize them. (Prihastuti, Padmadewi, and Ramendra 

2020) pointed out that writing is more than a medium of communication. It is a way of remembering and a 

way of thinking as well. Writing makes words permanent, thus expands the collective memory of human 

beings from the relatively small store that we can remember. It means that when we write we use our 

thinking to find the idea while remembering patterns and language. 

(Long, Tuzi, and Ziebart 2020)stated that writing is not confined to one stage of the composing 

process. At one stage you will think creatively, producing imaginative ideas or ways of expressing those 

ideas. At another stage you will think critically, evaluating the results of your creative thinking. In every 

stage of writing, we use our thinking to create, to investigate and to revise the idea. 

Furthermore, writing can improve critical thinking skills. Writing makes you a stronger thinker. 

Writing reasoned paragraphs requires mental discipline and close attention to the set of logical rules. It will 

train your mind to think clearly and prove to be a value in every phase of your life. While writing can 

improve critical thinking, critical thinking is important to produce good writing (Greenberg 2015). 

To sum up, writing is important to improve thinking skills such as critical and creative thinking. In 

similarity, critical thinking skill is also crucial in composing writing. It is because each process of writing 

requires some thinking skills. Therefore, without being able to think and also write critically, the writers 

cannot result in a piece of good writing. 

2.2 Fallacy  
 Fallacy is "an error in reasoning" (Johnson 1999, 251). As Johnson states, some fallacies which can 

be detected "by the examination of the form of the argument" are called formal fallacies while all other 

fallacies are called informal ones which can be detected "by the examination of the content rather than the 

form of the argument" (p. 251). (Tindale 2007) defined a fallacy as "a particular kind of egregious error" 

(p. 1). He believes that it undermines the strength of an argument. Here major informal fallacies along with 

their relevant argumentation schemes and their matching critical questions are presented.  

2.3 Iranian and international Studies on Critical Thinking, the Frequency, and Types of Informal Fallacy 
and Evidence in Argumentative Writing 

(Rahmah and Saminan 2020), in their study about the role of rational application on studying critical 

thinking skills in argumentative writing, aimed to evaluate innovative ways to teach argumentative writing 

using electronic learning. This paper will focus on writing skills because through writing students can 

express their ideas in written form. However, critical thinking skills in the learning process sometimes make 

it difficult for students to express and produce their ideas in writing, as a result, they are trapped in the 
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process of writing without being critical. Therefore, researchers promote "rational" applications as e-

learning media to help students learn concepts, understand the structure of arguments, and develop 

reasoning skills. This paper uses a qualitative descriptive method to describe how teachers apply rational 

applications and how students think critically in their argumentative writing assignments. The results 

showed that rational application provides students not only with greater motivation to write and to involve 

their creativity in writing argumentative on structural elements in the (Kneupper 1978). It also explores the 

overall use of evidence in supporting claims. It was found that claim and data were the basic structural 

elements used by Chinese EFL learners in constructing argumentative writing. The respective use of 

counterargument data and rebuttal was significantly correlated with the quality of argumentation. In 

argumentative reasoning, the types of evidence and the number of evidences used by participants were very 

limited. The logical analysis was found to be the most frequently used data to support claims. Less proficient 

learners’ use of evidence was not effective or persuasive to produce valid arguments. The findings provide 

useful insights into the instruction of argumentative writing for EFL teachers. 

(Oaksford and Chater 2020) in their study about Logical Fallacies in EFL Learners’ Argumentative 

Writing: Students’ Perspectives, identified and discuss logical fallacies in the argumentative writing of EFL 

learners. For this purpose, 40 argumentative essays written by the students of the English Department of 

the State University of Malang were analysed. An FGD discussion involving students who participated in 

the essay writing process was organized following the identification of logical fallacies in their writing. The 

results of the study showed that students still produced a number of logical fallacies in their work, some of 

which were very basic they can be avoided through simple, explicit instruction. 

3. Method 

3.1 Design of study 

This study was a quantitative one as the research analysis used categorical and nonparametric data to 

test the hypotheses. The participants of this study were 130-second grade senior high school female students 

in Zanjan Province, who were selected through a multistage cluster random sampling method and 

correlational design was used in this research. 

3.2 Participants 

The participants of this study were 130-second grade senior high school students in Zanjan. Zanjan 

province has 8 cities, among these cities, Zanjan city was chosen. Zanjan city consists of two districts that 

the district one was randomly chosen. In 2019 in district one, there were 420 schools that among them 

senior high schools were randomly chosen. There were 42 senior high schools in district one that 22 of 

them were for girls and 20 schools were for boys. Among them state senior high schools were randomly 

chosen, and 12 senior high schools were for girls. The second level students of 4 senior high schools for 

girls included: Shahed, Farhikhtegan, Nesa and Hejab senior high schools were randomly chosen. There 

were 3-second grade classes in each of them and two classes of each were randomly chosen for this study. 
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The statistical populations of this study were 3492-second grade senior high school students in the first 

district of Zanjan. According to the Cochran formula, 346 participants were selected and in order to increase 

the accuracy and to have homogeneous groups, 10 more participants were added and totally of 356 female 

students participated in this study. Based on the rules of CPT (2010), out of 356 students, 130 students were 

proved to be upper-intermediate. 

3.3 Instruments 

The following instruments were employed in order to collect the required data for the present study: 

Cambridge Placement Test (2010) by Cambridge University Press 

California Critical Thinking Skills Test (CCTST) 

The Persian Version of California Critical Thinking Skills Test 

Writing Task 

3.3.1 Pilot Study 

California Critical Thinking Skills Test (CCTST) was piloted on 30 upper-intermediate students with 

similar educational background, in order to obtain the reliability for the tests. To be statistically acceptable, 

the internal consistency and reliability co-efficient were measured using Cronbach Alpha. The test-retest 

reliability of these tests with the one-week interval was (α =.82) which showed an acceptable reliability 

value. For the writing task, five topics were selected from IELTS writing tasks, in order to select the target 

topic of the study, all of the five topics were piloted by five experienced language instructors and then, 

based on their comments one topic was adopted. In topic selection, content validity was evaluated using 

Lawsh CVR (Content Validity Ratio) and CVI (Content Validity Index). Lawsh formula is as follows: 

CVR= ((Ne-N÷2))/(N÷2) 

According to the Lawsh CVR, an item should gain CVR of higher than 0.42 in order to be validated. 

The results of the reviewed and validated topics were included in Table 1. 

Table 1: Content Validity Ratio of Selected Topics measured by Lawsh Formula. 
Vocabulary items Number of 

experts agreed 
with topic 

CVR Valid  

Topic 1 5  0.6 Valid  
Topic 2 1 0.4 Invalid  
Topic 3 5 0.6 Valid  
Topic 4 4 0.4 Valid  
Topic 5 1 0.1 Invalid  

 

Then CVI of the topics was calculated using (Waltz and Bausell 1981) CVI formula is as follows: 

CVI= (Number of experts who scored item 3 or 4)/ (Total number of experts) 

It should be mentioned that the acceptable index of CVI equals 0.79 and if there is a topic with CVI 

lower than 0.79, the topic should be removed. In other words, a panel of experts determined whether the 

selected topics are “necessary” to be included in the study based on a 4-point Likert scale. Experts indicated 

their opinions on each word using 1(It is not necessary), 2 (It is rather necessary), 3 (It is necessary), and 4 

(It is completely necessary). The results related to CVI calculations were presented in Table 2. 
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Table 2: Content Validity Index of Selected Topics. 
Vocabulary 
items 

Number of experts 
considered the topic 
completely necessary 

Number of experts 
considered the 
topic necessary 

CVI Accepted or Not 
accepted 

 

Topic 1 2 1 0.6 Not accepted  
Topic 2 2 1 0.6 Not accepted  
Topic 3 1 0 0.2 Not accepted  
Topic 4 4 1 1 Accepted  
Topic 5 2 0 0.6 Not Accepted  

 

3.4 Procedure 

The main data collection stage took place for one month (eight sessions), based on the works of 

previous researchers in the field of critical thinking and argumentative writing. The Cambridge Placement 

Test was administered to assure the homogeneity regarding the participants' level of proficiency.  

In the second stage, the students provided their answers to the excepted items from the California 

Critical Thinking Skills Test (CCTST) to determine their critical thinking scores. Firstly, the participants 

were not asked to fill out their real names, but they were asked to choose a nickname and write it on the 

paper. After that, they were asked to read the direction of the test. The researcher explained the direction of 

the test and how to answer the test. After the participants were ready, the test was started and the researcher 

supervised the test took place. The participants had to finish 34 questions of critical thinking test in 50 

minutes. 

Finally, the writing test was conducted on the same day directly after the participants finished the 

Critical Thinking Test., they were asked to write their nickname and read the direction. Then, the 

participants were asked to write an argumentative essay and to discuss their own reasons, with the length 

of at least 250 words. A word limit was set for the length of their essays and those essays of less than 100-

word length were omitted from the sample of the study (20 out of 130 essays). The researchers by the help 

of the teachers were administered the test in a natural setting as possible to prevent the sensitization of 

students to the research objectives.  

Three main paradigms were used in order to evaluate the argumentation and to identify the informal 

fallacies and evidence. The techniques of exposing the arguments and methods of identifying the informal 

fallacies were employed based on (Johnson 1999) the techniques of identifying the evidence were employed 

based on (Hoeken and Hustinx 2009) and finally, evaluation of the arguments was done based on (Douglas 

Walton, Reed, and Macagno 2008) in which several critical questions accompanying a host of 

argumentation schemes were presented. 

Then, the informal fallacies were identified based on (Johnson 1999)definitions and presented clues. 

Having identified the informal fallacies, each argument was also evaluated by means of evaluation schemes 

presented by (Douglas Walton, Reed, and Macagno 2008).Nine categories of informal fallacies that were 

investigated and counted within language learners' argumentative writings in this study were: Ad hominem, 

Appeal to tradition, Begging the question, Faulty analogy, False dichotomy, Hasty generalization, Post hoc, 

Red herring, and RSA. 
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Additionally, four types of evidence categorized in (Hoeken and Hustinx 2009) were identified and 

counted within language learners' argumentative writings including a) Statistical, b) Anecdotal, c) Causal, 

d) Expert evidence. Anecdotal (or narrative) evidence consists of one case, whereas statistical evidence 

consists of numerical information about a large number of cases. Causal evidence consists of an 

explanation, and expert evidence consists of confirmation by an expert.  

The argumentation schemes suggested by (Douglas Walton, Reed, and Macagno 2008), however, are 

more detailed and embrace a compendium of ninety-six schemes. While in Johnson, R.M.’ model (1998), 

one should rely on the evaluation direction justifications to pick up an informal fallacy in the argument, 

Walton et al.’s model, by providing critical questions, helps the analyst to proceed step by step through 

answering the questions that include all possible ways the given argument could be considered as a valid 

argument and fallacy-free, or include a potential fallacy. Besides, in Walton et., al’s (ibid) model, each 

argument may have different forms; hence, to pick up the related fallacy, one should go through all different 

related schemes. To ensure the reliability of the data coding, a third analyst worked on half of the samples 

selected randomly and analysed the arguments based on the steps provided above. If there was any 

disagreement in the mentioned steps between the three analysts, the data would be reconsidered until an 

agreement was achieved.  

Moreover, to improve the reliability of the evaluation and identification procedure, another rater (an 

ELT professor) was asked to check the identified informal fallacies and evidence types. In this regard, 

whenever the disagreement occurred, both the researcher and the other rater discussed the issue until they 

came to an agreement upon the identified fallacy or evidence. 

To clarify the evaluation procedure, one example of an argument from analogy is illustrated here based 

on its argumentation schemes and the matching critical questions. 

(Douglas Walton, Reed, and Macagno 2008) presented the following argumentation schemes for an 

argument from analogy (p. 315):  

Similarity Premise: Generally, case C1 is similar to case C2. 

Base Premise: A is true (false) in case C1. 

Conclusion: A is true (false) in case of C2. 

They also put forth the following critical questions on the same page to evaluate this argument: 

1. Are there differences between C1 and C2 that would tend to undermine the force of the similarity cited? 

2. Is A true (false) in C1? 

3. Is there some other case C3 that is also similar to C1, but in which A is false (true)? 

Results 

The distribution method of research variables based on the most important central indexes of mean, 

dispersion, and standard deviation were investigated. In Table 3, the descriptive statistics of the participants' 

critical thinking and frequency and types of informal fallacies and evidence were demonstrated. 
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Table 3: Descriptive Statistics of Critical Thinking, Type and Frequency of Informal Fallacies and 
Evidence Types 

 N Minimum Maximum Mean Std. Deviation 
Critical thinking 130 1.00 4.00 1.9231 .92858 
Frequency of fallacies 130 .00 9.00 4.9692 1.94872 
Ad Hominem 130 .00 1.00 .6846 .46647 
Appeal to tradition 130 .00 1.00 .4077 .49331 
Begging the question 130 .00 1.00 .4385 .49812 
Fallacy of either/or dichotomy 130 .00 1.00 .5769 .49596 
Faulty analogy 130 .00 1.00 .6077 .49015 
Hasty generalization 130 .00 1.00 .5769 .49596 
Post hoc 130 .00 1.00 .5692 .49710 
Red herring 130 .00 1.00 .5385 .50045 
RSA 130 .00 1.00 .5692 .49710 
Frequency of evidences 130 .00 4.00 2.2308 1.27309 
Evidence type 1 (Statistical) 130 .00 1.00 .5615 .49812 
Evidence type 2 (Anecdotal) 130 .00 1.00 .5846 .49469 
Evidence type 3 (Causal) 130 .00 1.00 .4769 .50140 
Evidence type 4 (Expert evidence) 130 .00 1.00 .6077 .49015 

4. Result 

First research question was: Is there any significant relationship between EFL learners' critical thinking 

and their use and types of informal fallacies in their argumentative writing?  

For data analysis of the null hypothesis, which was: “There is no significant relationship between EFL 

learners' critical thinking and their use and types of informal fallacies in their argumentative writing”, and 

the alternative hypothesis, which was: “There is a significant relationship between EFL learners' critical 

thinking and their use and types of informal fallacies in their argumentative writing”, a Spearman 

correlation was applied using SPSS software. A statistically significant negative relationship was observed 

between the participants' critical thinking and the frequency of use of informal fallacies in their written 

argumentation was (r = -0.366, p < 0.01) (See Table 4). 

Table 4: The Results of Correlation between Learners' Critical Thinking and the Frequency of Fallacies 
 Frequency of evidences 
Critical thinking Correlation Coefficient -.366** 

Sig. (2-tailed) .000 
N 130 

 
Table 5 also demonstrates the results of the correlations between critical thinking and types of fallacies 

in students’ writings.  
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Table 5: The Results of Correlation between Learners' Use of Nine Categories of Informal Fallacies and 
their Critical Thinking 

 Critical thinking 
Ad hominem .026 
Appeal to tradition -.091 
Begging the question -.254** 
Fallacy of either/or dichotomy -.463** 
Faulty analogy -.418** 
Hasty generalization .064 
Post hoc -.006 
Red herring -.281** 
RSA -.073 

 
As Table 5 depicts, there is also a significant correlation between Iranian upper-intermediate EFL 

learners’ critical thinking and some of the categories of informal fallacies. The obtained results are as 

follows: critical thinking and (1) begging the question (r = -0.254, p < 0.01), (2) Fallacy of either/or 

dichotomy (r = -0.463, p < 0.01), (3) Faulty analogy (r = -0.418, p < 0.01), and (4) Red herring (r = -0.281, 

p < 0.01). Though, no significant relations were observed between critical thinking and (1) Ad hominem 

(r=0.026), (2) appeal to tradition (r=-0.091), (3) Hasty generalization (r = 0.064), (4) Post hoc (r = -0.006), 

and (5) RSA (-0.073). 

The second research question was: Is there any significant relationship between EFL learners' critical 

thinking and their use and types of evidence in their argumentative writing? 

For data analysis of the null hypothesis, which was: “There is no significant relationship between EFL 

learners' critical thinking and their use and types of evidence in their argumentative writing”, and the 

alternative hypothesis, which was: “There is a significant relationship between EFL learners' critical 

thinking and their use and types of evidence in their argumentative writing”, a Spearman correlation was 

conducted. The findings of the study suggest that there is a significant relationship between Iranian upper-

intermediate EFL learners' critical thinking and the frequency of use of evidence types in their 

argumentative essays (r = 0.64, p < 0.01) (Table 6). 

Table 6: The Results of Correlation between Learners' Critical Thinking and the Frequency of Evidences. 
 Frequency of evidences 
Critical thinking Correlation Coefficient .64** 

Sig. (2-tailed) .000 
N 130 

 

Table 7 shows the findings related to the potential relationships between critical thinking and 

categories of evidences. 

Table 7: The Results of Correlation between Learners' Use of Four Categories of Evidence Types and 
Critical Thinking. 

 Critical thinking 
Evidence type 1 (Statistical) .516** 
Evidence type 2 (Anecdotal) .210* 
Evidence type 3 (Causal) .689** 
Evidence type 4 (Expert evidence) .197* 
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As Table 7 indicates, significant correlations were observed between the language learners' critical 

thinking and their use of four categories of evidence, including Statistical (r = 0.516, p < 0.01), Anecdotal 

(r = 0.210, p < 0.05), Causal (r = 0.689, p < 0.01), and Expert evidence (r = 0.197, p < 0.05). 

5. Discussion  

The primary research question for this investigation was: Is there any significant relationship between 

EFL learners' critical thinking and their use and types of informal fallacies in their argumentative writing? 

The present investigation involved 130-second grade female senior high school students in 

Zanjan/Iran. The students were provided their answers to the excepted items from the California Critical 

Thinking Skills Test (CCTST) to determine their critical thinking scores. Also, the participants were asked 

to write an argumentative essay and to discuss their own reasons, with the length of at least 250 words. 

Then, the informal fallacies were identified based on (Johnson 1999) definitions and presented clues. 

Having identified the informal fallacies, each argument was also evaluated by means of evaluation schemes 

presented by (Douglas Walton, Reed, and Macagno 2008). Nine categories of informal fallacies that were 

investigated and counted within language learners' argumentative writings in this study were: Ad hominem, 

Appeal to tradition, Begging the question, Faulty analogy, False dichotomy, Hasty generalization, Post hoc, 

Red herring, and RSA. ‘The overall Weir Critical Thinking Essay Test to assess progress in critical thinking 

after a year of intensive academic English instruction for 36 Japanese students enrolled in a private two-

year women's junior college in Osaka, Japan (D.N. Walton 1991). A control group received only content-

based intensive English instruction, while the treatment group received additional training in critical 

thinking. The treatment group scored significantly higher on the test ("p" =0.000). The results imply that 

critical thinking skills can indeed be taught as part of academic EFL/ESL instruction. 

Considering the previous findings with regard to the critical thinking, it could be concluded that this 

type of critical thinking would seemingly predict the learners' overall proficiency (Saidi 2020), strategy use 

(Akbari and Hosseini 2008), and their use of informal fallacies and evidence types according to the results 

of this study. Nevertheless, notwithstanding the results of (Marefat 2007)who came up with no predictive 

role of this critical thinking for the writing scores of EFL learners, the findings of this study demonstrate 

the existence of a significant relationship regarding the frequency of informal fallacies and evidence types 

as two indicators of the quality of argumentation (Saidi 2020) which is in line with the results of some other 

studies in which multiple intelligences proved to be of contributing effect on the learners' writing skills 

(Borek 2003); (Eng and Mustapha 2010). 

Finally, (Kealey, Holland, and Watson 2005), in their study about Preliminary evidence on the 

association between critical thinking and performance in principles of accounting, tested whether critical‐

thinking skills can help explain the cross‐sectional variation in student performance in principles of 

accounting. Prior research has used such measures as academic aptitude and demographic factors to explain 

performance in the principles of accounting class. We argue that success in principles of accounting also 

requires critical‐thinking skills. We measured critical‐thinking skills by using a holistic scoring process to 
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evaluate student essays. Our results show that even after controlling for academic aptitude, our measure of 

critical‐thinking skills contributes significantly to explaining the cross‐sectional variation in student 

performance in an accounting principles class. Understanding the relationship between critical thinking and 

success in accounting may contribute not only to reducing the failure rate in principles of accounting but 

also to encouraging an emphasis on critical thinking in the preparation of accounting professionals. 

The practical significance of this research question was to consider the effective relationship between 

EFL learners' critical thinking and their frequency and types of informal fallacies in their argumentative 

writing the students in the second level of high school and also it can be used for different levels in different 

academic places. 

The second research question for this investigation was: Is there any significant relationship between 

EFL learners' critical thinking and their use and types of evidence in their argumentative writing? 

The present investigation involved 130-second grade female senior high school students in 

Zanjan/Iran. The students were provided their answers to the excepted items from the California Critical 

Thinking Skills Test (CCTST) to determine their critical thinking scores. Also, the participants were asked 

to write an argumentative essay and to discuss their own reasons, with the length of at least 250 words. 

Then, four types of evidence categorized in (Hoeken and Hustinx 2009)) were identified and counted within 

language learners' argumentative writings including a) Statistical, b) Anecdotal, c) Causal, d) Expert 

evidence. Having identified the evidence, each argument was also evaluated by means of evaluation 

schemes presented by (Douglas Walton, Reed, and Macagno 2008)The overall findings determined that 

there were potential and significant relationships between the participants' critical thinking and the 

frequency of use of informal fallacies within language learners' argumentative writings. 

With regard to the second research question, the results of the study suggest that critical thinking has 

relationship with and their frequency and types of evidence in their argumentative writing. The students 

who got high scores in critical thinking, had high scores in argumentative writing and the students who got 

low scores in critical thinking had low scores in argumentative writing. Therefore, the results of this study 

show there is a high relationship between critical thinking and students' argumentative writing. Rashid and 

(Abdul Rashid and Awang Hashim 2008) also present that critical thinking highly affects ESL learners’ 

overall language proficiency.  

The present findings also assert that writing skill, which is a part of general language proficiency, 

could be improved via making the learners aware of the principles of critical thinking. (Mujtaba, Parkash, 

and Nawaz 2020)also present that critical thinking strategies could be trained to the students so that they 

could be able to write more analytical pieces of writing. What is mostly emphasized in the literature is that 

critical thinking and the language skill desired to develop both should be practiced and energized through 

continual refreshing. 

The current investigation was in line with some details with previous and similar research about the 

relationship between EFL learners' critical thinking and their frequency and types of evidence in their 

argumentative writing such as (Kennison 2006); (Monteira and Jiménez‐Aleixandre 2016); (Nikou, 

Bonyadi, and Amirikar 2015); (Short, Van der Eb, and McKay 2020); (Yousefi and Mohammadi 2016). 
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Also, this study was not in line with some previous studies. For example, Stapleton (2001) in his study 

about Assessing Critical Thinking in the Writing of Japanese University Students: Insights about 

Assumptions and Content Familiarity proposed a model for assessing critical thinking in the writing of L2 

learners to determine whether content familiarity plays a role in critical thinking. Findings of a study of 45 

Japanese undergraduate students indicate that the quality of critical thought depended on the topic content, 

with a familiar topic generating better critical thinking. Results also suggested that different assumptions 

between the L1 and L2 culture may lead to misinterpretations of the critical thinking ability of L2 learners. 

Furthermore, (Zarei and Haghgoo 2012) in their study about The Relationship between Critical 

Thinking and L2 Grammatical and Lexical Knowledge study  investigated the relationship between critical 

thinking and L2 grammatical knowledge on the one hand, and the relationship between critical thinking 

and lexical knowledge on the other. To fulfil this objective, a 60-item vocabulary and grammar subtest of 

the TOEFL test and an 80–item Watson Glaser Critical Thinking questionnaire were distributed among 150 

male and female Iranians studying English as a foreign language at Azad University in Takestan, Iran. Data 

were analysed using the Pearson correlation procedure. The result of the data analysis indicated that the 

correlation between vocabulary and critical thinking was not statistically significant. The correlation 

between grammar and critical thinking was not statistically significant. 

The practical significance of this research question was to consider the effective relationship between 

EFL learners' critical thinking and their frequency and types of evidence in their argumentative writing the 

students in the second level of high school and also it can be used for different levels in different academic 

places. 

6. Conclusion  

Based on the results achieved from the first research question, there was a significant correlation 

between the participants' critical thinking and the frequency of use of informal fallacies. A statistically 

significant negative relationship was observed between the participants' critical thinking and the frequency 

of use of informal fallacies in their written argumentation. 

Based on the results achieved from the second research question, there was a potential and significant 

relationship between the participants' critical thinking and the frequency of use of informal fallacies. 
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 الجدليةالعالقة بين التفكير النقدي والتكرار والمغالطة غير الرسمية واألدلة في الكتابة 

  بريما فاسيح،سيروس إيزادباناه ،نيكو دافاربانا

 ، إيرانزنجانفرع جامعة آزاد اإلسالمية،  ،قسم تدريس اللغة اإلنجليزية

  الملخص

 غير المغالطة وتواتر ، أجنبية لغةً  اإلنجليزية اللغة لمتعلمي النقدي التفكير بين العالقة في تحقيق عن عبارة الحالية الدراسة كانت

 تم ، الغاية لهذه وتحقيقا. القضايا هذه في للتحقيق قليلة دراسات أجريت وقد. الجدلية الكتابة في واألدلة الرسمية وأنماطها،

 من عليا ثانوية مدارس 4 من إيران/  زنجان في الحكومية الثانوية المدارس في الثانوي الثاني الصف في طالبة 356 اختيار

 كامبريدج في المستوى تحديد اختبار إلى واستنادا (MCRS) المراحل متعددة العنقودية العشوائية العينات أخذ طريقة خالل

 لجمع الرئيسية المرحلة جرت. االرتباطية الدراسة هذه في وشاركن المتوسط فوق منهن ُكنَّ  طالبة 130 فقد أثبت ،)2010(

 األدلة من أنواع وأربعة (جونسون) تعريفات إلى تستند التي الرسمية غير المغالطات تحديد تم ، ثم. واحد شهر لمدة البيانات

 و(ريد) (والتون) إلى استناًدا أيًضا الحجج وُقيَِّمتْ . الجدلية اللغة متعلمي كتابات في وُحسبت Hustinkx و Hoeke في المصنفة

 النقدي التفكير بين كبير سلبي ارتباط وجود لوحظ ، وقد األول البحثي السؤال من تحقيقها تم التي النتائج على بناءً  و(ماكانيو)

 البحث سؤال من تحقيقها تم التي النتائج على وبناءً . المكتوبة حجتهم في الرسمية غير المغالطات استخدام وتواتر للمشاركين

 .الرسمية غير المغالطات استخدام وتواتر للمشاركين النقدي التفكير بين وهام محتمل ارتباط هناك كان ، الثاني

 .الرسمية غير المغالطة ، اإلثبات ، النقدي التفكير ، الجدلية الكتابة: المفتاحية الكلمات
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