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ABSTRACT 

 
 
 This dissertation focuses on the identification of creativity in narrative texts written 

by secondary school students in two different academic years following a bilingual and a 

non-bilingual programme. The texts are analysed from different perspectives: structural, 

using Labov’s Theory (1981) and linguistic, using Systemic Functional Grammar 

(Halliday, 1985-2014) and the Theory of Appraisal (Martin and White, 2005). A holistic 

analysis of the texts, based on creative features, is also conducted.  

 

 Creativity is a capacity highly debated in school contexts and is one of the 

curriculum objectives in secondary education. Research has shown that creativity is an 

innate quality to all human beings and it may be stimulated by our daily interactions in 

our personal and professional environment (Carter, 2004a; Jones, 2010, 2012; Hidalgo 

Downing, 2015). There is currently a distinction between “big C” creativity (innovative 

ideas which change the world) and “small c” creativity (everyday creativity) (Cameron, 

2011; Jones, 2012, Hidalgo Downing 2016b). However, few studies related to the 

expression of linguistic and everyday creativity in classrooms exist, hence the purpose of 

this study, which intends to contribute to throwing some light on the topic. 

 

 Fifty students were selected to take part in this study.  The participants come from 

a school located on the outskirts of Madrid, Spain. Therefore, this study explores 

secondary school written texts in English as a foreign language and written texts in 

Spanish, the participants’ mother tongue. The same subjects write a narrative in the two 

languages. Twenty-five 11 to 12 year-old students from a bilingual programme, attending 

first year of “Educación Secundaria Obligatoria” /Lower Secondary Education1 

(henceforth ESO) and other twenty-five 16 to 17 year-old students from a non-bilingual 

programme, attending 1st year of Upper Secondary Education1 (“Bachillerato”, 

henceforth Bach).  

 

 The methodology of this research paper includes (1) the analysis of a set of 

linguistic, structural and evaluative choices in travel narratives (2) the examination and 

comparison of the two narratives written in English and in Spanish (3) the exploration of 

topics and subgenres used by the participants in their narratives and finally (4) the 

examination and comparison of the narrative structure used by the participants in 

                                                
1 Translation found in the website of European Commission: http://eacea.ec.europa.eu/education/eurypedia 

 

http://eacea.ec.europa.eu/education/eurypedia
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different school years. The objective of this study is firstly, to identify creativity in the 

texts analysed, using various linguistic instruments which are designed to find different 

degrees of creativity.  Secondly, to ascertain if the foreign language could be a barrier for 

the participants’ creative capacity. Thirdly, to unveil if age and gender are factors of text 

complexity. Finally, to evaluate the relationship between the quality of the students’ 

writing and creativity.  

 

 To achieve these goals, on the one hand, quantitative analyses through analytic 

scoring procedures have been applied, and on the other hand, qualitative analysis has 

also been conducted following a holistic scoring procedure. The purpose of this 

duplication of measures is to ascertain whether there is a correlation between the 

qualitative and quantitative analyses and, if such a correlation exists, to validate rigorous 

quantitative scoring evaluations.  

 

 The results of the statistical analysis reveal that choices at the ideational and 

textual level and in the narrative structure following Labov’s model contribute to the 

expression of linguistic and textual creativity. The findings also show that choices at the 

interpersonal level in the form of evaluative language or in the way appraisal is 

expressed contribute to linguistic creativity in the narratives. The comparison of texts 

written in the two languages indicate that the narratives written in EFL reveal 

weaknesses in the students’ resources to express creativity in comparison to the 

narratives written in Spanish, the participants’ mother tongue.  

 

 The statistical results suggest that age and gender affect participants’ narratives 

regarding topic and subgenres and the results also reveal that indicators of narrative 

complexity are more frequent in students with a higher academic level. Additionally, a 

significant relationship between creativity and writing quality was found. This study 

concludes that the two different analyses, quantitative and qualitative, complement each 

other showing a correlation between them, which would validate rigorous quantitative 

scoring evaluations. Nevertheless, further research is needed and a much larger corpus 

is necessary in order to explore the implications of the present study in greater depth.  

 

Key words: Secondary schools students, narrative structure, linguistic and textual 

creativity, stylistic analysis, Appraisal. 
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RESUMEN 
 
 

 El objetivo principal de esta tesis es identificar rasgos creativos en textos 

narrativos escritos por alumnos de secundaria en dos cursos escolares distintos dentro y 

fuera del programa bilingüe. Los textos se analizan desde tres perspectivas distintas: la 

estructural según el modelo de Labov (1981), la lingüística siguiendo la Gramática 

Funcional de Halliday (1985-2004) y la teoría de la Valoración (conocida como 

Appraisal) de Martin y White (2005).  

 

 La creatividad es una capacidad muy debatida en contextos escolares y ha 

llegado a ser uno de los objetivos principales del curriculum en la educación secundaria. 

Investigaciones existentes han mostrado que la creatividad es una cualidad innata de 

todos los seres humanos y puede ser estimulada mediante interacciones diarias de 

nuestra vida personal y profesional (Carter, 2004a; Jones, 2010, 2012; Hidalgo 

Downing, 2016b). Actualmente existe la distinción entre creatividad con “C” mayúscula 

(ideas innovadoras que cambian el mundo) y creatividad con “c” minúscula (creatividad 

de la vida cotidiana). (Cameron, 2011; Jones, 2012, Hidalgo Downing 2016b). Sin 

embargo, se necesitan más estudios relacionados con la expresión de la creatividad 

lingüística del día a día en las aulas y el propósito de este estudio es arrojar algo más de 

luz sobre el tema. 

 

 Cincuenta alumnos fueron seleccionados para tomar parte en este estudio. Los 

participantes provienen de un instituto a las afueras de Madrid, España. No obstante, 

este estudio explora composiciones escritas en educación secundaria en inglés como 

lengua extranjera y en español, lengua materna de los participantes. Los mismos 

sujetos escriben en ambas lenguas. Veinticinco alumnos entre 11 y 12 años que 

pertenecen al programa bilingüe cursando primero de la ESO (Educación Secundaria 

Obligatoria) y otros veinticinco estudiantes de primer curso de bachillerato pero que no 

pertenecen al programa bilingüe y oscilan entre 16 y 17 años de edad.  

 

 La metodología para esta investigación incluye: (1) un análisis de rasgos 

lingüísticos y evaluativos en las narraciones de viaje de los participantes (2) una 

comparación de ambas narrativas escritas tanto en inglés como en español (3) un 

análisis temático de las narraciones y el subgénero empleado (4) un análisis estructural 

de los textos escritos por ambos niveles académicos. El objetivo de este estudio es en 

primer lugar identificar creatividad en los textos analizados usando instrumentos 

lingüísticos que han sido diseñados con el fin de encontrar distintos grados de 



   

 

viii 

 

creatividad. En segundo lugar, determinar si la lengua extranjera puede ser una barrera 

para el desarrollo de la capacidad creativa. En tercer lugar, descubrir si la edad y el 

género pueden ser factores en el desarrollo de la complejidad textual y finalmente, 

evaluar la relación entre la calidad de los textos de los sujetos y la creatividad.  

 

 Con el fin de cumplir con estos objetivos proporcionaré, por un lado, un análisis 

cuantitativo a través de procedimientos de evaluación analítica y por otro un análisis 

cualitativo siguiendo una baremación holística. El propósito de ambos análisis es ver si 

hay similitudes entre los dos y si se constata una correlación que valide los resultados 

de la rigurosa evaluación cuantitativa.  

  

 Los resultados estadísticos revelan que los factores conceptuales y textuales 

dentro de la estructura narrativa del modelo de Labov contribuyen a la expresión de la 

creatividad lingüística y textual. Los hallazgos del estudio también demuestran que los 

factores interpersonales en forma de lenguaje evaluativo según la teoría de la 

Valoración contribuyen a la expresión creativa en los relatos de viaje. La comparativa de 

los textos escritos en los dos idiomas indica que las narraciones escritas en el idioma 

extranjero revelan carencias en el uso de recursos creativos en comparación con las 

narrativas escritas en español, la lengua materna de los participantes.  

 

 Algunos resultados estadísticos sugieren que tanto la edad como el género 

afectan a los temas y subgéneros utilizados por los parcitipantes al escribir sus relatos y 

también revelan que los alumnos que tienen el nivel académico mayor utilizan más 

indicadores de complejidad textual. Hay que añadir que se ha encontrado una relación 

significativa entre la calidad de los textos y la creatividad. El estudio concluye que 

ambos análisis, el cualitativo y el cuantitativo, basados en rasgos creativos, se 

desarollan de forma paralela constatando una correlación, lo que validaría los resultados 

de la rigurosa evaluación cuantitativa. No obstante, se necesita realizar más 

investigación y poseer un corpus mayor para evitar caer en las generalicaciones.  

 

 

Palabras clave: Alumnos de secundaria, estructura narrativa, creatividad lingüística y 

textual, análisis estilístico, teoría del Appraisal (teoría de la apreciación o evaluación 

cognitiva). 
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SPANISH PRESENTATION 

 

 
 Esta sección presenta algunas partes de la tesis en español, en concreto, la 

introducción y a continuación las conclusiones e implicaciones del estudio. 

 

 
Introducción 

 

 
 La creatividad se ha convertido en un factor importante en la sociedad del siglo 

XXI. De hecho, se considera que la creatividad contribuye a "la prosperidad económica, 

así como al bienestar social e individual" (Ferrari, 2009: iii). Debido a esto, ha habido un 

interés considerable a lo largo de los años en los campos de la lingüística y la psicología 

en relación con la noción de creatividad. 

 

 Según Chomsky (1965: 6), "la creatividad proporciona los medios para expresar 

indefinidamente muchos pensamientos y para reaccionar apropiadamente a una serie 

indefinida de nuevas situaciones. También afirma que "existe un vínculo íntimo entre la 

capacidad creativa general de los seres humanos y su capacidad lingüística" (Chomsky, 

1966: 26) 

 

 La creatividad distingue a los seres humanos de los animales y las máquinas. 

Chomsky afirma, por tanto, que la creatividad es un rasgo esencial de todos los seres 

humanos. Todos somos capaces de transformar nuestros pensamientos en nuevas 

creaciones o innovaciones. La novedad y el lenguaje creativo pueden ser interpretados 

como libertad de pensamiento, autoexpresión e imaginación. Es evidente que debemos 

poner énfasis en los aspectos espontáneos y creativos del lenguaje. 

 

 La creatividad lingüística se puede estudiar de diferentes maneras y es un 

fenómeno digno de estudio. Es también un fenómeno multidimensional y rico que no es 

reduccionista y limitado, como lo señaló Zawada en 2005. Diciendo multidimensional, 

Zawada hizo una distinción clara entre el lenguaje como proceso y el lenguaje como un 

producto. 

 

 Por lo tanto, este estudio se centra en el lenguaje escrito, es decir, se centra en 

el lenguaje como producto, que es el resultado del pensamiento interno o de los 

procesos cognitivos. De hecho, estos dos aspectos de la creatividad lingüística no 
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pueden excluirse y estudiarlos puede contribuir a una mejor comprensión de las 

capacidades lingüísticas de los seres humanos. 

 

 Como señala Zawada, una descripción completa del lenguaje humano requiere 

un relato de la creatividad lingüística. Además, la creatividad lingüística se puede 

manifestar en todos los dominios del lenguaje (léxico, gramátical, textual y discursivo). 

Por lo tanto, este estudio intenta arrojar luz, primero sobre la relación entre los aspectos 

evaluativos del lenguaje utilizado por los estudiantes en cuanto a las opciones léxicas, 

gramaticales y textuales y, en segundo lugar, sobre la creatividad lingüística entre los 

estudiantes de secundaria. 

 

 Por lo tanto, este estudio explora composiciones escritas de la escuela 

secundaria en inglés como lengua extranjera y composiciones escritas en español, la 

lengua materna de los estudiantes. Para ello he recopilado un corpus de textos 

narrativos en inglés y en español escrito por estudiantes de secundaria. 

 

1.1. Motivación del estudio 

 
  

 La investigación presentada aquí ha sido motivada por otro estudio previo 

dirigido a obtener el Diploma de Estudios Avanzados (DEA). Algunos de los resultados 

fueron hallazgos interesantes para la comunidad de investigadores dentro del campo de 

la expresión escrita en un idioma extranjero. Sin embargo, esta investigación anterior 

dejó un área extensa de la escritura de la escuela casi intacta: capacidad creativa de los 

estudiantes en la escritura de la segunda lengua. La creatividad es una capacidad 

altamente debatida en contextos escolares y es uno de los objetivos curriculares de la 

educación secundaria. 

 

 Por lo tanto, este estudio se centra en esta capacidad cognitiva que se abordó 

brevemente en la investigación anterior de una manera cualitativa. Además, se requiere 

una investigación más sólida sobre el análisis en profundidad de la creatividad de los 

participantes desde una perspectiva lingüística. Por lo tanto, se necesitan más estudios 

relacionados con el análisis de la creatividad textual y gramatical en la Educación 

Secundaria. 
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 El tema es ciertamente desafiante y no sólo interesante desde el punto de vista 

académico, sino también, y quizá lo más importante, desde la perspectiva pedagógica. 

Este estudio tiene como objetivo obtener una mejor comprensión de la producción 

escrita de los estudiantes en términos de creatividad y los hallazgos podrían responder 

a una pregunta muy frecuente entre maestros y educadores: ¿la escuela favorece la 

creatividad? 

 

 

1.2. Estudios previos 

 

 Con el fin de desarrollar una descripción coherente de la literatura que ayudará a 

la redacción de esta tesis, se revisarán los siguientes estudios relacionados con esta 

tesis: enfoques de creatividad, escritura creativa, creatividad en la educación, 

creatividad cotidiana y narrativa creative, así como la estructura narrativa. Se 

proporcionarán una variedad de hallazgos dentro del campo de la lingüística y de la 

educación que son importantes para llevar a cabo esta investigación. Por lo tanto, estos 

estudios serán un sólido punto de partida para esta tesis que pretendo llevar a cabo. 

 

 Hoy en día, el concepto de creatividad se ha vuelto importante tanto a nivel 

individual como social para una gran variedad de dominios de tareas. Algunos de los 

autores que han investigado la creatividad y han contribuido a su progreso son Amabile 

(1988, 1993, 1996) conocida por su investigación sobre la escritura y la creatividad, 

Albert y Runco (1999), quienes son los principales investigadores de creatividad cuyo 

trabajo empírico se centra en generación de ideas y pensamiento divergente y Beguetto 

& Kaufman (2007, 2010, 2016) más conocidos por sus contribuciones teóricas al estudio 

de la creatividad. Su trabajo teórico más destacado es el Modelo Cuatro C de 

Creatividad, Craft (2001, 2002, 2005) y sus preocupaciones con la creatividad en la 

educación, Guilford (1950, 1967, 1984) y Torrance (1962, 1974), que fueron los pioneros 

de su tiempo investigando la creatividad dentro de la disciplina de la psicología, Harper 

(2013a, 2013b, 2015) un autor que se ocupa del aprendizaje de la escritura creativa; 

Kaufman y Sternberg (2006), Kozbelt, Beguetto, Runco (2010), Pennington & Welford 

(2014) y sus estudios de creatividad en composición, Sternberg y Lubart (1999) y su 

teoría de la inversión de la creatividad; Runco (1997, 2004, 2007, 2014) y Sternberg 

(2006, 2010) conocido por sus teorías de inteligencia creativa. 
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  Debido al creciente interés en la relevancia de la creatividad en el mundo, no 

sólo se pueden encontrar estudios sobre creatividad en el campo de la psicología, sino 

también investigación en el campo de la lingüística aplicada en las últimas décadas, 

como se evidencia en la creatividad cotidiana y en estudios tales como Carter (1999, 

2004a, 2008); Carter y McCarthy (2004), Cook (1997, 2000); Cropley (1997, 2005); 

García Parejo (1994); Hidalgo Downing (2013, 2016b, 2016c); Hidalgo Downing & 

Kraljevic (2011); Hidalgo Downing et al (2006); Jones (2010, 2012); Maybin y Swann 

(2006); Munat (2015) y Rodney, (2012, 2016) entre otros. Algunos de estos 

investigadores han tratado el uso de formas creativas y las funciones interaccionales, 

otros como el análisis de textos creativos y enfoques centrados en la creatividad léxica y 

gramatical, metáforas multimodales y diferentes tipos de investigación que explora 

diversas dimensiones del estudio de la creatividad. 

 

 Además, el relato integral de Pope sobre la creatividad a lo largo de períodos 

históricos, contextos culturales y límites disciplinarios rechaza concepciones que 

asocien la "creatividad" con el talento individual. En sus obras trata de entender la 

creatividad lingüística y su funcionamiento en contextos cotidianos. También, una 

variedad de estilistas con interés literario han reflexionado sobre la creatividad narrativa 

en las últimas décadas, incluyendo Crystal (1998), Burke (2014), Gregoriou (2009), 

Leech y Short (1981), Mason (2014) y Short ), entre otros. Sin embargo, la historia de la 

creatividad en el lenguaje es todavía escasa y se necesita más investigación. Sería 

interesante continuar explorando cómo los usuarios del lenguaje son lingüísticamente 

creativos. 

 

 En cuanto a la narración, muchos autores se han ocupado de la estructura 

narrativa como Barthes (1977), Bruner (1996), Halliday y Hasan (1976, 1985, 1989), 

Labov y Waletzky (1967), Riessman ), Rothery (1994 [2008]), Toolan (1998 [2009], 

2006a, 2006b, 2009a), Martín Úriz & Whittaker (2005), Martín Uriz et al (2009, 2010) han 

analizado diferentes rasgos estructurales de relatos así como la diferencia de género. 

Martín Úriz et al (2008), Romano, Martín Úriz y Peña (2010) también analizaron 

narrativas en español escritas por estudiantes de secundaria: estudiantes de inglés 

como lengua extranjera y de español como lengua materna. Por otra parte, cabe 

destacar el trabajo realizado en el campo del español como lengua extranjera por 

García Parejo (1994) y sus estudios exploratorios en narrativas habladas en aulas 

multiculturales.  
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1.3. Objetivos de investigación 

 

 Una de las tareas principales de un profesor de idiomas es la de trabajar con sus 

estudiantes para ayudarles a alcanzar un mayor grado de habilidad de su expresión 

escrita, pero no debemos olvidar que los maestros también deben ayudar a sus 

estudiantes a desarrollar el pensamiento creativo, que es otra habilidad que debe ser 

mejorada. Por lo tanto, el desarrollo de la creatividad es otra área en la que nuestros 

estudiantes deben trabajar. Además, es uno de los objetivos curriculares de la 

educación secundaria. A pesar de su relevancia en el currículo oficial, hay pocos 

estudios que se centran en la creatividad en esta etapa educativa. 

 

 Por lo tanto, uno de los principales objetivos de este estudio es analizar un 

conjunto de opciones lingüísticas y evaluativas encontradas en textos narrativos escritos 

por estudiantes de diferentes años escolares para identificar los recursos lingüísticos 

utilizados para expresar la creatividad. El texto narrativo que los participantes de este 

estudio debían escribir era una narrativa de viaje. Los estudiantes primero escribieron 

sus composiciones en inglés y en posterior en el tiempo dentro del mismo curso escolar 

tuvieron que escribir otra narrativa de viaje similar en español. Además, el hecho de que 

las composiciones estén escritas en ambos idiomas, el español como lengua materna 

de los participantes y el inglés como lengua extranjera, nos permitió determinar si la 

lengua extranjera podía ser una barrera para los participantes en términos de 

creatividad. 

 

 Otro aspecto a considerar en esta investigación es el modelo de narrativa de 

Labov (véase el capítulo 4). Este estudio se centra en la estructura narrativa utilizada 

por los participantes y sus recursos estilísticos elegidos en sus composiciones como 

indicadores potenciales de la creatividad y al mismo tiempo busca identificar las formas 

en que la evaluación se representa en los diferentes elementos estructurales narrativos. 

 

 Finalmente, este estudio también examina las diferencias de género y edad en 

las narrativas de los participantes, ya que las composiciones fueron escritas por 

estudiantes de diferentes edades (niños de entre 11-12 y  16-17 años de edad). Por esta 

razón, este estudio también explora la variedad de temas (por ejemplo, el amor, la 

traición, la desgracia, etc.) y los subgéneros elegidos (por ejemplo, drama, aventura, 

suspense, etc.) por los participantes cuando escribieron sus narrativas de viaje y cómo 

estas contribuyen a las diferencias de género y edad. Además, se prestará especial 

atención a la estructura narrativa para encontrar indicadores de complejidad estructural 
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(por ejemplo, uso de resúmenes, resoluciones múltiples o coda) debido a las diferencias 

de edad entre los participantes. 

 

 El estudio de las características lingüísticas como indicador de la creatividad en 

los textos de los estudiantes se guía por las siguientes preguntas generales de 

investigación que se analizarán en el capítulo 5: 

 

RQ1: ¿De qué manera están relacionados los recursos ideacionales que emplea el 

escritor con la creatividad? 

 

RQ2: ¿De qué manera están relacionados los recursos textuales que emplea el escritor 

con la creatividad?   

 

RQ3: ¿De qué manera están relacionados los recursos interpersonales que emplea el 

escritor con la creatividad? 

 

RQ4: ¿Las narraciones escritas en inglés revelan menos recursos creativos que las 

composiciones escritas en la lengua materna? 

 

RQ5: ¿Los factores de edad y género influyen en las narrativas de los estudiantes? 

 

 RQ6: ¿Existen indicadores de la complejidad narrativa en las narrativas escritas por 

estudiantes de Bachillerato (estudiantes de nivel superior) en comparación con los 

estudiantes de ESO? 

 

RQ7: ¿Existe alguna correlación entre la calidad de las narrativas de los estudiantes  

en términos de habilidades de escritura y grado de creatividad? 

 

Las hipótesis de investigación son las siguientes: 

 

1. Se espera que las opciones a nivel ideacional y en la estructura narrativa siguiendo el 

modelo de Labov contribuyan a la expresión de la creatividad lingüística en las 

narrativas. 

 

2. Se espera que las opciones a nivel textual y en la estructura narrativa siguiendo el 

modelo de Labov contribuyan a la expresión de la creatividad textual en las narrativas. 
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3. Se espera que las opciones a nivel interpersonal en forma de lenguaje evaluativo y la 

expresión de la evaluación contribuyan a la expresión de la creatividad lingüística en la 

narrativa. 

 

4. Se espera que el grado de creatividad en las narraciones escritas en la lengua 

extranjera sea diferente de la alcanzada en la lengua materna. 

 

5. Se espera que los dos factores, edad y género, afecten a las narrativas de los 

participantes con respecto a la elección del tema y el subgénero utilizado. 

 

6. Se espera que los indicadores de complejidad narrativa sean más frecuentes en los 

estudiantes con mayor nivel académico (estudiantes de Bachillerato). 

 

7. Habrá una correlación positiva significativa entre la calidad de la escritura y la 

creatividad. 

 

 

1.4. Organización de la tesis 

 

 La tesis comienza con una introducción que luego es seguida por una visión 

general de los antecedentes teóricos en tres capítulos diferentes. El capítulo 2 se centra 

en el concepto de creatividad, la creatividad como áreas de producto y de investigación. 

El siguiente capítulo es más específico, refiriéndose a la creatividad en los entornos 

educativos y la creatividad en niños y adolescentes. El capítulo 4 describe puntos 

importantes relacionados con la creatividad en las narrativas, haciendo especial 

hincapié en el modelo narrativo de Labov y escribiendo en contexto dentro de los 

enfoques funcionales del género y la teoría de la evolución. 

 

 Esta tesis continúa con el capítulo 5, dedicado a la descripción del estudio, su 

metodología, preguntas e hipótesis de investigación, recogida de datos e instrumentos 

para el análisis. Los resultados del estudio se explican en el capítulo 6 y la discusión de 

los hallazgos se puede encontrar en el capítulo 7. El capítulo 8 presenta las 

conclusiones que resumen el estudio y proporcionan sugerencias para futuras 

investigaciones y reflexiones dirigidas a los maestros. 

 

 Finalmente, la última parte de esta tesis incluye las referencias y apéndices. Los 

apéndices están compuestos de ocho partes diferentes. El Apéndice I proporciona las 
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tareas para el proceso de recopilación de datos. En el Apéndice II se presentan los dos 

modelos diferentes de perfiles de clasificación de ensayos de calidad utilizados en el 

estudio. El Apéndice III incluye la escala de evaluación holística utilizada por 

evaluadores externos para evaluar la creatividad de los textos de los participantes y 

otros materiales necesarios para la evaluación. En el Apéndice IV se reúnen los relatos 

recogidos en el estudio. Los instrumentos diseñados para el análisis de la creatividad y 

la complejidad del texto se muestran en el apéndice V y los esquemas creados en la 

Herramienta Corpus de la UAM para el análisis se muestran en el apéndice VI. En el 

Apéndice VII se presentan las conclusiones pertinentes. Para terminar, el apéndice VIII  

incluye varias tablas que resumen los resultados del análisis. 

 

 

1.5. Resumen del capítulo 

 

 Este primer capítulo es una introducción que explica la motivación de la presente 

tesis, que se centra en la necesidad de realizar más investigaciones sobre la creatividad 

lingüística y textual en la Educación Secundaria. A esta parte le sigue una visión general 

de los estudios anteriores relacionados con la creatividad, los textos narrativos, los 

objetivos y las preguntas de investigación a tratar. Finalmente, esta sección proporcionó 

un breve resumen de la organización de esta tesis. El siguiente capítulo se centra en la 

revisión de la literatura y proporciona los antecedentes teóricos relevantes para esta 

investigación. 
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Conclusión 
 
 

Introducción  
 
 

 Este último apartado del volumen presenta las conclusiones traducidas al 

castellano. Dichas conclusiones se obtienen en base a tres variables y muestra las 

posibles contribuciones del estudio. Además, se destacan las implicaciones 

pedagógicas para los docentes con el fin de promover la creatividad en el aula, seguidas 

por las limitaciones del estudio. Por último, se sugieren nuevas investigaciones y 

conclusiones. 

 

Resumen del estudio 
 
 
 El presente estudio explora el fenómeno de la creatividad centrado en el lenguaje 

como producto entre los estudiantes de secundaria. Investiga la relación entre los textos 

narrativos y la creatividad. El concepto de creatividad se entiende en este estudio, en 

primer lugar, como una forma de creatividad cotidiana, en segundo lugar, como una 

manifestación lingüística de las habilidades creativas del escritor y, finalmente, como 

opciones lingüísticas y estructurales en la narrativa que están relacionadas con la 

expresión del lenguaje evaluativo. Los hallazgos indican que las diferencias de edad y 

género pueden explicar ciertas diferencias en el rendimiento de los participantes en 

relación con la creatividad. Esta tesis también examina la creatividad y su relación con la 

calidad de un texto, evaluada holísticamente. 

 

 La motivación en el estudio surge debido a que la creatividad es una capacidad 

altamente debatida en contextos escolares y es uno de los objetivos curriculares de la 

educación secundaria. Por lo tanto, la educación y los profesores se consideran 

centrales para fomentar las habilidades creativas como una meta educativa 

fundamental. Hoy en día, como vivimos en un mundo complejo e incierto, el tema de la 

creatividad juega un papel importante para encontrar soluciones para el desarrollo de la 

sociedad del siglo XXI. Como destaca Ferrari (2009: iii), "La creatividad se conceptualiza 

como una habilidad para todos. Es una capacidad que todos pueden desarrollar y por lo 

tanto puede ser fomentada o, de igual modo, inhibida".  
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 La literatura sobre creatividad se revisa en el capítulo 2, que describe el 

concepto de creatividad y proporciona una perspectiva histórica de la creatividad 

prestando especial atención a la distinción entre la creatividad "C grande", que se refiere 

a genios inspirados que se desvían de la norma para crear algo original y nuevo, y 

"pequeña creatividad ordinaria y cotidiana para cada individuo, con el fin de resolver 

problemas diarios y lidiar con nuevas situaciones" (Cameron, 2011, Carter y McCarthy, 

Carter, 2007, Hidalgo Downing , 2016b, Maybin & Swann, 2007, Pennington, 2012, 

Richards, 2010, entre otros). Dentro del marco teórico, el capítulo 3 se centra en la 

creatividad en la educación, discutiendo la figura del maestro y el papel de la creatividad 

en el currículo, seguido por la investigación en dicho campo. A continuación, el capítulo 

4 se refiere a la importancia de la escritura creativa y proporciona una visión general de 

la concepción del género narrativo, describiendo la estructura narrativa de Labov y 

enfoques de género como la Lingüística Funcional Sistémica de Halliday y la Teoría de 

la Valoración  (conocida como Appraisal) de Martin y White. 

 

 El capítulo 5 presenta la metodología, con el objetivo principal de identificar la 

creatividad en textos narrativos escritos por estudiantes de secundaria en dos años 

académicos diferentes dentro de un programa bilingüe y no bilingüe. Esto se logró a 

través del análisis de un conjunto de características lingüísticas, estructurales y 

evaluativas de los datos recogidos. Otros objetivos del estudio son comparar las 

narrativas escritas tanto en español (lengua materna) como en inglés (lengua extranjera) 

y examinar las narrativas de los alumnos para determinar si existe una relación entre 

edad y género y grado de creatividad, complejidad textual y calidad de la escritura. 

 

 En el capítulo 6, los resultados estadísticos de las diversas características de las 

narrativas muestran que (1) las elecciones a nivel ideacional y en la estructura narrativa 

siguiendo el modelo de Labov contribuyen a la expresión de la creatividad lingüística; 

que (2) las elecciones a nivel textual y en la estructura narrativa siguiendo el modelo de 

Labov contribuyen a la expresión de la creatividad textual, (3) que las elecciones a nivel 

interpersonal en forma de lenguaje evaluativo y la expresión de valoración contribuyen a 

la expresión de creatividad lingüística; (4) que el grado de creatividad en las narraciones 

escritas en la lengua extranjera es diferente del alcanzado en la lengua materna; (5) que 

la edad y el género afectan las narrativas de los participantes en lo que se refiere a la 

temática elegida en los relatos y el subgénero utilizados; (6) que los indicadores de 

complejidad narrativa son más frecuentes en los estudiantes con un nivel académico 

más alto; y (7) que existe una relación entre la calidad de la escritura y la creatividad. 
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 La discusión de estos hallazgos en el capítulo 7 sugiere que existe una relación 

entre las opciones léxicas, gramaticales y estructurales y el grado percibido de 

creatividad en las narrativas de los dos niveles académicos. Sin embargo, las 

características más creativas se muestran en los textos escritos por los estudiantes más 

jóvenes con respecto a estas características comunicativas. En cuanto al uso de los 

dispositivos evaluativos, como se vio en el capítulo 7, los estudiantes de los dos niveles 

académicos muestran un alto nivel de lenguaje evaluativo en sus narrativas. Vale la 

pena señalar que aunque los estudiantes de ESO y Bachillerato expresan la evaluación 

de diferentes maneras, el uso del lenguaje evaluativo en ambos casos contribuye a la 

creatividad, generando un sentido de implicación en el lector. Este estudio también 

muestra que las narrativas escritas en el idioma extranjero revelan debilidades en los 

recursos que los estudiantes seleccionan para producir textos creativos, en comparación 

con los textos escritos en la lengua materna de los participantes. Se evidencia que los 

estudiantes usan estrategias más creativas en español que en inglés y que el idioma 

extranjero parece ser una barrera para la capacidad creativa de los participantes. 

 

 En cuanto a las diferencias de género, los resultados revelan que los textos 

escritos por las mujeres proporcionan una mayor manifestación de la creatividad 

lingüística que los textos escritos por los hombres que, por otro lado, muestran más 

indicadores de la complejidad del texto. Además, los temas y subgéneros elegidos por 

hombres y mujeres también muestran diferencias entre ellos. Mientras que las mujeres 

generalmente prefieren el amor como tema y el romance como subgénero, los varones 

optan por temas como la supervivencia y el miedo y subgéneros como la aventura y la 

fantasía. Con respecto a la edad, los estudiantes más jóvenes parecen estar 

preocupados por la idea de comenzar una nueva vida fuera de casa y un gran número 

de ellos escriben sobre el tema: un nuevo comienzo. Por otro lado, los estudiantes de 

Bachillerato prefieren escribir sobre asumir riesgos, sobre la felicidad y la emoción, 

típico en la adolescencia. 

 

 La siguiente variable del estudio busca explorar la relación entre la edad y el 

género y el grado de complejidad del texto. Los resultados indican que los estudiantes 

con un nivel académico más alto son capaces de escribir textos más complejos y, como 

muestra la puntuación holística, textos de mayor calidad. Este hallazgo se debe 

posiblemente al hecho de que los participantes más experimentados tienen un mayor 

dominio de competencia lingüística en su lengua materna y también han desarrollado 

habilidades de pensamiento crítico. Por último, el estudio también muestra una 
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correlación positiva significativa entre la creatividad y la calidad de la escritura, la 

creatividad y la complejidad del texto y la calidad de la escritura y la complejidad del 

texto. 

 

 En conclusión, los resultados de este estudio contribuyen a arrojar luz sobre el 

análisis de la creatividad en la escritura como producto, aunque se necesita más 

investigación. 

 

Contribuciones del estudio 
 
 
 

 Los resultados contribuyen al campo de la investigación de la creatividad 

cotidiana y a la investigación en el campo de la escritura en general en la lengua 

materna y en la lengua extranjera. Además, este estudio contribuye al análisis de la 

interlengua2, ya que los participantes producen textos inter-lenguajes cuando escriben 

sus narrativas en el idioma extranjero. Por otra parte, los instrumentos diseñados para 

los análisis cuantitativos muestran resultados interesantes que parecen jugar un papel 

importante en la diferenciación de la expresión de creatividad en los dos niveles 

académicos y entre mujeres y varones. Se ha demostrado una relación entre el uso del 

lenguaje evaluativo y los grados percibidos de creatividad en las narrativas de los 

participantes. 

 

 Al mismo tiempo, se ha demostrado que existe una correlación entre los dos 

análisis realizados, el cualitativo y el cuantitativo. Es más, el instrumento lingüístico 

diseñado para este estudio, que ha sido validado con resultados cuantitativos rigurosos, 

podría ser de gran utilidad para otros estudios sobre escritura creativa, permitiéndoles 

medir cuantitativamente la creatividad en escritos. Esto también podría ser una 

herramienta útil para los profesores, investigadores y escritores entre otros, que 

simplemente desean mejorar su nivel de escritura creativa o la de sus estudiantes en el 

campo de la escritura creativa. Este estudio ayudará a dar a los profesionales una mejor 

comprensión de cómo mejorar e incluso cuantificar la creatividad. 

 

 

                                                
2 La interlengua es un sistema lingüístico emergente que ha sido desarrollado por un alumno que estudia  

una lengua extranjera que aún no ha llegado a tener ese dominio de dicha lengua, pero que se aproxima al 
idioma de destino. 
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 El objetivo principal de este estudio, que es la exploración de la creatividad en la 

expresión escrita de los estudiantes, es todo un desafío y no sólo es interesante desde 

el punto de vista académico, sino también, y quizá lo más importante, desde una 

perspectiva pedagógica. Esta tesis contribuye a una mejor comprensión de la 

producción escrita de los estudiantes en términos de creatividad. Como se ve en el 

capítulo 5, los psicólogos, los lingüistas y los educadores prestan particular atención a la 

narrativa como una forma creativa de comunicación entre las personas en forma de 

historias (Trzebinski 2000 citado en Alberski, 2012) y el género narrativo de viajes tiende 

a ser más abierto a un trabajo creativo y transformador discursivo (Kress, 2000 citado 

por Dolougham, 2006). Por lo tanto, el análisis de la tarea de la expresión escrita en 

ambos idiomas por parte de los estudiantes también ha mostrado una importante 

implicación pedagógica, que es la necesidad de destacar la escritura creativa en el aula. 

 

 En general, los profesores saben cómo fomentar la creatividad a través de su 

enseñanza, sin embargo, la mayoría de ellos perciben la creatividad en sus estudiantes 

intuitivamente. Los resultados de este estudio han identificado diferentes parámetros 

lingüísticos que contribuyen a mejorar la escritura creativa en el aula. Por lo tanto, los 

profesores pueden promover objetivamente estas características para permitir que los 

estudiantes realicen su potencial creativo, no sólo académico sino como individuos, 

desarrollando las habilidades creativas que pueden ayudarles en todos lo ámbitos de la 

vida. Tal como lo define Harper (2015: 498) "La escritura creativa es la acción de escribir 

creativamente, fomentada por la imaginación humana y el intelecto, empleando 

conocimiento personal y cultural". Por lo tanto, este estudio ha demostrado que la 

escritura creativa también requiere conocimientos lingüísticos. 

 

 El análisis del lenguaje creativo ha sido de gran importancia y la creatividad 

cotidiana en el lenguaje ha sido influyente dentro de la lingüística aplicada en los últimos 

años. Los usos creativos del lenguaje se manifiestan en muchos contextos diferentes. 

Los usos creativos del lenguaje hablado han sido ampliamente investigados. Muchos 

académicos han centrado sus estudios en el análisis de la interacción oral diaria, como 

Adolphs & Carter, 2003; Carter 2004; Carter y McCarthy, 2004; Chiaro, 1992; Cook, 

1996, 2000; Crystal, 1998; Gillen, J & Goddard, 2000; Labov, 1972. Otros estudios 

relacionados con la creatividad cotidiana en el lenguaje incluyen Cropley, 2005; Hidalgo 

Downing, 2013, 2015, 2016; Jones, 2010, 2012; Maybin & Swann, 2007; Rodney, 2012, 

2013 entre otros. Sin embargo, este estudio explora aspectos de la creatividad del 

lenguaje y proporciona algunos hallazgos innovadores en relación con las producciones 

escritas de los estudiantes en términos de creatividad lingüística y textual. Sin embargo, 
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todavía hay muy pocos estudios relacionados con la creatividad lingüística en el aula, 

por lo tanto, se necesitan más estudios relacionados con la escritura creativa en la 

Educación Secundaria.  

 

 

Investigación adicional 

 
  
 Aunque esta tesis ha contribuido al análisis de la creatividad lingüística en textos 

narrativos, sería necesario realizar más investigaciones con un mayor número de 

sujetos para poder trasladar estos hallazgos a otros contextos. El contexto de la 

investigación incluyó sólo una escuela secundaria en Madrid, España. Se recogió un 

corpus mucho más grande para este estudio. Sin embargo, el resto de estudiantes no 

tuvieron el nivel de competencia lingúística necesario para participar en esta 

investigación. Por lo tanto, un corpus mucho más grande y otros contextos de 

investigación son necesarios para hacer generalizaciones. 

 

 Como se mencionó anteriormente, este estudio ha identificado la necesidad de 

nuevas investigaciones y los resultados han abierto nuevas áreas de investigación. Un 

campo de investigación interesante son las posibles diferencias en el rendimiento de 

escritura de los participantes más jóvenes cuatro años más tarde, es decir, cuando han 

alcanzado el mismo año académico que el grupo de estudiantes mayores analizados en 

este estudio, los de primero de Bachillerato. Este estudio hipotético revelaría si los 

mismos participantes siguen caminos similares o, por el contrario, si su mayor nivel de 

experiencia, conocimiento, estilo de pensamiento, habilidades críticas y capacidad 

lingüística pueden explicar diferentes resultados debido a su diferente rango de edad. 

 

 En resumen, aunque este estudio arroja luz sobre la cuestión de la creatividad en 

los textos narrativos, el impacto de la investigación sobre la creatividad en la educación 

no ha sido tan fuerte como podría serlo y se requiere una investigación adicional.  

 

 

Comentarios finales 

 
 
 El objetivo principal de este estudio ha sido proporcionar una mejor comprensión 

de la producción escrita de los estudiantes en términos de creatividad. La 

preponderancia de la creatividad lingüística tiene implicaciones inmediatas en diversos 
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sectores, incluida la educación. El aprendizaje creativo y la enseñanza innovadora son 

la clave para un sistema educativo que valora la creatividad en el aula. Por lo tanto, 

estimular la creatividad tendrá efectos positivos en las habilidades de aprendizaje y los 

maestros que incluyen la creatividad como parte del currículo regular proveerán a sus 

estudiantes con confianza y competencia en su expresión creativa. No debemos olvidar 

que la creatividad se ve hoy en día como un factor esencial para una sociedad más 

competitiva y dinámica. 
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Chapter 1: Introduction 
 
 
 

 Creativity has become increasingly important for the society of the 21st century. In 

fact, it is widely considered that creativity contributes to “economic prosperity as well as 

to social and individual wellbeing” (Ferrari, 2009: iii). Due to this fact, there has been 

considerable interest over the years in the fields of linguistics and psychology in relation 

to the notion of creativity. 

 

 According to Chomsky (1965: 6) “creativity provides the means for expressing 

indefinitely many thoughts and for reacting appropriately in an indefinite range of new 

situations. He also states that “there is an intimate link between the general creative 

capacity of human beings and their linguistic ability” (Chomsky, 1966:26) 

 

 Creativity distinguishes human beings from both animals and machines. 

Chomsky therefore affirms that creativity is an essential trait of all human beings. We are 

all able to transform our thoughts into novel creations or innovations. Novelty and 

creative language can be interpreted as freedom of thought, self-expression and 

imagination. It is clear that we should put emphasis on the spontaneous and creative 

aspects of language. 

 

 Linguistic creativity can be studied in different ways and it is a phenomenon 

worthy of study. It is also a multi-dimensional and rich phenomenon which is not 

reductionist and limited, as pointed out by Zawada in 2005. By saying multi-dimensional, 

Zawada made a clear distinction between language as a process and language as a 

product. 

 

 This study, therefore, focuses on the written language, in other words, it focuses 

on the language as product, which is the result or output of internal thought or cognitive 

processes. In fact, these two aspects of linguistic creativity cannot exclude each other 

and studying them might contribute to a better understanding of the linguistic abilities of 

human beings. 

 

 As Zawada points out, a complete account of human language requires an 

account of linguistic creativity. Moreover, linguistic creativity can be manifested in all 

domains of language (lexis, grammar, text and discourse). Thus, this study tries to shed 

light, first on the relationship between evaluative aspects of language used by the 
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students concerning lexical, grammatical and textual choices and, second, on linguistic 

creativity among secondary school students.  

 

 This study therefore explores secondary school written compositions in English 

as a foreign language and written compositions in Spanish, the students’ mother tongue. 

For this purpose I have collected a corpus of narrative texts in English and in Spanish 

written by secondary school students. 

 
 

1.1. Motivation for the study 
 

 

 The research presented here has been motivated by another previous study 

aimed at obtaining the diploma of “DEA”3. Some of the results were interesting findings 

for the research community in L2 writing. However, this previous research left a wide 

area of school writing almost untouched: students’ creative capacity in second language 

writing. Creativity is a capacity highly debated in school contexts and is one of the 

curriculum objectives in secondary education.  

 

 Thus, this study focuses on this cognitive capacity that was briefly addressed in 

the previous research in a qualitative manner. Besides, more solid research is required 

on the in-depth analysis of the participants’ creativity from a linguistic perspective. 

Therefore, more studies related to the analysis of textual and grammatical creativity in 

Secondary Education are needed.  

 

 The topic is certainly challenging and not only interesting from an academic point 

of view but also, and perhaps most importantly, from the pedagogical perspective.  This 

study aims at gaining a better understanding of students’ written production in terms of 

creativity and the findings might answer one very frequent question among teachers and 

educators: does school favour creativity? 

 

 

                                                
3 DEA: Diploma de Estudios Avanzados (Diploma of Postgraduate Studies obtained after successfully 
completed the taught and research elements which form part of the programme of a doctorate in Applied 
Linguistics in the Department of English, in accordance with the provisions laid down by the Royal Decree 
778/98 of 30

th
 April (published in the Official State Bulletin 1

st
 May), which accredits the writer of this 

dissertation as a researcher in the subject of English Language. Translation certified by Karen Jacob, a 
sworn translator. 
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1.2. Previous studies 
 
 

 In order to develop a coherent description of the literature that will help in the 

writing of this dissertation, the following studies that are related to this thesis will be 

reviewed: approaches to creativity, creative writing, creativity in education, everyday 

creativity and creative narrative as well as narrative structure. A variety of research 

findings in the field which are important for carrying out this investigation will be provided. 

Therefore, these studies will be a solid starting point for this thesis I intend to carry.  

 

 Nowadays, the concept of creativity has become important at both an individual 

and a societal level for a great variety of task domains.  Some of the authors who have 

investigated creativity and have contributed to its progress are Amabile, (1988, 1993, 

1996) known for her research on writing and creativity, Albert & Runco (1999) who are 

both leading creativity researchers whose empirical work focuses on idea generation and 

divergent thinking and Beguetto & Kaufman (2007, 2010, 2016) best known for their 

theoretical contributions to the study of creativity. Their most prominent theoretical work 

is the Four-C Model of Creativity, Craft (2001, 2002, 2005) and her concerns with 

creativity in education, Guilford (1950, 1967, 1984) and Torrance (1962, 1974) who were 

the pioneers of their time researching creativity within the discipline of psychology, 

Harper (2013a, 2013b, 2015) an author who is concerned with the learning of creative 

writing; Kaufman & Sternberg (2006), Kozbelt, Beguetto, Runco (2010), Pennington & 

Welford (2014) and their studies of creativity in composition, Sternberg and Lubart 

(1999) and their investment theory of creativity; Runco (1997, 2004, 2007, 2014) and 

Sternberg (2006, 2010) known for his theories of creative intelligence. 

 

  Due to the growing interest in the relevance of creativity in the world, not only can 

studies on creativity regarding the field of psychology be found, but also research on the 

field of language studies and applied linguistics for the last decades, as evidenced in 

everyday creativity studies such as Carter (1999, 2004a, 2008); Carter & McCarthy 

(2004), Cook (1997, 2000); Cropley (1997, 2005); García Parejo (1994); Hidalgo 

Downing (2013, 2016b, 2016c); Hidalgo Downing & Kraljevic (2011); Hidalgo Downing et 

al (2006); Jones (2010, 2012); Maybin and Swann (2006); Munat (2015) and Rodney, 

(2012, 2016) amongst others. Some of these researchers have dealt with the use of 

creative forms and the interactional functions, others with the analysis of creative texts 

and approaches focusing on lexical and grammatical creativity, multimodal metaphors 

and different types of research which explores various dimensions of the study of 

creativity.  
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 Moreover, Pope’s (2005, 2012) comprehensive account of creativity across 

historical periods, cultural contexts, and disciplinary boundaries rejects conceptions that 

would associate “creativity” with individual’s talent. In his works, he tries to understand 

linguistic creativity and how it works in everyday contexts. Also, a variety of stylisticians 

with literary interest have reflected on narrative creativity in the last decades, including 

Crystal (1998), Burke (2014), Gregoriou (2009), Leech & Short (1981), Mason (2014) 

and Short (1996), among others. However, the history of creativity in language is still 

scarce and further investigation is needed. It would be interesting to continue exploring 

how language users are linguistically creative. 

 

 Regarding narration many authors have dealt with the narrative structure such as 

Barthes (1977), Bruner (1996), Halliday and Hasan (1976, 1985, 1989), Labov (1972, 

1997), Labov & Waletzky (1967), Riessman (2004), Rothery (1994 [2008]), Toolan (1998 

[2009], 2006a, 2006b, 2009a). Within the context of English as a foreign language writing 

in Spanish secondary schools, Martín Úriz & Whittaker (2005), Martín Uriz et al (2009, 

2010) have analysed different structural features of recounts as well as gender 

difference Martín Úriz et al (2008). Romano, Martín Úriz and Peña (2010) have also 

analysed narratives in Spanish written by secondary school students: English learners of 

Spanish and Spanish native speakers. Moreover, it is worth mentioning the work 

conducted in the field of Spanish as a Foreign Language by García Parejo (1994) and 

her exploratory studies in spoken narratives in multicultural classrooms.  

 
 

1.3 Research objectives 
 
 The main task of a language instructor is to work with their students to help them 

achieve a higher degree of writing proficiency, but we must not forget that teachers 

should help their students develop creative thinking, which is another skill that must be 

enhanced. Therefore, the development of creativity is another area that our students 

must work on. Moreover, it is one of the curriculum objectives in secondary education. 

Despite its relevance in the official curriculum, there are few studies which focus on 

creativity at this educational stage. 

     Therefore, one of the main goals of this study is to analyse a set of linguistic and 

evaluative choices found in narrative texts written by students from different school years 

in order to identify the linguistic resources used to express creativity. The narrative text 

which participants were required to write was a travel narrative. Students firstly wrote 

their compositions in English and at a later stage they had to write another similar travel 
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narrative in Spanish. Additionally, the fact that the compositions were written in both 

languages, Spanish as the participants’ mother tongue and English as their foreign 

language, allowed us to ascertain whether or not the foreign language could be a barrier 

for the participants in terms of creativity. 

 

  Another issue to consider in this investigation is Labov’s model of narrative (see 

chapter 4). This study focuses on the narrative structure used by the participants and 

their stylistic devices chosen in their compositions as potential indicators of creativity and 

at the same time it aims at identifying the ways in which evaluation is encoded in the 

different narrative structural elements. 

 

 Finally, this study also examines gender and age differences in the participants’ 

narratives, since compositions were written by students of different ages (12 year-old 

and 17 year-old boys and girls). For this reason, this study also explores the variety of 

topics (e.g., love, betrayal, misfortune, etc.) and subgenres chosen (e.g., drama, 

adventure, suspense, etc.) by the participants when they wrote their travel narratives, 

and how these contribute to gender and age differences. Besides, special attention will 

be paid to the narrative structure in order to find indicators of structural complexity (e.g. 

use of abstracts, multiple resolutions or coda) due to the age differences between 

participants. 

 

The study of linguistic features as indicator of creativity in the students’ texts is guided by 

the following general research questions, which will be discussed in chapter 5: 

 

RQ1: In what way are choices expressed at the ideational level related to creativity? 

 

RQ2: In what way are choices expressed at the textual level related to creativity? 

 

RQ3: In what way are choices expressed at the interpersonal level related to creativity? 

 

RQ4: Do the narratives written in English reveal fewer creative resources than the 

compositions written in the mother tongue? 

RQ5: Do age and gender factors affect students’ narratives? 

 

 RQ6: Are there any indicators of narrative complexity in the narratives written by 

students of Bachillerato (higher level students) compared to students of ESO? 
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RQ7: Is there any correlation between the quality of the students’ narratives in terms of 

writing skills and degree of creativity? 

 

The research hypotheses are the following: 

 

1. Choices at the ideational level and in the narrative structure following Labov’s model, 

are expected to contribute to the expression of linguistic creativity in the narratives. 

2. Choices at the textual level and in the narrative structure following Labov’s model, are 

expected to contribute to the expression of textual creativity in the narratives. 

3. Choices at the interpersonal level in the form of evaluative language and the 

expression of appraisal are expected to contribute to the expression of linguistic 

creativity in the narrative. 

4. The degree of creativity in the narratives written in the foreign language is expected to 

be different from that achieved in the mother tongue. 

5. The two factors, age and gender, are expected to affect participants’ narratives 

regarding topic choice and subgenre used. 

6. Indicators of narrative complexity are expected to be more frequent in students with a 

higher academic level (students of Bachillerato). 

7. There will be a significant positive correlation between writing quality and creativity.  

 
 

1.4. Organisation of the thesis 
 
 

 The thesis starts with an introduction which is then followed by an overview of the 

theoretical background in three different chapters. Chapter 2 focuses on the concept of 

creativity, creativity as product and research areas on creativity. The next chapter is 

more specific, referring to creativity in educational settings and creativity in children and 

teenagers. Chapter 4 describes important points related to creativity in narratives placing 

special emphasis on Labov’s narrative model and  writing in context within the Functional 

approaches to genre and Appraisal Theory.  

 

 This dissertation continues with chapter 5, which is devoted to the description of 

the study, its methodology, research questions and hypotheses, data collection and the 

analysis of data, where this study provides the instruments for the analysis. The results 

of the study are explained in chapter 6, and the discussion of findings can be found in 

chapter 7. Chapter 8 presents the conclusions, which summarise the study and provide 

suggestions for further research and reflections addressed at teachers.  
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 Finally, the last part of this dissertation includes the references and appendices. 

The appendices are comprised of eight different parts. Appendix I provides the tasks for 

the data collection process. Appendix II presents the two different models of quality 

essay rating profiles used in the study. Appendix III includes the holistic evaluation scale 

used by external raters to assess creativity of the participants’ texts and other necessary 

materials for the evaluation. Appendix IV gathers the narratives collected in the study. 

The instruments designed for the analysis of creativity and text complexity are displayed 

in appendix V and the schemes created in the UAM Corpus Tool for the analysis are 

displayed in appendix VI. Appendix VII presents the relevant findings. To finish, appendix 

VIII includes several tables which summarise the results of the analysis. 

 
 

1.5. Chapter summary 
 
 
 This first chapter is an introduction which explains the motivation behind the 

present dissertation, which focuses on the need to carry out further research on textual 

creativity in Secondary Education. This part was followed by an overview of previous 

studies related to creativity and narrative texts and the objectives and research questions 

to be addressed. Finally, this section provided a brief summary of the organisation of this 

thesis. The next chapter focuses on the review of the literature and provides the relevant 

theoretical background for this investigation. 
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“Creativity is not only a property of especially skilled and gifted language users, but is 
pervasive in routine everyday practice” 

 

(Janet Maybin and Joan Swann 2007b: 497) 
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Chapter 2 : Theoretical background: Creativity 

 

 
2.1. Introduction    

 

2.2. The concept of creativity        

  

2.3. Creativity as product          

             

2.4. A historical perspective of creativity      

  

2.5. Chapter summary 
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Chapter 2:  Theoretical framework: Creativity 
 
 

2.1. Introduction 
 
 

 “Creativity is the ability to produce work that is both novel (i.e. original, 

unexpected) and appropriate” (i.e., useful, adaptive concerning task constraints) 

(Lubart, 1994, Sternberg, 1999, 2006, 2010; Sternberg & Lubart, 1995a, 1995b, 1996, 

1999: 3 and cited in Ferrari et al 2009: 5 & Hidalgo Downing 2015: 108). 

 

 According to Sternberg and Lubart (1999: 3, [2000, 2002, 2003, 2004]), 

“creativity is a topic of wide scope that is important at both the individual and societal 

levels for a great variety of domains. At an individual level, creativity is relevant, for 

example, when one is solving problems at work or in daily life. At a societal level, 

creativity can lead to new scientific findings, new movements in art, new inventions and 

new social programs”. For them, creativity also brings economic profits since new 

products can also generate more income and create more job opportunities. Moreover, 

individual organisations and societies need to be creative in order to progress and to 

adapt to new demands in order to remain competitive. 

 

 As reported by Runco and Jaeger (2012), “creativity is a complex, 

multidimensional psychological construct involved in the fulfilment of the human 

potential to produce, notice and appreciate beauty, excellence and skilled performance 

in all domains of life-nature, art, science and everyday experience. Creativity requires 

both originality and effectiveness” (Runco & Jaeger, 2012 as cited by Rački, 2015: 

467). It also refers to the singularly complex human capacity to produce novel ideas, 

provide new solutions and express oneself in a unique manner. This capacity to be 

creative is evident in virtually all aspects of human life engaged in language and 

communication, choice and decision-making, as well as planning and organisation 

(Runco and Pritzker, 2011; Sawyer, 2012). 

 

 The chapter begins with a brief introduction on creativity followed by a section, 

which explores the concept of creativity focusing on creativity as product. Finally, the 

chapter concludes with a historical perspective in relation to creativity. 
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2.2. The concept of creativity 

 
 The concept of creativity is, today, a “rising value, both for personal 

development and for professional training and success, in a society that must adapt to 

ever more demanding expectations or goals. The term creativity seems to honour its 

meaning, since the concept itself has evolved from the conception of genius to that of 

potentiality and even that of social value, that is, creativity presents itself as a constant 

development of its own identity. A concept that, as we see, has been adapted to its 

time and to the continuous social demands, which evolution, change of perspective or 

innovation entails” (Fuentes Ramos et al, 2004: 1). 

 

 Thus, there have been historical changes in the concept of creativity and it has 

been adapted to its era. The earliest accounts of creativity were based on divine 

intervention. It is argued that a person was only creative when the Muse dictates. Many 

people seemed to believe that creativity was a spiritual process and it was closely 

related to having a Muse as a source of inspiration. That is the reason why creativity 

has been viewed in terms of divine inspiration or individual genius in the past century. 

However, the concept of creativity has gradually lost its connection with its origins. 

 

 The current concept of creativity reflects the contemporary educational theory 

and practice and it has relatively recent origins. Creativity has actively been studied in 

the last fifty years or so.  In the last century, especially in the second half, there have 

been attempts to deal with this concept from a scientific viewpoint. This new attitude to 

creativity was given its greatest impetus by Guilford in 1950. 

 

 In 2007, Runco pointed out that “the concept of creativity has its own history, 

taking an intellectual path that was for two centuries independent of the 

institutionalization and conceptualization of research” (2007:4). Creativity and research 

were not related to each other and they have had to undergo different intellectual 

transformations in order to initiate scientific research. As a matter of fact, it took many 

decades for creativity to be recognised as a desirable skill in institutional settings and 

for the concept of creativity to be pertinent in the many debates with regard to the 

meaning of ideas such as “imagination, originality, genius, talent, freedom, and 

individuality” (Ibid).  

 

 Despite the fact that the meaning of the word creativity has varied over time, the 

main assumptions of creativity have been become established over the past century. 
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Furthermore, in the last two decades, the notion of “creativity” has been represented in 

every facet of human life, from education to management. A hundred years ago, 

creativity was associated with the innate talent of an individual, such as scientists or 

gifted artists (poets, painters, composers). Nowadays everyone is expected to be 

creative; therefore, creativity has turned its attention to the everyday creative practices 

of ordinary people and there has been a recent surge in interest in everyday creativity 

in language. In 2004, Carter provides a critical deconstruction of keywords such as 

“creativity”, “novelty”, “genius”, “originality” as part of his argument for the recognition of 

everyday creativity (cited by Maybin and Swann, 2007a: 491). In 2005, Pope rejects 

the appearance of western conceptions that would relate creativity with specific 

talented individuals.  

 

 Similarly to Carter and Pope, Maybin & Swann also point out the 

democratisation of creativity and examine recent work by researchers who claim that 

“creativity in language is not only a property of particularly skilled and gifted language 

users, but is pervasive in routine everyday practice” (Maybin & Swann, 2007b: 497 and 

also cited in Szerencsi, 2010: 287). This “democratisation of creativity” as Maybin and 

Swann highlighted in 2007, is also reflected in academic research in a variety of 

disciplines, for example, psychology, sociology, anthropology and linguistics. In fact, 

the prevalence and significance of linguistic creativity in everyday situations is now 

widely recognised in applied linguistics research (Tannen 1989 [2007]; Cook 2000; 

Carter 2004a; Jones, 2010, 2012; Littlemore & Tagg 2016; Maybin & Swam, 2007b; 

Hidalgo Downing 2016a; Veale 2012 and others).  

 
 

2.3. Creativity as product 
 
 

  In psychology in particular, researchers have been interested in creativity as a 

mental process and as a cognitive model (Runco, 2003; Sternberg & Lubart 1991, 

1995a, 1995b, among others). However, other studies related to linguistics, literature, 

art and the humanities have paid close attention to creativity as product and they have 

usually had the text as their starting point as products which can be analysed in 

different areas such as art, literary linguistics and education, among others.  

 

 Creativity in the product approach can be defined as “new ideas that are 

surprising yet intelligible, and also valuable in some way” (Boden 2001: 95). For Marín 

(1980), products are the results of creative innovation and are valuable to help society 
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progress. Many researchers such as Torrance and Amabile have identified products as 

a manifest of “novelty, appropriateness and problem-solving” (Tin, 2011: 216). In the 

same line, we have researchers such as Runco and Jaeger (2012: 92) who affirm that 

a creative product is one that is determined to be both “original and effective”. The level 

of originality  is defined in terms of “its novelty, uniqueness or statistical rarity” as 

Abraham points out (2015: 4). 

 

 There are some approaches focusing on the creative properties of products, 

expressed in any semiotic mode; textual, verbal or visual. Most works within linguistic 

approaches to everyday creativity Carter (1999; 2004a), Cook (2000), Crystal (1998), 

Hidalgo Downing (2013, 2016b, 2016a), Maybin and Swann (2006, 2007), Carter & 

McCarthy (2004) are also primarily product oriented. Nevertheless, these approaches 

make use of principles from discourse analysis (Norris and Jones, 2005; Jones 2012) 

where creativity is seen as a strategic way to solve a problem or alter a situation or a 

set of social relationships.  

 

 An approach related to creativity in the product is discourse analysis, which has 

become interested not only in texts but also in how people interpret and use discourse 

in social interactions. For example, Carter argues that not only are literary features of 

everyday talk important, but also the communicative functions of these features in the 

different social and cultural contexts and forms of social interaction. Other linguistic 

approaches cited by Jones in 2015 which are product oriented are, for example, 

approaches focusing on lexical or grammatical creativity (Munat, 2015), on figures of 

speech such as metaphors and puns (Bell, 2016; Hidalgo Downing, 2016b; Littlemore 

& Tagg 2016; Tin, 2011), and also on underlying systemic or cognitive mechanisms 

that result in the generation of creative linguistic forms (Langlotz, 2016).  

 

 Other researchers, for example, J.P. White (1989: 62) claims that “the ascription 

of creativity is dependent upon the creation of a product”. Moreover, E. Thomas Dowd 

(1989: 233) affirms that “unless one produces something, one cannot be creative”. 

Thus, pure mental activity without a resulting product is not creativity. He believes that 

this distinction is important since people often assume that thought is in itself creative 

and true creativity is invention, or at least the process of making something new. 

Moreover, other authors such as Beguetto and Runco (2010: 24) point out that 

“probably the most objective approaches to creativity focus on products” including 

works of art, publications, advertisements, jokes, compositions, and so on. Products 

can usually be counted, analysed or judged.  
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 Finally, one of the most practiced approaches in schools around the world is the 

end-product approach, which sees creativity as a process that results in a product or 

work output. This writing approach encourages students to produce an end product 

which may be likened to a model essay or a specific type of writing or genre. The main 

aim of the approach is “to provide some linguistic knowledge about the students’ 

language” (Palpanadan et al, 2014: 790). The assumption that creativity is sometimes 

considered a taken-for-granted factor is manifested behind many theories. However, 

other researchers take this approach as their main understanding of creativity. This 

understanding of creativity as a product is evident in design, visual arts, music and 

literature (Ferrari et al, 2009). Many contributions to the theory have been found in 

books and articles published by Albert & Runco, 1999; Sternberg, 1999; Maybin & 

Swam (2007), Rodney Jones (2015). Nonetheless, it has been shown that not all 

products are creative (Taylor, 1988). 

 
 

2.4. A historical perspective of creativity 
 
 The various studies and theories about creativity generated in recent years 

have not been in universal agreement about the nature of creativity. Nonetheless, one 

common belief for all the researchers is that creativity is closely related to originality 

understood in terms of novelty. Therefore, the dominant current definition of creativity is 

“the ability to produce work that is novel and appropriate” (Sternberg & Lubart, 1999: 

3). According to Carter, “by novel  we mean something that is new and unexpected and 

normally original. By appropriate we mean something that is usually adapted to the 

resolution of problems or difficulties which exist within certain constraints” (Carter, 

2004: 29, italics added). What’s more, “the problems we confront, whether in our 

families, communities, or nations, are often novel and difficult, and we need to think 

creatively and divergently to solve these problems” (Sternberg, 2007: 7). 

 

  The earliest conceptions of creativity are related to mystical interpretations as 

mentioned in the previous section. According to Sternberg and Lubart (1999: 4), “the 

study of creativity has always been tinged – some might say tainted – with associations 

to mystical beliefs”. In different traditions such as the ancient Greek, Judaic, Christian 

and Muslim, the word inspiration was closely related to a higher power and it was this 

power which produced inspiration. In other words, they believed that inspiration and 

creation resulted from divine interpretation (Ludwig, 1995). From this perspective, 

creativity was “associated with mystical powers or protection and good fortune” (Albert 

& Runco, 1999: 18). During the Romantic period in Europe, the source of inspiration 
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was seen as something human and words such as originality, insight and creative 

genius started to be valuable. It was not until the end of the nineteenth century when 

people began to investigate the notion of creativity (Craft 2001). 

 

 Investigations about creativity in the field of psychology have mainly focused on 

two main ideas: intelligence and personality. The relationship between creativity and 

intelligence appears since the very beginning in the first studies. Galton (1869) was the 

first person who provided a study of creativity. His focus was “genius” and after him 

hundreds of studies on this theme appeared. Later, in 1880, W. James formulates the 

idea of divergent thinking. Binet (1904) and Spearman (1904) include in their scale of 

intelligence items which assess imagination. This line of investigation followed the 

same direction in the 1920s. In 1926, Terman and Cox point out that creativity is an 

integral part of intelligence.  

 

 Although these works included investigation of the creative side of intelligence, 

it was not until 1950 with Guilford when the most important study of creativity in the 

field of psychology occurred. That is why the early years of the twentieth century saw a 

move toward empirical investigation of creativity within the new discipline of psychology 

(ibid, 1967, 1984) and Guilford was the first person committed to undertaking empirical 

research about creativity. It is after the contributions of his studies when the identity of 

creativity began its true development in the scientific field (Fuentes & Torbay 2004) and 

creativity emerged as a multifaceted purpose. Guilford’s interpretation of creativity 

influenced plenty of creative research. Here the focus was on the psychological 

determinants of individual genius and giftedness. 

 

 In 1962, Torrance defined creativity as “the process of sensing gaps or 

disturbing sensing elements; forming ideas or hypotheses concerning them; testing 

these hypotheses; and communicating the results, perhaps modifying and retesting the 

hypotheses” (p.16). This definition reflects a component towards problem solving. 

Taylor and Gordon concluded that problem solving is a meaningful aspect of creativity 

(Herring, 1997). Years later, Torrance (1966), a well-known researcher in the field, 

focused on the aspects of fluency (how many ideas could be generated from a prompt), 

originality (how original or novel these ideas were), flexibility (how many distinct 

categories of thinking these ideas represented), and elaboration and he provided tests 

of creativity which have been used for more than 40 years in a great number of 

investigations. Together, Guilford and Torrance can be rightly considered the pioneers 

of modern creativity theory and research. In 1967, Edward de Bono, whose work based 
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on his concept of lateral thinking and other aspects of creativity have had considerable 

commercial success. 

 

 During the 1970s and 1980s work on creativity was related to four different 

potential research areas: a) the person who creates, b) the cognitive processes 

involved in the creation of ideas, c) the environment in which creativity occurs, and d) 

the product that results from creative activity (Rhodes, 1961/1987; Runco, 2004). 

Traditionally, these aspects have been referred to as the “four P’s of creativity”. More 

recent versions of this framework as pointed out by Kozbelt et al (2010: 24), “have 

extended it to six P’s (e.g. Runco, 2007), adding persuasion (e.g. Simonton, 1990) and 

potential (e.g. Runco, 2003)”. In addition, the 1970s are also characterised by debates 

on creativity within philosophy. By contrast with these earlier developments, research 

into creativity in the 1980s and 1990s changed into a social psychological framework 

which recognises the important role of social structures in fostering individual creativity 

(Jeffrey & Craft, 2004, 2010). Some significant theories have shown that social and 

cognitive contexts are seen highly relevant to the activity of creating (Cziksentmihalyi, 

1998; Sternberg & Lubart 1991, 1995a, 1995b). 

 

 Moreover, Amabile’s (1988) model suggests that individual creativity may be 

affected by certain aspects of the social environment. The role of context domain has 

been increasingly emphasised since the early 1990s. During the 1990s, due to the 

development of the approach from social psychology, “research began to focus more 

on creativity of ordinary people within aspects of education” (Craft, 2001:10). 

 

 Current definitions at the present time (2000) include the distinction by analysts 

between “high” creativity or also known as “Big C”, and ordinary, everyday, creativity 

also known as “small-c” (Cameron, 2011; Csikszentmihalyi, 1998; Kozbelt, Kozbelt, 

Beguetto and Runco, 2010; Jones, 2012; Pennington, 2012). According to Pennington 

2015, “small c creativity is built into human nature and makes it possible for all of us to 

solve daily problems and to deal with new situations which humans have to face during 

their lifetime” (p. 484, italics added). For Richards (2010:190) “ordinary human 

creativity is not only universal, but necessary to our very survival”. In fact, some 

creativity researchers have argued that these distinctions are necessary since creativity 

is a universal capacity for every individual. What’s more, they may allow for a more 

complete consideration and conceptualization of creativity since traditionally, creativity 

has been regarded, at least within Western cultures, as a product of an individual or 

inspired genius who is deviated from the norm in order to create something original and 
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new. It seems that we are moving away from the past emphasis on “big C” creativity’ to 

consider creativity in a new light, as Pennington points out. Within the field of applied 

linguistics, Maybin and Swann affirm that “contemporary researchers have also argued 

that creativity is not only restricted to literary authors, media professionals, and other 

linguistically-skilled writers and speakers, but it is a feature of more routine uses of 

language” (Maybin & Swann, 2007b: 498). 

 

 For many years, therefore, creativity has been a domain of research mainly in 

the field of psychology (e.g. Cziksentmihalyi, 1998; Gardner, 1983, 1999; Guilford 

1950; Sternberg & Lubart 1991, 1995), cognitive psychology (Lakoff and Johnson, 

1999; Turner, 1991) and anthropological poetics (e.g. Jakobson 1960) but it is also 

relevant now to carry out research within the field of applied linguistics, stylistics (Short, 

1996; Widdowson, 1992), literary and cultural studies (Carter and McRae 1996; Chiaro, 

1992; Crystal, 1998; Kramsch, 2000, Tannen, 1989), second language acquisition and  

spoken discourse (Carter, 2007; Cook, 1996, 2000; Hidalgo Downing, 2015) among 

others.  

 

 According to Jones (2012: 4) “there has been considerable interest over the 

years in various sub-fields of linguistics in the notion of creativity”. In the areas of 

applied linguistics, interest in creativity has led scholars in two different directions. On 

the one hand, some  linguistic approaches focusing on the analysis of texts that seem 

to be creative beforehand, for example, advertising slogans (Hidalgo Downing, 2011, 

2013, 2016b, 2017) and literary and stylistic works conducted by Fowler, 1996a, 

1996b; Leech and Short, 1981 and Toolan, 1998 [2009], among others, who apply 

linguistics to the analysis of literary language. 

 

 On the other hand, other researchers focus on the creative features of everyday 

language (Carter, 1999; Carter and McCarthy, 2004) who claim that features 

associated with literary texts such as metaphors, similes, irony, repetition and other 

stylistic devices could also be found in the everyday spoken English of ordinary people 

(also see Cook, 2000; Jones, 2012; Maybin and Swann, 2006, 2007a, 2007b and 

Norris, 2004, 2012).  

 Thus, linguistic creativity is not a trivial matter. It plays an important role in the 

generation of new ideas and it is central to social relations and meaning making. As 

Littlemore and Tagg point out, “the significance of linguistic creativity in everyday 

situations is now widely recognised in applied linguistics” (Littlemore & Tagg, 2016: 1).  
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 An examination of the history of research on creativity suggests that many ideas 

and issues have been discussed for hundreds of years. There is a continued 

acceleration in the growth of creativity studies, for example, creative studies in 

education, innovation and business, the arts and sciences, and society as a whole . 

Future directions for research on creativity still present a variety of challenges and 

difficulties. Additional work, for example, is needed to explore and clarify the 

connection between learning and creativity. Chapter 3 sheds light on this connection 

focusing on creativity in educational settings. 

 
 

2.5. Chapter summary 
 

 

 Chapter 2 began with an introduction to creativity emphasising its importance in 

the development of 21st century society at both individual and societal levels. The 

chapter examined the concept of creativity throughout this time period and how it has 

evolved and been adapted to its time. What was previously associated with the innate 

talent of an individual in the past has nowadays turned its attention to everyday 

creative practices. The chapter was also concerned with creativity as product, 

mentioning some of the most relevant approaches related to creativity in the product 

and highlighting its dependence of creativity. The chapter concluded with an 

examination of the history of research on creativity providing various studies and 

theories about creativity followed by a brief closing paragraph related to future 

directions and onward research. 
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“La cultura y los sistemas de enseñanza, la sociedad y los individuos necesitan hoy, 
reclaman la formación para la creatividad” (Culture, educational systems, society and 

individuals today need and require teaching on creativity) 
 

(Á. Gervilla, 1986: 9) 
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Chapter 3 : Theoretical Creativity in education  
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Chapter 3: Theoretical framework: Creativity in education  
 
 

3.1. Introduction 
 
 

“La creatividad no es algo diferente del conocimiento, es una cualidad de la razón y 
una característica de la enseñanza activa” (creativity is not different from knowledge, it 

is a quality of reason and a characterisitic of active teaching) 
 

 
      (Agustin de la Herrán, 2010: 11) 
 
 

 The preponderance of language creativity has immediate implications for 

practice in several areas, including education. As pointed out by Cropley (2001 [2005]: 

12), “everyday creativity is of greater importance for educators and parents, and of 

course, for children and college students, as well as for managers, administrators and 

leaders”. Creativity is becoming increasingly important for the development of the 21st 

century society. Education is seen as central in fostering creative and innovative skills. 

Many experts in the field have proposed principles and methods for encouraging 

creativity and an increasing number of psychologists, educators and linguists view the 

fostering of creativity as a fundamental educational goal.  

 

 Creativity is conceptualised as a skill for all. According to Ferrari (2009: iii) “It is 

an ability that everybody can develop and it can therefore be fostered or, likewise 

inhibited”. Stimulating creativity will have positive effects in learning, supporting and 

enhancing self-learning, learning to learn and life-long learning skills and competences. 

Creativity, as has been pointed out in chapter 2, has been defined as a product or 

process that is original and shows a certain value. Creative learning and innovative 

teaching are aspects required for an educational system which values creativity and 

see it as a benefit in the classroom. Teachers are also key figures in constructing a 

creative climate, but they need support from institutions. 

 

 This chapter presents a brief introduction to the importance of creativity in 

education, followed by some research in the field providing at the same time a global 

perspective of creativity. Moreover, the chapter focuses on the teacher figure and the 

role of creativity in the curriculum. Next, a discussion of key issues in relation to 

creativity is provided, as well as a discussion about future directions in creativity in 

education.  
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3.2. Research on creativity in education 
 

 
 Creativity research in education is such a large field that many important 

contributions have been made since the last century. Studies of creativity focusing on 

education originated in the United States, with the first experimental works dating from 

the 1950s. Pioneers, as has been observed in chapter 2, in the field include Barron 

(1958), Guilford (1950) who was one of the first to try to incorporate creativity into the 

school curriculum, Osborn (1953), Taylor (1956), Torrance and his tests of creativity 

(1962, 1966, 1974), and Getzels and Jackson (1962). 

 

 Despite the efforts made by some experts to provide results correlating 

originality with intelligence, it was not until 1950, as mentioned in chapter 2, that 

scientific research on creativity attached importance to Guilford’s work on the subject. 

He focused on mental abilities and intelligence in relation to creativity. In fact, he 

provided a model of the structure of intelligence where he defined divergent thinking 

and he included the factors which generate this thought such as fluidity, flexibility, 

originality, and elaboration. About 1951, Osborn established the Creative Education 

Foundation, published in the form of several works, for example, a review of creativity. 

In 1956, Taylor carried out several creativity projects and gave various seminars 

related to teaching children to think creatively. It was not until 1962 with Torrance that 

great advances in the area of creativity occurred. Among his goals were the design of 

instruments to measure creativity, such as the design of Torrance Test of Creative 

Thinking, and to provide a definition of creativity. For Guilford creativity was the mental 

ability implicit in the creative effort, for Torrance, creativity was the process of artistic 

production and a reorganisation of skills that humans possess. Another goal was to 

elaborate strategies to analyse creativity development. In fact, Torrance designed 

useful strategies for teachers providing materials for children and other resources 

which are open to imagination and to the development of different points of view.  

  

 More recent authors in the area of creativity related to education are Amabile 

(1993, 1996) and Sternberg and colleagues (Sternberg and Lubart, 1991, 1995, 1996 

and Sternberg, Kaufman & Pretz, 2001, 2002, 2003, 2004). Due to the growing interest 

and awareness of the role of creativity in the world, it is recognised that a large number 

of studies are needed so as to be able to respond effectively to the development of 

creativity in society. 
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 In Spain, creativity studies began, mostly, at the end of the 1960s at the 

University of Barcelona. Before this date, there were very few publications on creativity, 

except for a few translations of French texts. The most productive period for research 

on creativity was between 1976 and 1980. In 1968, Fernández Huerta published 

several academic programmes for the development of creativity. In 1974, Ricardo 

Marín, a pioneer in the field of creativity in Spain, began a series of scientific studies on 

creativity focusing on education. He wrote, for example, La Creatividad en la educación 

(Creativity in education). Later in 1976 Martínez Beltrán published his thesis on the 

teaching of creativity. This period also saw the translation of foreign research, articles 

and books dealing with creativity and Spanish journals published many articles on the 

topic. 

 

 When the General Education Act (Ley General de Educación) was implemented 

in 1970, it gave importance to creativity throughout the whole educational cycle, from 

preschool to secondary education. It established that a key element in education would 

be the use of methods designed to develop spontaneity, creativity, responsibility, 

initiative, and a critical mind (Marín, 1976 cited in Cándido Genovard et al, 2006).The 

period between 1980 and 1990 saw a wide increase of work published on creativity. In 

1984, De la Torre published his work Creatividad Plural (Plural Creativity). In this work, 

he summarised the different theories and models related to creativity. Years later, he 

published a complete bibliography in 1989 of the most famous works in the United 

States, France and Spain. It is not until 1990 when research work, postgraduate 

studies and teacher training have been consolidated in Spanish universities (Genovard 

et al, 2006). According to De la Torre, the meaning of the term creativity has gradually 

changed over the years, moving from the analytical toward the more holistic.  

 

 Consequently, the differences in the way creativity is thought to be manifested 

have changed too from a personal attitude of the individual to a more socially and 

cultural manifestation. De la Torre offers a didactic view of creativity (De la Torre, 

1987). For him and for other pedagogists and teachers, creativity should be regarded 

as part of the school curriculum as an educational objective (De la Torre, 2007; De la 

Torre et al, 2009; Gervilla, 1987, 2003; Gervilla & Quero, 2006; Gónzalez, 1990; 

Pastor, 1998). De la Torre also published different works related to how the 

assessment of creativity emphasising once again the importance of creativity in the 

school context (De la Torre, 1991, 2006a, 2006b). Moreover, other authors like De 

Prado have designed models aimed at favouring creativity in an educational context. 
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He is an expert in the training of teachers as mediators in the creativity process 

throughout the use of the curriculum.  

 

 The study of creativity in Spain has continued for the last decades and 

nowadays several studies include work which identify  trends  in  the  didactic  

application  of  creativity  in  the  context  of  university  education (Cabrera, 2011; 

Cabrera & De la Herrán, 2015) and creativity in university students (De la Torre et al, 

2010). Other studies related to creativity are Huidrobo, 2000; Romero, 2010; Ruiz 

Rodríguez, 2004, Palacios, 2001 amongst others. Recent publications also include 

work directed towards studying the qualities of creative individuals and their creative 

intuition (Bejarano, 2015), teachers’ conceptions towards creativity in the classroom 

(Benito, 2016), creativity in education, its development and creativity through musical 

resources (Cuevas, 2013, 2014), creativity in education in terms of artistic creativity 

(Romero, 2012), and the study of everyday creativity related to multimodal metaphor 

(Hidalgo Downing, 2011, Hidalgo Downing et al, 2016c; Martínez et al, 2013). Other 

current research topics focus on the design of measuring tools in creativity, teacher 

training programmes and the study of creativity in gifted students. 

 

3.3. A global perspective of creativity  
 

 

 The relationship between education and creativity could be seen as natural. 

Interest in creativity “stretches back to antiquity”, for example Plato’s age (Cropley, 

2004: 13) and “is found in the Greek, Judaic, Christian and Muslim traditions” (Craft, 

2001: 5). However, this appears not to be the case at all times throughout history. The 

influence of creativity on education has been uncertain and irregular (Feldman & 

Benjamin, 2006). In spite of this fact, the inclusion of creativity within education 

throughout the education systems of the world has become a reality in the last 

decades. As pointed by Shaheen (2010: 167) “creativity has been included at various 

educational levels, at least from early years through Primary education and for most 

countries and beyond, up to higher education”. 

 

 Creativity is seen nowadays as an essential factor for a more competitive and 

dynamic society. According to Davies (2002) and Burnard (2006), the role of creativity 

in the economy is crucial to create employment, economic achievement and to cope 

with competition. For this reason, “creativity cannot be ignored through schooling”, 

affirmed Poole in 1980 (p.14) and it is a fundamental skill which needs to be developed 
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to prepare future generations. Therefore, as a response to such calls there has been a 

shift in educational policy around the world in order to combine creativity and 

knowledge (Dickhut, 2003 as cited by Shaheen, 2010).  

 

 In 2010, Shaheen described in her article “Creativity in Education”,  the 

inclusion of creativity within education in a wide range of countries (2010:167), for 

example,  in Canada, where “creative thinking” is outlined as one of the most important 

learning skills. In Korea, the National Curriculum defines an educated person as 

“healthy, independent, creative and moral” (p.33). In Australia, the second educational 

goal is to become successful learners, confident and creative individuals, and active 

and informed citizens (ACARA, 2009). In China, creativity has become an important 

educational component since 2001 and it has become a priority. (Vong, 2008). In the 

USA, the use of creative skills is one of the learning goals in education, in particular in 

some states such as Florida and Kentucky (p.57). In Japan, the school curriculum has 

included the development of creativity since the Second World War, becoming one of 

the most important objectives for the 21st century (O’Donnell et al, 1999). In Europe, 

countries such as Germany emphasise children’s creative abilities. French schools are 

expected to develop the curiosity for creation in children and in Great Britain, a number 

of policy documents have been created by the government, which include creativity in 

the curriculum (Craft, 2001). What’s more, other reports have been promoted by the 

National Advisory Committee on Creative and Cultural Educations (NACCCE, 1999), 

which has open several debates about creativity (Neelands, J & Choe, B, 2010; Hall, 

2010). 

 

 To a greater or lesser extent, developed countries have integrated the use of 

creative thinking skills in their educational policies as a crucial need for shaping their 

future generations. Unfortunately, in the educational systems of numerous developing 

countries, the development of creativity is virtually absent today and there is still much 

work to do with reforms with respect to the important role of creativity in education. 

 
 

3.4. Creativity in the curriculum: the role of the teacher 
 

 In spite of the great attention paid to creativity in education which has taken 

place in European, American, Australian and East Asian countries, as reflected in their 

policy documents, incorporating creativity in the curriculum will require a collaborative 

effort on the part of educators and creativity researchers. They play an important role 
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helping to introduce creativity into the mainstream curriculum. Therefore, we need to 

raise awareness among teachers that creativity and education are perfect allies. As 

Sternberg et al highlighted “creativity is a key ingredient in having a successful 

person’s life and that it is very important in educational settings to help students build 

on all skills” (Sternberg et al, 2009: 2). However, there are still teachers who think that 

creativity is a distracting issue and there are some others who feel overwhelmed by 

having to fulfil curricular requirements to cover standardised curricula to prepare 

students for standardised learning assessment (Beguetto & Kaufman, 2010). If 

creativity is viewed as an additional measure in the curriculum, this may be the reason 

why some educators have negative views about creativity and are reluctant in 

supporting creativity in the classroom.  

 

 Beguetto & Kaufman (2017: 69) states that “when teachers develop negative or 

conflicted views about creativity, it can result in missed opportunities for teachers to 

develop students’ creative potential and even result in the systematic suppression of 

students’ creative expression in the classroom”. Teachers who understand that 

creativity consists of a combination between originality and task appropriateness are 

able to avoid negative stereotypes about creativity and, therefore, create a space for 

creativity in their curriculum. Moreover, as pointed by Beguetto & Kauffman “curricular 

constraints provide necessary evaluative criteria for judging whether students’ original 

ideas, novel products, and unique accomplishments are appropriate, and thereby, 

creative within the constraints of particular curricular task, activity or assignment” 

(Beguetto & Kaufman, 2010, [2017: 70]).  

 

 According to some researchers, every day or “small c” creativity might be the 

creativity that teachers can nurture and grow into more readily recognisable forms of 

creativity. Thus, teachers who include “small c” creativity as part of the regular 

curriculum not only provide students with an opportunity to develop confidence and 

competence in their creative expression but also help avoid myths about creativity, for 

example, that only a small group of certain gifted people can be creative. According to 

Craft (2005, p.19), “small-c creativity has been suggested to be the ordinary but life-

wide attitude toward life that is driven by possibility thinking but is about acting 

effectively with flexibility, intelligence and novelty in the everyday rather than the 

extraordinary”. This position chimes with Julian Sefton-Green’s notion of creativity. He 

claims that creativity tends to refer to general skills such as “working collaboratively, in 

teams, negotiation skills, problem-solving and communicationg skills” that are 

applicable to any domain of life and any way of living (Sefton-Green 2008: 21). Small-c 
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creativity, therefore, seems specifically “suitable for the educational sector, where a 

priority is to encourage all students and pupils, who have not yet reached their 

intellectual peak or their full potential” (Ferrari et al, 2009: 15). As mentioned before, 

creative potential and creative expression can be found in every child. “It is possible to 

encourage  or indeed to inhibit the development of creativity in young children” pointed 

out by Sharp (2004: 7), and its development depends on the kind of training people 

receive (Esquivel, 1995 as cited by Ferrari et al, 2009). 

   

 According to Beguetto (2005, 2010) one would expect to see a celebration of 

creativity in education considering its benefits to individuals and society. However, it is 

unclear whether future years will bring more balanced educational policies which 

recognise the importance of nurturing student creativity in the classroom. It is also 

uncertain whether teachers would be able to support the development of student’s 

creative potential within the curricular constraints of the different academic disciplines 

and subjects. Nevertheless, as Beghetto and Kaufman point out, it is not only a 

commitment for teachers to inspire our students and give them the opportunity to 

develop their creative potential, but also other teacher’s allies such as parents, 

researchers and fellow educators. Therefore, teaching creatively at all levels of society 

means encouraging students to create, invent, discover, imagine and predict. 

 

 Moreover, we need to promote creativity in our classroom because creativity is 

important for the future of our generations since we live in a world of complete change 

and people need to deal constantly with new situations. As Sternberg highlights (2007: 

7) “learning in this area must be lifelong, and people constantly need to be thinking in 

new ways. The problems we confront, whether in our families, communities, or nations, 

are novel and difficult, and we need to think creatively and divergently to solve these 

problems”. That is why educational theorists and curriculum planners have exhorted 

teachers to encourage creativity, because it is thought to be beneficial for the 

individual, for the society, and for classroom learning. Consequently, creativity should 

be promoted in all curricular areas and across different subjects. 

 
 

3.5. Key issues in creativity 
  
 

 Gender and age differences have always generated substantial scientific and 

public interest and at the same time they have caused great controversy. Past research 
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has not reached a general agreement on how creativity is related to age. However, 

several current studies have reported a positive relation between creativity and age.  

 

 Hang Wu et al (2005) explored age differences in creativity in their article. In 

1983, they highlighted how Smith and Carlsson found that “children become more 

creative as they get older” (p.321). Professional artists were taken into consideration to 

evaluate children’s creative production and it resulted in an increase in creativity in 

children between the ages of 10 to 11. In 1985, the same researchers found an 

increase in creativity for adolescents at 14 to 15 years of age followed by a more 

marked increase at 16 years of age.  

 

 In contrast, other studies have shown stagnation in creativity across age. In 

1989, Runco also explored the relationship between creativity and age in children and 

he concluded that age was unrelated to assessments of creativity, originality, technical 

skill, and aesthetic appeal. However, the children in this study may have been too 

homogeneous in age to demonstrate developmental differences. Most of the studies in 

this decade in relation to development and creativity have focused on artistic creativity. 

It is expected that creativity which is associated with developmental level in the 

knowledge base and thinking styles will vary with age. Thus, the level of abstract 

thinking differs across the age of students.  

 

 According to Piaget (1932 [1952] as cited by Hang Wu et al, 2005), children 

between the ages of 6 and 12 years are unable to think abstractly and hypothetically. 

However, older students with greater life experience differ from the younger students in 

the amount of general and procedural knowledge they have acquired on how to do 

things. So, depending on the task proposed to the students they might be significantly 

more or less creative. For example, in tasks related to real-world problems, older 

students should perform better because knowledge and experience will help them. 

Moreover, older students’ quality of thinking improves as well as their language ability.  

 

 On the other hand, activities with little knowledge required might be an 

advantage for younger students because ideas would be less systematised. As Runco 

(1996:19) asserted, actions become more “automatised and rigid” with experience so 

we are unable to solve problems or look at ideas in an unusual or creative way 

because we are used to solving them in a conventional way . That is why we tend to 

think that creativity is more associated to children than young adults or adults. On the 

contrary, older students are generally more experienced in using language as a tool for 
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expression and that may be an influential factor in creativity tasks because their ideas 

are not limited by the ability of expression. So, students with better language ability 

may have more time and energy to spend on creative ideas. In summary, experience, 

knowledge, thinking style and language ability may account for different performances 

across different age ranges. On knowledge-rich tasks, experience may enhance 

performance but in other types of creativity tasks which require less critical and 

evaluative skills participants are not limited to the common uses and they can use their 

imagination without any constraint.  

 

 Gender differences in creativity have also been explored. A recent overview of 

gender differences in creativity studies was published by Abraham (2015: 6). She 

affirms that “the role of gender creativity has been explored to determine not only if 

males and females differ in terms of creative ability (potential) or output (product), but 

also what factors contribute to the likely differences and whether these are manifested 

differentially over the course of their lifetime” as suggested by recent studies (Bender et 

al, 2013; Cheung and Lau, 2010; He and Wong, 2011; Hong and Milgram, 2010; 

Karkowski et al, 2013; Kaufman et al, 2010; Sayed and Mohamed, 2013; Stoltzfus et 

al, 2011). She also assessed that “assessing gender differences in creativity is a 

controversial line of research to explore” (2015:23) since there are several studies 

which are characterised by mixed findings and reflected superior creative skills in 

females, other studies demonstrate higher levels of creative achievement in males, and 

finally, there are others which do not report any significant differences between males 

and females.  

 

 Abraham (2015) highlights that when clustering the findings by age group, there 

is a slight advantage displayed in females over males across pre-school and 

elementary school, middle school and high school. According to Terman (1916), 

females are more creative at verbal and artistic domains whereas males are more 

creative at mechanical and scientific domains. There have been cultural origins in the 

differences between males and females in abilities, interests, attitudes, and personality. 

It might be strange to mention some gender differences in creativity but there is no 

doubt that some can be found, at least in Western cultures. It is argued that there 

seems to be a different pressure on boys or men and girls or women to engage in 

different kinds of interests, educational courses, and careers.  

 

 According to Vernon (1989), from a very young age, boys and girls play with 

different toys. Boys tend to be given cars or tools and girls usually play with dolls or 
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cuddly teddy bears. Moreover, girls are encouraged to engage in activities in which 

require less physical effort and apparently they are perceived to be better at activities 

where they have to express themselves verbally, while boys are expected to participate 

in activities which require more physical exertion and which generally involve more 

aggressiveness. For many years, the educational systems in Western society have 

accepted these stereotypes and there are still some girls who accept them. There are, 

of course, “large numbers of girls who reject these stereotypes” (Vernon, 1989:102).  

 

 Abraham (2015) argued that different social and cultural factors have explained 

why men demonstrate higher levels of creative achievement than women. Regarding 

societal constraints, women have not been allowed to take part in different areas of life 

as men and they have been discriminated, with a negative response to their 

accomplishments in certain spheres of life. As Abraham (2015:12) claims, “there have 

always been different expectations for daughters compared to sons, with variations in 

schooling and other resources”. What’s more, “Men are both expected and encouraged 

to actively pursue a professional career and attain high levels of achievement”. 

However, “women are not encouraged to the same extent and are often dissuaded 

from following an ambitious career path”.  

 

 Furthermore, women tend to deal with the added expectations of pursuing 

marriage and family life in parallel (Baer, 1998; Abraham, 2015). So a key factor that 

accounts for gender differences in creative achievement is that “young women are 

pulled by their society away from the kind of intense commitment necessary for 

creative accomplishment” (Baer 1999, p.758 as cited by Abraham, 2015). This idea can 

be shown in Baker’s et al study in 2005 which showed that men expressed more 

concern about the future than women, whereas women focused on their relationships 

with others more than men. 

 

 In 1986, Lewis & Houtz found that girls responded more often in the categories 

of “domestic” and “life”, and boys responded more often in “mechanical-scientific” and 

“sport-games”. Moreover, several studies have found themes of aggression to be more 

present in male creativity than female creativity. 

 

 In 1992, Rejskind, Rapagna and Gold reviewed forty-one studies of elementary-

school children and they did not find many differences in gender in the majority of 

studies. However, four-fifths of those studies showed that females tended to be 

perceived as more creative. In their study, one repeated result is that “females outscore 
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males on creativity in the verbal domain, usually as measured by divergent thinking 

measures” (cited in Baer & Kauffman, 2008: 22). 

 

 In 1998, Baer’s study also used students of the same age and he found that 

girls are more susceptible to the situation in which extrinsic motivation has a negative 

impact on creativity. According to Baer, one possible reason could be that boys are 

less sensitive to interpersonal communications than girls. 

 

 In 2000, Strough and Diriwaechter looked at creative story writing in paired 

middle-school children. All-boy pairs showed lower levels of prosocial ideas than both 

mixed-gender pairs and all-girl pairs. The all-boy pairs also showed higher levels of 

overtly aggressive ideas than all-girl-pairs.  

 

 Spiel & Von Korff carried out a study in 1998 which investigates implicit theories 

of individuals who are assumed to influence other’s views on creativity. Individuals 

such as female and male politicians, scientists, artists and school teachers from Austria 

and Germany. As Craft (2001:27) pointed out about this study, females mostly related 

the word “idea” to creativity, while males mainly associated with the aspect of “novelty”. 

Males also use the concept of “fantasy” as important in creativity. She also highlights 

that according to Fryer’s large-scale study of teachers in 1996, “male teachers were far 

more inclined to view creativity in terms of the critical thinking and evolution involved in 

the product; however, female teachers were more likely to see creativity in terms of 

originality, depth of thoughts and feelings, in other words, creativity seen as a product 

of experience” (p. 27). 

 

 In 2008, Martín-Úriz et al analysed gender differences in the representation of 

experience in compositions written in English by Spanish pre-university students and 

their study showed dominant cultural patterns in the students’ representations of 

gender. For example, female writers took on a more emotional role and they showed a 

higher number of clauses with processes of affection than males. However, men 

showed to be more dominant as a result of the central role of men in Western cultures 

in the past centuries. As we see, despite the limitations of their language, these EFL 

writers reproduce cultural patterns in their representation of gender.  

 

 To a certain extent, creativity could be conditioned by the presence of gender 

stereotypes. García Gómez points out that “gender stereotypes still play a crucial role 

in people’s live” and “teachers play an important role in building up children’s gender 
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identity, and their knowledge of these differences will help them avoid repeating strong 

traditional male or female behavioural patterns” (2006: 77, 78). Additionally, Mercedes 

Díez claims in her study regarding the language used in female adolescent magazines 

that “gendered beings perform gendered actions so that new members of society learn 

how to do gender according to their biological sex, so as to be considered members of 

the club. This learning to be male or female is a process that starts with birth and goes 

on for life” (Díez, 2014: chapter 1). 

 

 Other studies related to gender performance when writing narrative focused on 

differences in the style of language used by female and male writers/speakers. 

Research carried out in the 1970s and 1980s suggested that women and men adopted 

different interactional styles. Women’s language was often seen as more “cooperative” 

and men’s language as more “competitive”. Recent research has tended “to focus less 

on these distinctions between males and females and it has paid more attention to how 

gender may interact with other aspects of identity” (McRae and Swann, 2006:115).  

  

 Other studies show that some external factors can contribute to a gender-

specific effect on creativity. In a very recent study in January 2017, Dahunsi (2017: 

284) stated that “humans, male and female, use language for the same endless 

communicative purpose and objectives”. Nevertheless, previous studies found out that  

there could be “lexical, syntactic and pragmatic variations in the use of language 

according to users’ gender, among other factors, as variable”. Sociocultural 

explanations have also been discussed in the context of gender differences in relation 

to creativity.  

 

 As other recent studies (Karwowski et al, 2016; Pinker, 2009; Saha et al, 2017), 

Abraham (2015: 8) concludes that “there are no firm grounds to presume systematic 

differences between the sexes across child development and young adulthood in terms 

of creative ability or potential” and it is wrong to suggest either that “one gender is more 

creative than another, or that there are absolutely no differences between the sexes” 

(Abraham, 2015: 23). It is also argued that the proportion of studies that showed a lack 

of gender differences related to creativity is bigger than those found otherwise.  

 

 In conclusion, gender does not differ in terms of global or specific intellectual 

abilities but it might be different regarding cognitive strategies or styles. Studying 

gender differences in creative achievements is not an easy task at all and it is a 

controversial line of research to explore. Therefore, the need for larger studies is 
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necessary and there are more questions than answers about how women and men 

differ and resemble one another in relation to creativity. Moreover, research has 

claimed that conceptualisations of creativity can differ across cultures too (Kaufman & 

Sternberg, 2006; Rudowiez, 2003) and cultural factors have an enormous impact on 

creativity, as cultures differ with regard to gender-based rules, roles and assumptions 

(Simonton, 1994; Abraham, 2015). 

 
 

3.6. Future directions in creativity in education 
 
 
 

 Even though interest in creativity is growing nowadays, it seems that there is 

still little recent research about creativity in education. Perhaps, the impact of creativity 

research on education has not been as strong as it could be, but it is clear that 

Guildford and Torrance among other scholars have contributed to promoting creativity 

in education. Fortunately, creativity has been recognised as a desirable aim for 

inclusion in the curriculum in the last decades, particularly in primary education, and it 

has recently become an extremely important aim for education. In fact, it is argued that 

over the past decade, there has been a growing concern about creativity in the 

classroom. Creativity has become important in many educational sectors and we have 

witnessed how many educational leaders throughout the world have incorporated 

creativity in their curricular policies and school improvement plans (Beguetto & 

Kaufman, 2010). 

 

 One of the future goals in education is to connect creativity with teacher training 

and development. Even though schools have always been important places for 

creativity research, studies suggest that there would be new paths for research on 

creativity preparing teachers for supporting creativity in their classrooms and to try to 

avoid what Beguetto claimed that sometimes even prospective teachers prefer 

expected ideas rather than unexpected or unique ideas (Beguetto, 2007, 2009, 2010). 

He also pointed out that “in the context of the classroom, a potentially creative idea 

may first appear as an unexpected idea” (2010: 451).  

 

 Of course, not all teachers have misconceptions about creativity or view 

creative students unfavourably because of their own prior schooling experiences. 

However, there is a need for creativity research in this field and to implement new 

pedagogical models in order to develop students’ creative potential. 
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3.7. Chapter summary 
 

 This chapter discussed the implications of creativity in education and how 

education is seen as central in fostering creative and innovative skills. Next, a brief 

history of the relationship between creativity and education in English-speaking 

countries and in Spain is provided followed by the inclusion of creativity within 

education throughout the world. This section has also highlighted the importance of the 

teacher figure and the role of creativity in the curriculum followed by future directions in 

creativity in education. The chapter concluded with a discussion of some creative 

issues such as creativity in children and teenagers and gender differences regarding 

creativity. 
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“The production, reception, and use of narratives is one of the hallmarks of human life” 
 

(M. Toolan 2006a: 604) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity      Chapter 4 

 

38 

 

Chapter 4 : Theoretical framework: Narration, creativity and 
writing  

 
 
4.1. Introduction 

    

4.2. L1 writing and L2 writing 

 

4.3. Narrative genre 

 

 4.3.1. An overview 

 

 4.3.2. Narrative texts: general features 

 

 4.3.3. Labov’s narrative structure 

 

 4.3.4. Functional approaches to genre and writing 

 

 4.3.5. Appraisal Theory 

 

4.4. Chapter summary 

 
 
 
 
 
 
 
 
 
 
 
 
 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity      Chapter 4 

 

39 

 

Chapter 4: Theoretical framework: Narration, creativity and 
writing  
 
 

4.1. Introduction  
 

 

 This chapter focuses on the importance of writing creatively and on the attempt 

made to enhance students’ creativity in university, primary and secondary educational 

contexts. This introduction is followed by a general overview of writing in L1 and L2. 

Next, an overview of the narrative genre is provided exploring general features of the 

narrative text. The chapter also describes Labov’s narrative structure, functional 

approaches to genre and writing and concludes with a description of Appraisal Theory. 

 

 Creativity and writing seem to make the perfect match, but what is exactly 

creative writing? Originally, the term “Creative Writing” (henceforth CW) came into use 

as an understandable response to the sidelining of the writer’s creative role by literary 

critics and theorists: “What is now called Creative Writing is a historical effort to treat 

literature as a creative activity rather than an object for interpretation” (Myers, 1994: 12 

as cited by Mc Vey, 2008). Moreover, historically the field of CW developed as a reaction 

against literary criticism and theory which tended to undermine the creative contribution 

of the writer. According to Harper  (2015: 498) “Creative writing has been one of 

humankind’s most pervasive and love-lived arts, as well as one of our most intriguing 

forms of human communication. Long-lived, in that as soon as humans began to inscribe 

words, we began to use that inscribing for creative purposes. Intriguing as a form of 

communication because creative writing is often not aiming to communicate directly…but 

to encourage thought, to elicit emotional response and personal interpretation”. Almost 

every location around the globe has seen some human engagement in creative writing. 

Harper defines creative writing by saying: “Creative writing is the action of writing 

creatively, informed by the human imagination and the intellect, employing both personal 

and cultural knowledge, and creating a variety of results, some private, some public, 

some tentative, and some in various ways complete” (p.498-499). 

 

 Our creative practices are determined by social and cultural influences, family, 

schools and society (Straus & Straus, 1968; Niu & Sterberg, 2003; Kockar & Gencoz, 

2004, Khouzam, 2009 as cited by Khoshsima, 2015). From a perspective of affectivity, 

creative practices are affected by anxiety (Tabrizi & Yaacob, 2011 as cited by 
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Khoshsima, 2015), autonomy and self-discovery (Amabile, 1996; Beghetto, 2005). With 

regard to personality, creative writing can be influenced by self-confidence, tolerance or 

ambiguity and openness to new experiences (Beguetto, 2005; Torrance, 1962; Von 

Eschenbach & Noland, 1981 as cited by Khoshsima, 2015). All these aspects have 

demonstrated a significant impact on learners’ performances leading to creative 

outcomes.  

 

 Moreover, creative practices are also distinctively individual and creativity can be 

traced in writing. According to Wang (2012: 40) “Writing practices such as thinking, 

remembering, reasoning, feeling curious, exploring, and freedom of expression play the 

same significant role in bringing something new into existence”. To be a creative writer, 

learners are deemed to apply imagination, reflection, description, intrinsic motivation and 

persistence through their generation of ideas (Barbot, Tan, Randi, Santa-Donato & 

Grigorenko, 2012 as cited by Khoshsima 2015). Creative writing potentially improves 

self-confidence by developing skills of self-expression. A creative writer will draw from 

what best suits the writing situation —that is, will form “situational knowledge” and in 

each instance in which situational knowledge is needed, provides a learning opportunity, 

and it is these learning opportunities that those teaching creative writing can utilize 

(Harper, 2013a: 284). The writer who is able to provide potential solutions, apply his or 

her understanding and be confident might be considered to have a high level of 

situational knowledge and therefore be considered a creative writer. However, too much 

direction from the teacher, marking correct or incorrect features and giving grades on all 

writing encourage students to be dependent on the teachers’ view of their writing, rather 

than their own view. Students can then lose their motivation and inspiration if they write 

with only the purpose of satisfying the demands of the assignment or the fact that they 

will get a grade.  

 

 Moreover, it has been shown that students have often learned “to construct 

pieces of writing without attention to creativity or connections of writing to personal 

knowledge or identity” as pointed out by Pennington (2015: 487). A possible solution to 

this problem would be that composition teachers facilitate conditions for creativity by 

making time for students to write in class under conditions in which their work will not be 

graded and in which they are encouraged to express themselves freely and by exploring 

their personal knowledge and connections to a topic (Pennington & Welford, 2014). 

Therefore, composition teachers and students must learn how to balance the contrasting 

requirements of conventionality and standardisation on the one hand, and originality and 
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personalisation on the other (Enright, 2014; Hartley, 2007; Pennington, 2011, as cited by 

Pennington, 2015: 487). 

 

  There have been different attempts to enhance students’ creativity in university, 

primary and secondary educational contexts. According to Harper (2015), It is only 

recently that there has been a discussion of the possibilities of developing the field of 

“creative writing studies” and consider its pedagogies being identified as a distinct field. 

Dianne Donnelly suggests that this field could be equally compared to “literary and 

composition studies” and could have its own identity (Donnelly, 2011: 4).  

 

 In the United Kingdom, Australia and New Zealand creative writing practice have 

been considered research, and therefore, funded projects about writing and creative 

writing have emerged. One must add, moreover, that in the countries above mentioned, 

the teaching of writing is heavily influenced by systemic functional linguistics (SFL) 

(Christie, 2012; Halliday, 1978, 1985) which suggests that writing is a social act through 

which writers construct meaning and their own identities when they interact with others. 

In other countries such as the United States, creativity has not be defined as a research 

activity since it is seen to be part of the study of literature.  

 

 Nevertheless, creative writing courses and degrees are growing in number and 

influence. They are popular for students to enroll on, but also popular for institutions to 

offer. For these courses and degrees, “every piece of writing is a learning experience 

using the raw materials of language and knowledge, textual sources and the author’s 

own ideas and imaginings to bring something into existence that did not exist before. In 

other words, all writing is creative writing” (McVey, 2008: 289). In fact, Creative writing 

may sometimes involve “a conscious quest for the self” and students possibly begin to 

learn about themselves through writing (Hunt & Sampson, 1998: 10 as cited by McVey, 

2008). 

 

 Finally, undertaking creative writing involves the use and application of situational 

knowledge. Its teaching will continue to grow and expand becoming an important way to 

explore how humans come to understand the world, their lives and their knowledge. As 

McVey (2008:293) highlights that “the development of writing skills is a journey with 

endless creative possibilities and it is our responsibility as teachers to help and 

encourage our students on that journey”. As Harper (2015: 510) affirms, “a stronger 

discussion of creative writing as a distinctive field of human practice and knowledge will 

occur”. In addition, Pennington points out the necessity of “more research on the ways in 
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which creativity can be enhanced in writing at all levels, and on the effects of creativity-

oriented instruction within a standardised curriculum and a regime of outcomes 

assessment and high-stakes testing of writing” (Pennington, 2015: 493).  

 

 Due to the fact that more research is needed in creativity regarding writing, this 

dissertation will try to shed light on this matter.  

 
 

4.2. L1 writing and L2 writing 
 

 
 The previous section highlights the importance of writing creatively. However, 

good writing skills in general are crucial in academic and professional success and it is a 

growing pedagogic demand. In educational settings, writing is the basis upon which a 

candidate’s achievement, learning and intelligence are judged. “It is widely 

acknowledged that writing is a relevant activity from a very early age in the foreign 

language classroom” (Torras, R; Navés, T; Celaya, M.L. & Pérez-Vidal, C., 2006: 156). 

This dissertation directly deals with L1 and L2 writers, which requires a clear 

understanding of the nature of L1 and L2 writing.  

 

 There is specific research that draws attention to the distinctions between L1 and 

L2 writers in works written by Kroll, 2003, Hyland, 2003 and Roca de Larios et al, 2007. 

The work carried out by Carson, Leki, Matsuda, and Silva (Carson, 2001; Leki, 2003; 

Matsuda, 1998; Silva et al., 2001) has pointed out fundamental differences between L1 

and L2 writers in terms of writing processes, writing purposes, and constraints on writing 

performance. Silva pointed out the many ways in which L2 writers learn and produce 

texts under conditions quite distinct from L1 writers. For example, L2 writers have less 

practice in the skills they need. English L2 writers are also disadvantaged in a very basic 

way. It is easy to develop the argument that people improve in activities that they 

regularly practice, particularly in cases of complex processing activities such as writing. 

ESL writers, then, do not have enough practice in writing.  

 

 Zamel’s research (1983) indicates some similarities of writing processes between 

L1 and L2 writers, even between similar levels, whereas the study by Raimes (1985) 

finds differences of processing between them. Silva (1993) identifies that L2 writers tend 

to show less fluency and have difficulty in expressing their ideas, which results in writing 

repetition. With regard to L2 writing of Spanish speakers, research has demonstrated 

that they write longer sentences and a higher number of words in their essays, however, 
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the writing quality of the texts is lower than the one provided by the native speakers (e.g. 

Carlson, 1988; Montano- Harmon, 1991). In addition, Spanish speakers use significantly 

higher rates of coordinate clauses and phrases, long abstract words, and broad 

generalisations when compared to those in the writing of NSs of similar age and 

educational levels. In fact, Reid’s (1992) study of writing of English, Spanish, and Arabic 

speakers demonstrated that the prose of Spanish L1 writers exhibits coordination 

patterns. 

 

 Other researchers have focused on aspects related to learners’ writing 

processes. Relevant studies which have focused on the process of writing include 

Chenoweth & Hayes, 2001; Flower & Hayes, 1981, Manchón, 2009; Manchón, Roca de 

Larios & Murphy, 2000, Roca de Larios, 1999; Roca de Larios et al. 2007; Sasaki, 2000, 

Victori, 1997. Most numerous are the studies that have investigated writing as a product 

and have contributed to outline the main developmental paths L2 writers follow. Among 

them it is worth mentioning the following: Gómez, 2009; Barrio, 2004; Celaya & Tragant, 

1997, Engber, 1995; Martin-Úriz et al, 2000; Ishiwaka, 1995; Martin-Uriz, Chaudron, 

Hairston, 1982; Martin-Uriz & Whittaker, 2005; Neff, J. & Prieto, R. (1994); Neff, J., 

Dafouz, E, Díez, M., Prieto, R. & Chaudron, C. (1998); Neff, J., Dafouz, E., Herrera, H., 

Martínez, F., Rica, J.P., Díez Prados, M., Sancho Guinda, C. (2002); Raimes, 1983; 

Sasaki & Hirose, 1996; Torras & Celaya, 2001, Valdés et al, 1992; Zamel, 1976, 1983. 

There are other publications which have highlighted different theoretical approaches 

(e.g. Cumming, 1998, 2001; Leki et al, 2008) or publications related to assessment 

practices (e.g. Cumming, 1997; Hamp-Lyons, 1991, 2003; Kroll, 1998; Kunnan, 2008). 

Last but not least are the studies related to the role of discourse markers in L2 including 

Jucker et al, 1998; Llinares et al, 2006; Martín Úriz et al, 2001; Schiffrin, 1996; Schiffrin 

et al, 2001 among others. 

 

 Numerous researchers have worked on writing development, and have proposed 

reliable indexes to measure it. Polio, 1997 has proposed a wide variety of measures that 

Wolfe-Quintero et al (1998) classified according to three major categories corresponding 

to different aspects of development: fluency, complexity, and accuracy. Researchers 

who, in the Spanish context, have used developmental measures for their studies are, 

for example, Torras and Celaya, 2001. Chaudron et al (1998), Martín Úriz and Whittaker 

(2005). These authors have used measures such as overall production, fluency, 

complexity, lexical variety, accuracy, and discourse markers. These studies have 

contributed to understand developmental stages looking at formal aspects of learners’ 

texts and to uncover process by looking at form. 
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 In the field of second language writing, recent studies have focused on the 

development of effective writing assignments, the treatment of error, teachers and peer 

response. Leki (1991) argues that writing assignments are designed to help L2 writers in 

developing genre awareness. The treatment of error has become an ongoing area of 

study in discussion of the writing development of L2 users. In recent years, efforts have 

focused on developing pedagogical strategies with the purpose of improving accuracy of 

L2 writers in their writing assignments (Ferris, 2002, 2003). Moreover, L2 writing 

researchers have considered the importance of training students for peer response in L2 

language contexts due to the increasing diversity of L2 language writers in the classroom 

(Liu & Hansen, 2002).  

 

 The study of gender and age in written performances in L1 and L2 have been a 

key issue in the field of language writing in the last decades. There are numerous 

publications that aim to describe different approaches of discourse analysis and how 

they can be applied to the study of language and gender in different contexts, for 

example, Eckert & McConnell-Ginet, 2013; Sanchez & Cabrejas, 2014; Martin Úriz et al, 

2008; Molina Plaza, 2014; Neff, 2014; Pérez-Vidal, Roquet & Llopis, 2016; Muñoz Luna 

& Jurado, 2014 among others. Studies related to age factor include Cenoz, 2005; 

Celaya, Pérez-Vidal and Torras, 1998; Lasagabaster & Doiz, 2003; Navés, 2006; Muñoz, 

1999, 2000, 2004, Pérez-Vidal, Torras and Celaya, 2000 among others. 

 

 To finish, research on second language writing has been widely acknowledged 

both within specific disciplines and in an interdisciplinary field of inquiry in second 

language studies and applied linguistics for numerous years now. However, more 

research is needed, specifically with secondary students, since most of the research has 

been conducted with university students. 

 

4.3. Narrative genre 
 

4.3.1. An overview 
 
 

 The conception of genre is crucial for both linguistics and literary studies and 

goes back as early as Aristotle’s Poetics. It is literary in origin: in the eighteenth century, 

the French term genre (“kind”) was introduced as a loan word by so-called “English 

commentators” (Corbett 2006: 26 as cited by Busse, 2014) or literary historians who 

attempted to differentiate between different types and developments of literary or artistic 
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text production (Busse, 2014: 104). Genre studies since the early 1990s have focused 

on a number of text types, both literary and non-literary. To some extent, genre 

boundaries have been moved due to discoveries of new texts and new technologies. 

That is why both literary and non-literary genres entail the possibility of changes: new 

genres and their features will evolve and change over time since genres are seen as 

instruments for text classification and also as “cultural products and social forms of 

communication, conditioned by their time and social setting” (Jucker and Taavitsainen, 

2013: 148). 

 

 The conception of genre has been applied to a number of linguistic disciplines 

and models of text seen as forms of communication. In the twentieth century, there was 

a change in the way genres were seen, and the focus shifted from a fixed set of genre 

conventions to more dynamic conventions (Fowler, 1982). According to Gerot & Wignelll 

(1994: 191) genres are not rigid. They represent “potentials, within which individual 

creativity is not only possible but enhanced”. Moreover, genres are essential for 

communication and for creating and interpreting texts. Bakhtin, 1986 (as cited by Busse, 

2014) distinguishes between primary genres, which are everyday communication 

activities, and secondary genres, which are more explicitly and consciously produce, 

such as literary works. 

 

 There have been recent attempts to define genre as “an approach to 

communication which emphasises social function and communicative purpose” (Swann 

et al. 2004: 123 as cited by Busse, 2014). According to Taavitsainen (2001: 129) genres 

are “dynamic cultural schemata used to organise knowledge and experience through 

language. They change over time in response to their users’ sociocultural need”. Due to  

this fact, interpersonal relations and functions of genre have become increasingly more 

important because the communicative situation is what helps us understand why a text is 

written in a particular way. Some text-linguistic models such as Werlich’s model in 1976 

are based on communicative situations describing the five basic text types: descriptive, 

narrative, expository, argumentative and instructive. Features of textuality outlined by de 

Beaugrande and Dressler in 1981 are connected to the idea of communicative situations. 

In other words, genres are important for studies of communicative phenomena.  

 

 At the same time, the genre approach is growing with force in teaching contexts 

in different parts of the world as much in EFL (Biber et al. 1998, Hyland 2013), as in L1 

(Painter 1985, Martin & Rose 2009 as cited by Rodríguez Arancón 2013). There is an 

increasing recognition for the need of teachers to take into consideration genres, 
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language varieties and text-types  with the purpose of developing reading and writing 

curricula as pointed out by Wignell (1994: 247) “explicit knowledge about the role of 

language in a subject area is seen as being of benefit to teachers in the design of 

materials”. In fact, in the last decade the notion of genre and its application to language 

teaching and learning has been of great importance among scholars (Martin & Rose, 

2009). Moreover, there have been advances welcomed by teachers in relation to a better 

understanding of how language is structured to achieve purposes in specific contexts, 

advances which appear in a period of considerable social and demographic change in 

education in many countries where classrooms are now more diverse culturally, socially 

and linguistically speaking. 

 

 Nowadays, some common purposes for writing in school “include explaining a 

natural or social phenomenon, classifying things and describing them, instructing how to 

do an activity, recounting events, engaging readers by resolving a complication, or 

persuading them by arguing for a position” (Martin & Rose, 2012: 1). The Sydney School 

research found that texts with these types of purposes experience different phases that 

help to distinguish each one (Rose 2008). Martin & Rose provide a list of some written 

genres in school. 

 
 
Table 4.1. Some written genres in school (Martin & Rose 2012: 1) 

genre                                              purpose                                                  stages 

recount                                   recounting events orientation 

Record of events 

narrative                             resolving a complication      Orientation 

Complication 

Evaluation 

Resolution 

   report                      classifying & describing general things                       Classification        

                                                                   Description 

explanation explain  sequences of events                             Phenomenon 

Explanation 

procedure  how to do an activity Purpose 

Equipment 

Steps 

exposition arguing for a point of view Thesis 

Arguments 

Reiteration 
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 Alternatively, stages can be repeated in a single genre, for example, a narrative 

might be extended with a series of Complications and Resolutions, and tension might 

build within Complication with a series of problems which worsen the situation and are 

intensified by characters’ reactions. In fact, a key resource for engaging readers in 

stories is to create tension with unexpected problems. Another recursive resource could 

be to add an unexpected new Complication in order to extend the narrative, and then 

more drama would be added to the story.  

 

 According to Martin & Rose (2012: 12), without appropriate scaffolding, young 

writers find more challenging to develop this kind of stories and it is easier for them “to 

get characters into trouble than to get them out again”. The following section deals with 

narrative text and its characteristics. 

 

4.3.2. Narrative texts: general features 
 
 

“Narrative or story is a core structuring form, found in major literary genres, such as 

novels and short stories, folk tales, fairy tales and epics, as well as in other art forms, 

both verbal and non-verbal” 

      (Toolan, 2006b: 54, italics added) 

 

 According to Toolan ([1998] 2009: 623), one of the most significant shifts within 

applied language studies of all kinds in the 1970s and 1980s could be summarised as 

“an enlargement of basic analytical resources, beyond the sentence, to include the 

story”. In fact, an increase number of researchers in psycholinguistics, sociolinguistics, 

second-language acquisition, discourse analysis, and pragmatics also use the situated 

narrative as an instrument for research.  It is argued that in comparison to other kinds of 

linguistic data, such narratives involve less forced or artificial language behaviour, mental 

faculties and other features involved in cultural and communicative competence. In fact, 

we often use narratives to recount personal experiences or construct fictional ones, with 

the purpose to inform or/and entertain. They are helpful to build bonds among people, 

express feelings and deal with situations around us happening in our everyday lives. 

Thus, storytelling and the language of narrative are directly connected to our identity and 

our relationships and there will often be indications of them in the stories we write 

(Toolan, 2006b, Schiffrin & De Fina, 2008). 
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 There is a wide range of narrative definitions but I will first pay attention to the 

one provided by Labov and Waletzky, who defined narrative as “one verbal technique for 

recapitulating past experience, in particular a technique of constructing narrative units 

which match the temporal sequence of that experience” (1967: 13 as cited by De Fina & 

Georgakopoulou, 2012). As we can see, narrative is widely considered fundamental in 

human communication. Other authors such as Schiffrin & De Fina (2008: 1) claimed that 

“narratives are fundamental to our lives and we dream, plan, complain, endorse, 

entertain, teach, learn, and reminisce by telling stories”. 

 

 In 1972, Labov developed a model applicable to the analysis of written narratives, 

and also narratives produced in languages other than English. Labov defines narrative 

as: 

 

One method of recapitulating past experiences by matching a verbal sequence of clauses to the 

sequence of events which (it is inferred) actually occurred […] We can define a minimal narrative 

as a sequence of two clauses which are temporarily ordered: that is, a change in their order will 

result in a change in the temporal sequence of the original semantic interpretation. 

 

      (Labov, 1972: 359-60). 

 

 According to Toolan (2016a), a narrative is usually conveyed to an addressee 

who was not present as a witness of the situation, but  a teller sometimes narrates to 

someone who was a witness and we expected to have made sense of the sequence of 

events by themselves. However, it is more common to tell stories about ourselves and 

our experiences to those who we value. When we study the language of narrative it 

takes us to other concerns such as the construction of self-identity. Narratives are 

fundamental to our lives. Toolan defines the term narrative as following:  

 

A narrative is a sequence of events that are perceived to be non-randomly connected, typically 

involving one or more humans or other sentient participants these being the experiencing 

individuals at the centre of events; from their experience we human addressees can “learn”. 

 

     (Toolan, 2001: 8; 2006b: 54; 2016a: 237) 

 

 Other authors focusing on the study of narrative text types are Butt et al (2000). 

For them narratives are described as follow: 
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A narrative is a special kind of story that is valued highly in English-speaking cultures. Narratives 

are structured to be entertaining and to teach cultural values. In Narratives, normal events are 

disrupted and language is used to build up suspense around the disruption so that it reaches a 

crisis point. The way that characters in the story confront and resolve the crisis teaches the 

audience about ways of behaving which are valued in the culture. 

 

      (Butt et al, 2000: 225) 

 

 The fact that narratives reflect our cultural values and social identities is pointed 

by other authors as well, such as Barthes (1977) and Toolan years later (1988, 1991, 

2006b), who claims that “narratives represent our experiences, and how they are 

embedded in particular cultural understandings” (2006b: 55). The following passage from 

Barthes also reflects how central and relevant narrative is for cultural studies: 

 

Narrative is present in myth, legend, fable, tale, novella, epic, history, tragedy, drama, comedy, 

mime, painting…narrative is present in every age, in every place, in every society…narrative is 

international, transhistorical, transcultural: it is simply there, like life itself.  

 

      (Barthes 1977: 79) 

    

 One cannot look at narratives without considering the cultural values that are 

created and reproduced in those contexts. Moreover, “explorations in English-speaking 

cultures of the various discourses of everyday life, schooling, popular culture and 

literature frequently foreground story as a highly valued social process in the life of the 

culture” (Rothery & Stenglin, 1997: 230 italics added).  

 

 

 As seen in this section, narrative texts have become interesting instruments for 

linguistic research. After providing several definitions on narrative, the chapter focuses 

on general features of this type of texts. As stated by Toolan (2001: 4) some of the 

typical characteristics of a narrative are the following: 

 

1. A degree of artificial fabrication not usually apparent in spontaneous 

conversation.  

2. A degree of prefabrication because narratives are sometimes formed by other 

things we have heard or seen. 

3. Narratives typically seem to have a “trajectory”. They are expected to go 

somewhere with some development providing a resolution or a conclusion. 
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4. Narratives have to have a teller, and that teller is always important. The teller 

always gives us access to the story by bringing close to the reader events that 

are distant and creating unity for the reader. The teller is the connection between 

the story and the reader. 

5. Narratives follow a linguistic pattern called displacement. The teller is normally 

narrating events which are distant both in time and space. 

 

 Moreover, narrative texts are usually characterised by main verbs in the simple 

past or past continuous tense, since other continuous forms and more complex verbal 

constructions are more typical of non-narrative clauses (Labov & Waletzky, 1967). 

Narratives are generally associated with events happening in the past. Consequently, 

grammatically speaking, narratives are associated with the past tense or with narrative 

(historic) present, which is a form of present referring to past events.  

 

 According to Georgakopoulou & Goutsos (1997 [2004]) in narratives, as 

expected, temporal adverbials, participant and tense shifts are particularly important 

markers. These have significant implications for text segmentations: narrative units are 

mainly identified by time, place and character continuity and shifts. By contrast, the 

identification of non-narrative units relies on more explicit conventional devices such as 

paragraphing, metalinguistic expressions and encapsulating cohesion. 

 

 In narrative, it is very common to find time adjuncts as part of the text’s time 

structure and textual organisation, in other words, time adverbials are used for the 

presentation of new events occurring later in time than those already narrated. This 

relationship is commonly conveyed by then (temporal sequence), but also by temporal 

adverbial phrases, for example, at eight o’clock, at that point, after a while, the next day, 

that afternoon, etc. Therefore, the purpose of time adjuncts seems to be a clarification of 

a text’s structural relations for the reader. Reference forms (e.g. deixis, ellipsis, etc.) 

have also been included among the basic cohesive devices of a text. In narratives, 

chains of reference allow us to trace characters, entities and events. What’s more, the 

centrality of characters in the narrative plot is another factor that influences participant 

tracking choices of narrative. A common strategy is to use pronominal reference or 

ellipsis for the central character to promote a sense of empathy with the protagonist. 

 

 Therefore, time adverbials and reference forms are part of temporal text 

strategies and they are far more important in narrative than non-narrative discourse. The 

telling of a story with a beginning, middle and end inevitably leads to an emphasis on 
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sequentiality and temporal as well as spatial relations. In addition, narrative discourse is 

built on the interaction between participant, time and overall structure.  

 

 Moreover, narratives are produced as a result of contextual influences. 

Considering the participants’ contexts of occurrence and their reasons for telling, 

narratives are “presentations of a sequence of events from a particular point of view or 

perspective” (Herrnstein-Smith, 1981: 228). It is claimed by a wide range of researchers 

that narratives “do not just recount temporally-ordered events; they also convey 

attitudes, feelings and emotions about them” (Georgakopoulou & Goutsos, 2004:45). 

Therefore, narratives could be seen as creative in the way that narrators organise their 

stories and also use evaluation to indicate the point of the story. 

 

 Peterson and McCabe’s study (1983) of children’s narratives also identified a 

high number of evaluative devices. Some of these devices are common with those found 

in other studies of narrative development. These include aggravated signals (e.g. very, 

really), marked emphasis in voice, negation, repetition, causal explanations, character’s 

speech and references to a character’s mental and emotive states (e.g. the weirdest 

thing ever, she was gorgeous, John was very quiet, etc.).  

 

 There are also other involvement strategies which are prototypically associated 

with the narrative genre which are aimed at engaging the audience with the discourse. 

These comprise imagery and detail, tropes and constructive dialogue. Tropes cover four 

figures of speech such as metaphors (speaking of one thing in terms of another), 

metonymy (speaking of a thing in terms of something associated with it), synecdoche (a 

part of the whole) and irony (saying the opposite of what one means) (Tannen, 1989 

[2007] as cited by Georgakopoulou & Goutsos (1997 [2004]).  

 

 Furthermore, narrative genre exhibits instances of affective (expressive) devices 

which are often labelled in the literature as intensity markers. As we have seen in 

Labov’s model, the evaluative category of intensifiers comprises a variety of items from 

repetition and details to markers such as certainly, really, very, absolutely, etc. The 

category of intensity markers for Labov only covers lexical elements that express the 

speaker’s attitude, feeling, positioning and emotions. In Quirk et al (1985 as cited by 

Georgakopoulou & Goutsos 2004: 139), intensity markers can be divided into the 

following classes: 
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Table 4.2. Classes of intensity markers (Quirk et al, 1985) 

 

Emphasisers (also referred to as qualifiers: e.g. certainly, mainly, only) 

Amplifiers (also referred to as quantifiers: e.g. very, too, absolutely, extremely, 

completely) 

Downtoners or hedges (e.g. rather, sort of, maybe). 

 

 Intensity markers also include verbs, adjectives and adverbials that encode the 

writer’s or speaker’s emotions, feelings and moods. These can be classified as positive 

(e.g. awesome, incredible, happily, great, marvellous, etc.) or negative (e.g. terrible, 

horrendous, sadly, shocking, etc.) depending on the emotion transmitted. Intensity 

markers, hence, when occurring in stories, are vital clues for the narrator’s subjective 

orientation towards the message and they are associated with the affective component 

of written discourse. All of these markers with other evaluative devices and involvement 

features encode subjectivity and realise their interpersonal functions. Some of these 

features are narrative-specific. 

 

 After exploring the main characteristics of a narrative text and the linguistic 

features associated with this text-type, this chapter concludes describing different 

approaches which focus on the study of narrative. The first approach described is 

concerned with the study of narrative as type of discourse. The approach is known as 

Narratology. It can be defined as following: 

 

Narratology is the study of narrative as a genre. Its objective is to describe the constant variables 

and combinations typical of narrative and to clarify how the characteristics of narrative texts 

connect with the framework of theoretical models (typologies).  

 

   (Fludernik 2009: 8 as cited by De Fina & Georgakopoulou, 2012). 

 

 The focus, therefore, is on the story as a type of text that can be separated from 

other genres. Narratology is, for the most part, devoted to the study of literary texts, but 

its influence on linguistic studies of narrative is unquestionable. 

 

 Following De Fina et al (2012), most of the classical narratologists (Bal, 1985; 

Genette, 1980; Prince, 1987) conceived the story as their object of study and story was 

defined as a series of temporally and causally ordered events. But the succession of 

events that a reader finds in a story constitutes only one level of a story. Classical 
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narratologists inherited from Russian formalists such as Shklovsky and Propp make a 

distinction between what is told in a story, in other words, its basic events, and the way it 

is told (fabula vs sujet, respectively). This distinction was later emphasised by 

narratologists who, based on Genette (1980), adopted a distinction between narration as 

the act of narrating, discourse as the narrative text and story as the basic sequence of 

events (Toolan, 2001). 

 

 Structuralist studies of literary works (Barthes, 1977; Greimas, 1983; Todorov, 

1969) are the precursors not only of narratology, but also of story grammars. As a result, 

an analysis of stories based on a rigid division between levels is common to the 

developments occurring later. Something to highlight here is the problem of the definition 

of a story as text, which has been a concern for narratologists for the last decades and  

as pointed out by Georgakopoulou and De Fina (2012: 4), “it has been inherited by all 

text-based approaches to narrative”. For a text to qualify as narrative it must contain a 

series of related events and it has to entail movement through time. It is evident that 

structuralists and narratologists share the same idea giving special attention to the text-

internal properties of narrative and they both have little interest in storytelling contexts.  

 

 In addition, the basic idea that the story is a series of events temporary and 

casually connected is influenced by other approaches to narrative as text-type such as 

story grammars. Story-grammar models also focus on the description of the internal 

structure of a story and they present a story organisation based on the combination of 

story components and their internal ordering. For these scholars, a story would consist of 

a combination of elements called setting, initiating event, reaction and ending. However, 

more recent narratological approaches do not share the idea of focusing on the text 

internal properties of narrative and they have started paying attention to context in the 

sense that they recognise the role of the reader and his or her beliefs in the interpretation 

of the text. In this sense, they have started to merge with cognitive theories in relation to 

text processing. 

 

 Therefore, the concept of narrative has endured relevant changes. To 

summarise, in traditional narratology, the criteria of narrativity included features such as 

temporal ordering of events, complication, the presence of human characters, goal 

directed actions, etc. Nevertheless, “narrativity has been redefined not as a property of 

texts, but as something that is attributed to texts by readers” (De Fina et al, 2012: 8). 

This section presents the evolution of narratological approaches from a close to a more 

open structuralist perspective of narrative and more interaction between text and reader. 
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The narratological studies which traditionally focused on literary narratives have now 

recognised the fact that the literary qualities of everyday narratives are also important.  

 

 There are also other approaches which focus on the study of narrative. There 

have been three approaches referring to narrative structure, which have been particularly 

influential in linguistics: Labov’s model, ethnopoetics and conversational analysis. This 

dissertation will only discuss Labov’s model since the analysis of this study follows 

Labov’s narrative structure. Besides, a variety of stylisticians and linguists with literary 

interest have reflected on narrative creativity in recent years, including Carter (1999, 

2004a), Pope (2005), Attridge (2004), Hoey (2005 [2007]), Goodman and O’Halloran 

(2006).  

 

 Within text-grammar approaches to narrative, we can mention van Dijk, 1972; van 

Dijk, Ihwe, Petöfi, & Rieser, 1974 [1998]. Under the influence of text analysis and 

discourse analysis relevant scholars are Christie 1987, 1999, 2012; Crystal, 1998, De 

Fina & Georgakopoulou, 2012, Leech and Short, 1981, Martin & Rose 2012, Rodney 

2012, 2013, Rothery et al, 1997. Other authors focusing on the description of narrative 

texts are Barthes, 1977 who is concerned with narrative embedded in cultural 

understanding and Toolan, 1998 [2009], 2001, 2006b, 2009a, 2009b, whose expertise 

focuses on narrative structure, storytelling and language teaching.  

 

 In Spain, researchers have also widely contributed to the study of narrative 

analysis and storytelling as a communicative act. For example, Hidalgo Downing (2009), 

who analyses structural and socio-cultural features of humorous studies written by native 

Spanish students or other researchers such as Martín-Úriz, 2002, 2003, 2009; Martín 

Úriz et al, 2000, 2001, 2003, 2004-2006, 2008; Romano, Martín-Úriz and Peña, 2009, 

Whittaker & Martín-Úriz, 2005. Some of their studies analyse the relationship between 

knowledge of genre and writing quality in compositions written by secondary EFL 

students and gender differences in recounts. 

 

4.3.3. Labov’s narrative structure 

 
 

 Labov’s model (Labov, 1972; Labov and Waletzky, 1967) is without doubt one of 

the most influential approaches to narrative structure, and probably the most influential 

within linguistics. In fact, the impact of Labov’s contribution to linguistics was of great 

importance (Cornips and Gregersen, 2016). Moreover, a great deal of exciting work 
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occurs in the narratives of ordinary people in their everyday lives as Labov and Waletzky 

affirm. In their opinion, the basic components of a well-formed narrative of a personal 

experience as described in Labov and Waletzky (1967) and redefined in Labov (1972, 

1981 and 1997), are six sections that reflect the typical progression of a narrative from 

the establishment of a setting to a complication, to a resolution and a return to the 

present. The narrative4 components are the following: 

 

 Abstract: The objective of the abstract is to summarise what the story is about. 

Abstracts tend to be short, with only one or two clauses describing the gist of the 

story before the narrative commences. The abstract is meant to signal that a 

story is about to begin, and draws the attention of the reader. 

 

 Orientation: This is meant to help the reader or listener identify the time, place, 

persons, activity and situation involved. According to Labov (1967) the function of 

the orientations is, as its name indicates, to orient the reader/listener regarding a 

person, place, time, and behavioural situation. This stage is common to all the 

story genres. Rothery & Stenglin (1997) pointed out that the meaning of “orient” is 

more abstract and complex than introducing main characters and establishing a 

physical setting, but this is the main purpose of the orientation. It creates, 

therefore, a context for understanding what is to follow in the subsequent stages 

of the genres. 

 

 Complicating action: This section presents what happened in the narrative. It is 

the main body of a narrative being the core narrative category. Narratives deal 

with problems constructed in the Complication stage of the text. Typically the 

Complication is comprised of an activity sequence which deals with a disruption 

and then the actions constitute a problem for one or more of the participants. 

 

 Resolution: The resolution is the result of the narrative and it shows how the 

complication is solved. Therefore, it recapitulates the final events of a story. 

 

 Coda: It is meant to signal that a story has ended. In the coda, there is a 

relationship between the present and the story world. It normally offers a moral 

lesson and gives an overall evaluation of the events of the text. It is an optional 

and additional concluding stage for all the story genres, not only narratives, but 

                                                
4 Information taken by Labov, 1967, 1972 and by other descriptions presented in De Fina & 

Georgakopoulou, 2012; Gregoriou, 2009; Hidalgo Downing, 2016 and Rothery & Stengling, 1997, 2000. 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity      Chapter 4 

 

56 

 

also in recounts and exemplums. There are not any specific linguistic features 

which mark codas but they tend to take the form of a generalised statement. 

 

 Evaluation: The aim of the evaluation is to provide the narrator’s point of view on 

the events and to guide the listener/reader regarding the significance of the 

narrative. A story without evaluation is simply a sequence of events with no point, 

while a good narrative is one in which the narrator is able to convey certain 

interpretations about the facts and an appraisal of the main characters. This is 

marked by a number of different linguistic forms, which include evaluative 

comments. 

 

Table 4.3. Labov's model of narrative structure as cited by Georgakopoulou & Goutsos, 
2004: 61). 

 

                                                      Abstract 

Orientation                           Complicating action                            Evaluation 

       Resolution 

       Coda 

 

 

 While Labov’s model was initially developed for the analysis of oral narratives, it 

has also been applied to written and literary narratives. There has been great amount of 

research following Labov’s structural narrative model which shows how influential this 

model has been for the study of narrative. Later, other adaptations have been 

developed, for example, Butt (2000) and Toolan (1998 [2009], 2006a, 2006b) under the 

influence of Systemic Functional Linguistics. Hidalgo Downing (2009), for example, 

adapts Butt’s model to the analysis of humorous narratives in native and non-native 

students of English. The adapted model is reproduced in table 4.3. below. 
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Table 4.4. Structural elements of a narrative (adapted from Butt et al. 2000 by Hidalgo 
Downing, 2009: 363) 

 

Orientation (obligatory): 

To set up what is to follow by introducing who, where, when, ie. The setting and the 

narrator. 

Complication (obligatory): 

A sequence of events disrupted creating a problem or crisis for the characters. 

The characters evaluate the problematic events to give them significance. 

Resolution (obligatory): 

The problem/crisis is resolved and normal events resume. 

Coda (optional): 

Shows how characters have been changed by the events. 

Evaluates the whole incident. 

  

 
 The main differences between Labov’s original model and Butt’s model of 

narrative are the absence of the abstract and the introduction of evaluation as a 

functional dimension of the categories complication and coda (Hidalgo Downing, 2009). 

Labov and Waletzky (1967) originally claimed that evaluation forms a separate section, 

which occurs after the complicating action and before the resolution. This view was later 

revised by Labov (1972), who suggested that evaluation can also be spread throughout 

the narrative, forming a secondary structure. Moreover, Butt et al (2000 as cited by 

Hidalgo Downing, 2009) explain that the introduction of the evaluation in the complication 

is realised by means of appraisal indicators, for example, repetitions in order to build up 

suspense or emphasis, and the expression of attitude and affect such as evaluative 

adverbs and adjectives, positive and negative evaluation, words with specific 

connotations and so and so forth. 

 

 Following Butt et al, Georgakopoulou & Goutsos (2004) point out that some of the 

main evaluative features are for example intensity markers, repetition, direct speech and 

thought, dialogue, and sometimes the use of narrative present which can be found in the 

narration of numerous cultures. These authors claimed that evaluation is very context-

sensitive. “The degree of evaluation depends on numerous textual and situational factors 

ranging from the story’s topic to the storyteller’s personal and social attributes” (ibid., 

p.64). There are other studies (Peterson and McCabe 1983; Polanyi 1985) which have 

also demonstrated that evaluation is particularly text and context specific and, like other 
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authors, they have also mentioned some evaluative devices such as intensity markers, 

narrative or historic present, ellipsis, causal explanations, characters’ speech, references 

to mental states, etc. 

 

4.3.4. Functional approaches to genre and writing 
 
 

 An early starting point for work on story genres was the already mentioned Labov 

and Waletzky’s (1967) analysis of the Complication-resolution structure of spoken 

narratives. Later, Systemic Functional approaches to genre have contributed enormously 

to how genre is understood and applied in textual analysis and language teaching over 

the last twenty-five years.  

 

 Systemic-Functional Linguistics (henceforth SFL) is an approach to language 

developed mainly by M.A.K. Halliday in the U.K. during the 1960s, and years later in 

Australia. The approach is now used all over the world, particularly in language 

education (Christie, 1999; Christie & Martin, 1997; Rothery & Stenglin, 1997), and for 

purposes of discourse analysis. SFL is built on previous European functional traditions 

like the work of The School of Prague and other works of linguistics such as Bronislaw 

Malinowski and his understanding of “context of situation” and J.R. Firth with his 

establishment of linguistics as a discipline in Great Britain and his system-structure 

theory (Firth, 1950, 1957). Moreover, Halliday (1973; 1978; 1994) was not solely 

responsible for the development of the theory; he provided a framework to which other 

linguists have contributed such as his wife, Ruqaiya Hasan (Halliday and Hasan, 1976; 

1989), Clare Painter (1985), Jim Martin (1992) and Christian Matthiessen (1995) among 

others.  

 

 According to O’Donnell (2012), there are many linguistic theories today which are 

concerned with language as a mental process. However, SFL is more closely related to 

sociology since it explores how language is used in social contexts to achieve particular 

goals. This linguistic approach is, therefore, more concerned with the effect of culture 

and society on language. Language function (what the language is used for) and 

language structure (how it is composed) play an important role in SFL.   

 

 Moreover, Halliday’s Systemic Functional Linguistics is a theory of linguistics that 

claims that language can be seen as a system of choices, since language users choose 

from a network of options in order to create a text, whether that text is written or spoken. 
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Thus, as pointed out by Ruddick (2008: 1), “each speaker creates language acts, makes 

linguistic choices that are constrained by the semantic repertoire provided by their 

personal, cultural and social experiences”. A text, therefore, provides the reader with a 

world view as understood by the writer. 

 

 As mentioned above, in Systemic Functional Linguistics, language is organised 

within a culture because language serves as a social purpose within that culture. 

Functional refers to the work that language does within particular contexts. Systemic 

refers to the structure or organisation of language so that it can be used to obtain things 

done within those contexts, in other words, it refers to systems of choices (Christie, 

1999:759 as cited by Bawarshi et al, 2010; italics added). Halliday argues that language 

is a form of socialisation and it plays an important role in how individuals become 

socialised and perform meaningful actions within what he names “context of situation”. 

Because contexts of situation reoccur as situation types, those who participate in these 

situation types develop typified ways of linguistically interacting within them. As these 

situation types become conventionalised over time, they begin to cluster semantic 

features according to situation types known as register. 

  

 If we link a situation type with particular semantic and lexico-grammatic patterns, 

register describes what actually takes place (“the field”), how participants relate to one 

another (the “tenor”), and what role language is playing (the “mode”). These are the 

three variables or parameters known as semiotic functions (Halliday 1978). What 

happens at the level of context of situation in terms of field, tenor and mode corresponds 

to what Halliday refers to as the three language “metafunctions”: ideational (which refers 

to the linguistic representation of action and it corresponds with “field”), interpersonal 

(which describes interactions between participants and it corresponds with “tenor”) and 

textual (which describes the flow of information within and between texts and it 

corresponds with “mode”).  

 

 It is evident that there is a close connection between the three semiotic functions 

and the three semantic metafunctions. Language depends on the semantic 

metafunctions, so the content of the metafunctions is determined by the semiotic 

functions of register. Moreover, SFL highlights the importance of the connection between 

context and language (Banks, D., 2002) and according to Martin (1992) texts are 

manifestations of social processes and constructive elements of culture. Language and 

context are not considered in isolation from each other since contextual issues influence 

linguistic choices.  
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 Influenced to a large extent by the work of Michael Halliday and Hasan at the 

University of Sydney, other Systemic Functional Linguists believe that language structure 

is integrally related to social function and context. These scholars are J.R. Martin, 

Frances Christie, Joan Rothery, among others, who are part of what has become known 

as the Sydney School (Martin 2000, 2006; Martin & Rose 2005, Rose 2010). Genre 

seems to be the starting point for discourse analysis in this approach.  

 

 As cited by Rose (2010), it has been designed over the last decades with major 

influences such as Halliday’s theory of language as a social semiotic (Halliday, 1978, 

1994 [2004]), the sociological theory of Basil Bernstein (1990, 1996 [2000], Christie and 

Martin 1997), and a wide range of research projects in literacy in education (Martin 1999, 

2000, Rose 2008). For example, five story genres were described in Sydney School 

research, that are found in oral stories (Martin & Plum 1997), in children’s written stories 

(Rothery 1994, Rothery & Stenglin 1997), in literary fiction (Macken-Horarik 1996; Martin 

1996), among other studies. The range of genres described and research provided in the 

Sydney School is, therefore, broad and diverse. 

 

 In connecting situation types and semantic and lexico-grammatical patterns, 

Halliday’s work has served as a foundation for Systemic Functional approaches to genre, 

for instance, the one described in this section, the Sydney School led by the work of J.R. 

Martin. In Martin’s terms, the tenor, field and mode of Halliday’s contexts of situation 

constitute the register of a text. Hence the fact that genre is modelled by the Sydney 

School at the stratum of culture, beyond register. In this model, “situation” and “culture” 

refer to register and genre respectively (Rose, 2010: 2). Thus, Martin builds on Halliday’s 

work by locating genre in relation to register so that genre and register relate to one 

another. According to Martin, while register functions at the level of context of situation, 

genre functions at the level of context of culture. The relationship can be represented as 

follows: 

 
 

 

 

 

 

 

 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity      Chapter 4 

 

61 

 

Figure 4.1. Register and genre functions: “Analysing” (Martin J.R, 1997 as shown in 
Bawarshi, A.S, 2010:33). 

 

Context of culture:             Genre 

  

 

Context of Situation:  field  tenor  mode             

 Register 

Language:    ideational  interpersonal textual 

 
 
      discourse-semantics 
 
      lexico-grammar 
 
      phonology/graphology 
 
 

 According to Bawarshi et al (2010: 33), “Martin’s formulation enriches our 

understanding of genre by showing that social purposes/motives are linked to text 

structures, and how these are realised as situated social and linguistic actions within 

register”. A register can be defined in terms of linguistic patterns which occur in texts. At 

the same time, texts are differentiated in genre in terms of the use of different sequential 

stages or phases that structure the text. These phases are culturally recognisable and 

have prototypical lexicogrammatical realisations (Martin, 1989; Hasan, 1984 as cited by 

Barrio, M., 2004). Martin has developed a study of factual genres, and many studies 

have been developed in educational settings to describe the genres used at school.  

 

 The outcome of this work is the description of genres such as narration, 

argumentation, explanations and so and so forth in terms of their social purpose and 

function, their context of use in schools, their structural or generic sequence and their 

prototypical grammatical features. Thus, the genre-based approach in Australia is 

integrated in the school curriculum in order to help both L1 students and especially L2 

students with the literacy demands of schooling. Consequently, much of the research 

and applied work done in this approach takes place in secondary education (Unsworth 

2000 as cited by Barrio, M., 2004). In fact, Martin and Rothery’s approach has proved 

very useful for teachers when it is tied to functional accounts of register and 

lexicogrammar. What’s more, Martin and Rothery have also used their genre approach 

to classify text types and text differences to assist teachers working in schools. They 

both recognise the numerous and simultaneous functions that different texts achieve. In 
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the case of stories, they are used to report on the actions of heroes, reinforce community 

solidarity and values, transmit ancestral histories and explain religious concepts. Rothery 

describes story genres as following: 

 

 What the story genres have in common is a social purpose to entertain. They achieve this 

by dealing with particular or unique events in which specific characters are involved and through 

meanings which make these events noteworthy in some way. A most important feature, one 

which clearly distinguishes the story genres from factual ones, is that they highlight or foreground 

meanings which evaluate or give significance to the events depicted. 

 

     Rothery (1994 [2008]: 84) 

 

 According to Rothery, we can use our lexico-grammar knowledge to explore what 

type of language we use to tell stories about people and events and how it is structured 

to be entertaining. Writers make stories entertaining by evaluating the people and events 

in the story to show how they are significant. Different types of stories reveal the 

significance of people and events in different ways (cited by Butt et al, 2000). 

 

 
Table 4.5. Overview of story genres (Butt et al, 2000: 217) 

 

Overview of story genres 

Recount → to tell what happened, to document a sequence of events and evaluate 

their significance in some way. 

Narrative → to construct a pattern of events with a problematic and/or unexpected 

outcome that entertains and instruct the reader or listener 

News story → to chronicle a newsworthy event 

 

 Story phases such as settings, problems, reactions and solutions are used by 

authors and storytellers to create different type of stories. They manipulate these phases 

creatively to engage readers and listeners in the story. Common types of story phases 

are shown in table 4.6. below. 
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Table 4.6. Phases for story genres (Martin & Rose 2008, 2012; Rose 2005, 2006) 

 

phase types   engagement functions 

setting    presenting people, activities, places 

description   describing people, things, places 

problem   unexpected events creating tension 

solution   events releasing tension 

events    expected events 

effect    expected result 

reaction   participants’ feelings 

reflection   participants’ thoughts 

comment    narrator explains 

 

 Settings introduce people, activities and places at the beginning of the stage. 

Descriptions provide a sequence of states to describe people, things or places. Problems 

create tension with unexpected events, solutions release the tension. However, ordinary 

events are expected within the storyline and do not create tension. Effects are the results 

of events. Reactions express characters’ feelings; sometimes these reactions can 

enhance a description but some other times they intensify the tension of a problem or the 

relief of a solution. Reflections are characters’ thoughts about the events. Comments are 

made by the narrator of the story. Their purpose can be that of explaining what is 

happening in the story or for drawing a conclusion or even a moral message. 

 

 In story genres, phases can be introduced within stages to develop setting, 

sensual imagery, counter-expectation and evaluation if appropriate. The writer can also 

add dialogues to build up characters and their relationships. Writers can also add 

repeated stages such as Complications and Resolution in order to cause dramatic 

effects. Finally, to be able to use these resources effectively in their writing, students 

need to be guided and this requires some scaffolding. There is a necessity, therefore, to 

include the teaching of genres and their language resources used in a model story. 

 

4.3.5. Appraisal Theory  
 
 

 Appraisal originated as part of the interpersonal function in Halliday’s theory of 

Systemic Functional Linguistics. It was originated in the University of Sydney in Australia 

by Martin and White due to work on the narrative genre and the use of interpersonal 
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meaning in students’ texts, meaning by interpersonal the way individuals construct and 

maintain social relations. A framework was developed eventually in response to a 

growing need to extend the interpersonal model. The origins of this theory focused on 

measuring the use of Appraisal features in students’ writing, in other words, the 

framework has been applied to measuring the ways in which children evaluate emotional 

responses to certain situations and experiences through spoken/written discourse (Mills 

et al, 2014 as cited by Loft Basse, 2016).  

 

 Martin and White describe this theory as “a model evolved within the general 

theoretical framework of SFL” (2005: 7). In 1999, they extended the system by creating a 

framework of appraisal and years later they published their book The Language of 

Evaluation (2005), in which they describe the analytic method for appraisal in detail 

providing an extensive work of appraisal. This theory focuses on the ways speakers 

create meaning through language mainly in social and educational contexts. As Martin 

has pointed out, this theory is concerned with “the social function, not simply as 

expressions of feeling but in terms of their ability to construct community and to align 

people in the ongoing negotiations of communal life” (Martin, 2003: 171).  

 

 Appraisal is one of three linguistic resources which form the interpersonal 

function in SFL with the other two called involvement and negotiation (Halliday, 1967, 

1985, 1994; Martin 1992). What’s more, the term appraisal was first introduced by 

researchers working within functional linguistics (Halliday, 1989, 1994; Hunston and 

Thompson, 2000; Halliday and Matthiessen, 2004; Thompson 2004) among others. In 

conclusion, Halliday’s interpersonal function (modality understood in a broad sense) 

refers to the same idea as Martin & White’s Appraisal theory. Therefore, modality as well 

as appraisal are concerned with the ability of a speaker/writer to provide a subjective 

assessment.  
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Figure 4.2. Appraisal in SFL (Halliday, 1985: 67 [1994]) 

 

 

     1 Ideational metafunction (emphasises the word of experiences, 

         events and circumstances) 

 

 

   2.  Interpersonal metafunction (expressing        

SYSTEMIC      attitudes and obligation: modality) 

FUNCTIONAL  → Negotiation 

LINGUISTICS   →Involvement 

            →Appraisal (attitude + engagement + graduation) 

 

     3. Textual metafunction (the creation of a connected and  

          coherent discourse) 

 

Martin and White (2005: 34-37) distinguish between three systems or domains: attitude, 

engagement and graduation.  

 

 Attitude is concerned with our feelings, including emotional reactions, judgements 

of behaviour and evaluation of things. Attitude is divided into three regions of 

feelings: “affect” which deals with resources for constructing emotional reactions 

(e.g. sad, happy), “judgement” which is concerned with resources for assessing 

behaviour according to various normative principles (e.g. brutal, honest, cruel, 

etc.) and “appreciation” which looks at resources for construing the value of 

things (e.g. comfortable, restful, etc.). 

 

 Engagement deals with the expression of attitudes and opinions and how these 

are manifested in various voices in discourse. It is concerned with the ways in 

which grammatical resources express a speaker’s point of view by means of 

modal expressions (e.g. This can’t be true), verbs of cognition (e.g. I believe…), 

by expressing concession (e.g. although he said that…), comment adverbials 

(e.g. perhaps, probably), by quoting or reporting (She told me that…), 

acknowledging a possibility (In Martha’s view), denying (e.g. I don’t think…), 

affirming (I know for a fact…) and so on. 
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 Graduation is concerned with gradability. For attitude, since the resources are 

gradable, graduation deals with adjusting the degree of an evaluation, in other 

words, how strong or weak the feeling is (e.g. very, extremely, totally, etc.). 

 

Figure 4.3. An overview of appraisal resources (Martin and White: 2005: 38) 

 

   ENGAGEMENT    Monogloss 

 

      Heterogloss 

 

         ATTITUDE Affect … 

     Judgement … 

APPRAISAL    Appreciation … 

 

   GRADUATION Force             raise 

 lower 

       

      Focus    sharpen 

 soften 

  

 

 

 Martin and White’s theory shows an interest in the role of evaluation and the 

expression of affect and feelings and how it is represented in the language that the 

speakers or writers use, in other words, how it is represented in the interpersonal 

function of language. According to Martin and White Appraisal Theory is concerned with: 

 

 The interpersonal in language, with the subjective presence of writers/speakers in texts as they 

adopt stances towards the material they present and those with whom they communicate. It is 

concerned with how writers/speakers approve and disapprove, enthuse and abhor, applaud and 

criticise and with how they position their readers/listeners to do likewise. It is concerned with the 

construction by texts of communities of shared feelings and values, and with the linguistic 

mechanisms for the sharing of emotions, tastes and normative assessments. It is concerned with 

how writers/speakers construe for themselves particular authorial identities or personae, with 

actual or potential respondents, and with how they construct for their texts an intended or ideal 

audience.  

      (Martin and White, 2005: 1, italics added) 
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 Appraisal is related to work on evaluation in other models in various ways and it 

has also been of special interest to other twentieth-century linguists. In 1972, Labov’s 

pioneering work on evaluation in narrative has contributed greatly to the study of 

language and evaluation. In 1989, Ochs already highlighted the importance of “the 

potential of language to express different emotions and degrees of emotional intensity” 

(Ochs 1989: 1). Other scholars in the systemic functional grammar tradition who have 

also contributed to the study of evaluation are, for example, Halliday, 1994; Hoey, 1997; 

Hunston and Thompson, 2000; Halliday & Matthiessen, 2004, Thompson and Alba-Juez 

(2014) as cited by Hidalgo Downing, 2016b: 2. They all agree with the fact that 

evaluative language is expressed by grammatical and lexical choices. As pointed out in 

the previous section, in 1972, Labov first identifies a series of markers of evaluation in 

narrative discourse such as repetition, intensifiers, use of direct speech and present 

tense for the narration of past events, negatives, modals, quantifiers, comparisons, 

correlatives, imperatives among others.  

 

 Appraisal, therefore, spreads interpersonal meaning across the text to express 

the speaker’s point of view and to influence the audience’s point of view. A writer’s or 

speaker’s point of view can be spread over a text in many different ways. These include 

the choice and number of attitude adjectives, the choice of particular types of content, 

amplifying or  reducing intensity or quantity, choosing words that are colourful or that 

have a non-neutral value, the choice of tense, modal words, repetition and even different 

typographical features (Butt et al, 2000). Appraisal can be simply defined as “the 

indication of whether the speaker thinks that something (a person, thing, action, event, 

situation, idea, etc.) is good or bad” (Thompson, 2004:75). 

 

 As pointed out by Hidalgo Downing (2016a) in her overview of grammar and 

evaluation, various theoretical models approach evaluation from different but 

complementary perspectives. Each of the models uses slightly different terminology, 

such as evaluation, stance and appraisal, in order to focus on specific dimensions of this 

complex phenomenon.  

 

 For Hunston and Thompson appraisal is defined as evaluation. Evaluation is 

described by these authors as: 

 

Evaluation is the broad cover term for the expression of speaker or writer’s attitude or stance 

towards, viewpoint on, or feelings about the entities or propositions that he or she is talking about.  
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    (Hunston & Thompson, 2000: 5, italics added) 

 

 Biber & Finegan focus on the language of evaluation as stance. Stance is 

typically associated with the work of these scholars and their collaborators, whose man 

work on stance is collected in their Longman Grammar of Spoken and Written English 

(Biber, Johansson, Leech, Conrad and Finegan, 1999). Stance is described by them: 

 

Stance is the lexical and grammatical expression of attitudes, feelings, judgements, or 

commitments concerning the propositional content of a message. Stance is subdivided into the 

further types: epistemic, attitudinal, and style of speaking stance. 

 

    (Biber & Finegan, 1989: 93, italics added) 

 

 While epistemic stance covers evaluation expressed by grammatical features, 

attitudinal and styles of speaking stance may be expressed by both lexical and 

grammatical features. 

 

 The complexity of the phenomenon of evaluation in language is manifested in the 

variety of terms which are used to approach this phenomenon, as pointed out above, 

and which include terms such as stance, appraisal, modality and attitude, among others. 

No matter if we say stance, appraisal, modality, attitude, they all mean “evaluation”. 

Some researchers such as Hunston & Thompson (2000) and Thompson & Alba-Juez 

(2014) argue that all these key terms may generate confusion and certain difficulty when 

we have to identify evaluative meanings and their relation to lexicogrammatical features. 

Moreover, the difficulties presented when analysing evaluative language are well 

explained by Hunston who state that: 

 

Evaluative language presents difficulties in analysis because there is no set of language forms, 

either grammatical or lexical, that encompass the range of expressions of evaluation. It is true that 

adjectives and adverbs frequently express evaluative meaning…but it doesn’t mean that every 

adjective and adverb marks evaluation or that all evaluation can be identified in this way. In fact, 

evaluation is frequently expressed cumulatively and implicitly. 

 

       (Hunston, 2011: 3) 

 

 Thus, the relation between evaluation and language is a complex task that has 

only received attention in the last decades. More research is, therefore, needed in this 

field. 
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4.4. Chapter summary 
 

 
 This chapter began with an introduction to creativity in writing providing a general 

discussion of the term “creative writing” as a distinctive field of human practice and 

knowledge. The necessity of research on the ways in which creativity can be enhanced 

in writing has been pointed out by some researchers. This introduction was followed by 

an overview of the L1 and L2 writing research. After this, a general overview of the 

conception of genre was provided and its application to a number of linguistics 

disciplines highlighting the fact that the genre approach is growing with force in teaching 

contexts. Next, several definitions of the narrative text and its characteristics have been 

discussed. Moreover, the chapter describes Labov’s narrative structure. Finally, the 

chapter concludes by describing functional and genre approaches to writing such as 

Halliday’s Systemic Functional Linguistics and Appraisal Theory.  

 

 To summarise, chapters 2, 3 and 4 of this dissertation have provided the basic 

theoretical premises for this investigation and, among other issues, it has been shown 

the importance of creativity in our lives nowadays. The presentation of the theoretical 

background precedes the description of the study and methodology in chapter 5, 

followed by the analysis and discussion of results in chapter 6 and 7 and a final 

conclusion in chapter 8. 
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“There is no doubt that creativity is the most important human resource of all. Without 
creativity, there would be no progress, and we would be forever repeating the same 

patterns” 
 

(Edward de Bono 1992: 169) 
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Chapter 5: Data and Methodology 
 
 

5.1. Introduction 
 

 
 The purpose of the present chapter is to describe the data and methodology of 

the study. Firstly, an overview of the study is provided in section 5.2 in which the 

research design is presented; this section is followed by the research questions, which 

provide the starting point for the investigation. The chapter is followed by a description of 

the data collected during the 2011/2012 school year; and a description of the data 

collection procedure. The chapter continues by explaining the method of analysis. The 

method of the analysis is divided into a qualitative approach, in which two different 

holistic scoring procedures are carried out, and a quantitative approach, in which analytic 

scoring procedures are applied. The chapter concludes with a description of the 

instruments used for this study and the procedures of analysis. 

 

5.2. Research design 

 
 The aim of this dissertation is to identify creativity in narrative texts written by 

secondary school students in two different academic years within a bilingual and a non-

bilingual programme. The texts, written in English as a foreign language and in Spanish 

as the subjects’ mother tongue, are analysed from different perspectives: structural, 

using Labov’s theory (1981) and linguistic, using Systemic Functional Grammar 

(Halliday, 1985-2014) and the Theory of Appraisal (Martin and White, 2005). A holistic 

analysis of the texts, based on the perception of creative features, is also conducted. 

Therefore, the main objectives of the study are the following: First, to analyse a set of 

linguistic and evaluative features in the collected data in order to explore whether there 

are different degrees of creativity. Secondly, to compare narratives written in English and 

in Spanish by Spanish L2 learners of English in order to explore whether the L2 poses a 

barrier for the expression of creativity in the participants of the study. Thirdly, to analyse 

the topics and subgenres chosen by the participants in order to identify whether there 

are any age and gender differences. Fourthly, to examine the students’ narratives in 

order to explore whether there is a relation between age and gender and degree of text 

complexity. Finally, this study also evaluates the relationship between the quality of the 

students’ writing and creativity.  
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 The concept of creativity is understood in the present study as follows: first, as a 

form of everyday creativity; second, as a linguistic manifestation of a writer’s creative 

skills; and thirdly, as linguistic and structural choices in narrative which are related to the 

expression of evaluative language. Thus, it is argued that there is a relation between the 

use of evaluative language and variation and perceived degrees of creativity in the 

narratives. 

 

 As seen in the previous chapter, there are different studies which support the 

idea of the relationship between evaluation and creativity. Writing creatively requires 

engagement, a creative action, from the writer. Narratives can be seen as creative in the 

way that narrators organise their stories and also use evaluation to indicate the point of 

the story. McCabe’s study (1983) of children’s narratives also identified a broad set of 

creative evaluative devices. Some of these devices coincide with those found in other 

studies including Biber et al (1999), Hunston & Thompson (2000), Labov (1972), Martin 

and White (2005), Polanyi (1985), Stubbs (1986) Tannen (1989[2007]) Thompson & 

Alba-juez (2014) among others. Some of these evaluative features are, for example, the 

use of negation, repetition, character’s direct speech and constructive dialogues, 

references to a character’s mental and emotive states and instances of affective and 

expressive devices, use of irony, imagery and tropes, intensity markers and so and so 

forth. Narratives, therefore, do not just recount temporally-ordered events; they also 

convey attitudes, feelings and emotions about them. This seems to be the key to express 

creativity in texts, in other words, the writer’s involvement is crucial in the production of 

creative texts. 

 

 Fifty students were selected to take part in this study.  The participants of the study 

come from a school located in the outskirts of Madrid, Spain. As explained above, this 

study explores secondary school written compositions in English as a foreign language 

and written compositions in Spanish, the students’ mother tongue. The same subjects 

were asked to write both in the foreign language and in their native language. Twenty-

five 11 to 12 year-old students enrolled in a bilingual programme attending first year 

classes of the Lower Secondary Education5, in Spain, that is, 1st year of Educación 

Secundaria Obligatoria (henceforth  ESO) and another twenty-five 16 to 17 year-old 

students enrolled in a non-bilingual programme attending 1st year classes of Upper 

Secondary Education in the Spanish Educational System, Bachillerato. The reason for 

choosing these two specific academic levels was to study not only the expression of 

                                                
5 Translation found in the website of European Commission: http://eacea.ec.europa.eu/education/eurypedia  

http://eacea.ec.europa.eu/education/eurypedia


Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 5 

 

74 

 

creativity in a narrative genre, but also to explore its possible variation according to 

factors such as age and gender. Two different educational programmes were selected 

(bilingual and non-bilingual) because, in this way, the participants (one group younger 

than the other group) had a similar proficiency level in the foreign language in both 

academic levels. In order to confirm the equivalence of the academic levels in the two 

groups, an initial test was conducted. 

 

 The initial proficiency level test consisted of a cloze test. The data collected 

consisted in two different tasks. The reason for selecting this type of test was the fact 

that it provides valid and reliable information about students’ proficiency and generates 

diagnostic information on students’ integrated language skills (Douglas 1998; Brown et 

al, 2001). Therefore, the purpose of this initial task was to measure the mastery of the 

foreign language in both groups. The reliability of the measure obtained proved to be 

95% compatible. Prior to the study, the students received classroom instruction 

concerning the different narrative components prepared and taught by the researcher Dr. 

María Barrio6, a specialist in Applied Linguistics. Therefore, the students were familiar 

with the narrative genre.  

 

 The instruction consisted of a Powerpoint presentation7 and additional 

explanation of how to write a narrative using the different narrative components of 

Labov’s model such as abstract, orientation, complication, resolution and coda. Then, 

the students practiced how to identify the different writing components using different 

narrative texts. Several screenshots of the explanation provided are represented in figure 

5.1. 

 

Figure 5.1. Examples of the classroom instruction 

 

       

                                                
6 Barrio, M. Experimental study of textual development in Spanish students of English as a foreign language 

in “segundo de bachillerato”: Features of written register in compositions of argumentative genre. Doctoral 

Thesis. Universidad Autónoma de Madrid, 2004. 
7 Powerpoint elaborated by Doctor María Barrio about narrative structure. The fable has been taken by the 

following webpage http://www.eastoftheweb.com/short-stories/UBooks/WolShe.shtml 

http://www.eastoftheweb.com/short-stories/UBooks/WolShe.shtml
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 Two weeks later, students proceeded to carry out the first task, which consisted 

in writing a travel narrative in English, in which part of the orientation was provided.  A 

text narrating “a journey” was chosen because it was predicted that a variety of 

interpersonal meanings at different points of the narrative might occur, especially 

clustered around key events, (Rothery and Stenglin, 1997). Besides, if a narrative is 

characterised as a journey, then the narration is very likely to be an adventure. 

Participants, therefore, are expected to be imaginative and creative with this type of 

narratives. Six months later, the students carried out the second task, which involved 

writing a similar guided composition, again a travel narrative with the orientation 

provided, but this time written in the student’s mother tongue, Spanish. 

 

The students’ narratives are analysed referring to different variables: 

 

1. Degree of creativity 

 

 As argued in preceding sections, a narrative is an evaluative, affective and 

subjective piece of writing and narrators convey meaning through it by making 

grammatical and lexical choices according to their narrator’s feelings and attitudes 

towards the reported events. As pointed out above, the identification of creativity has 

been established, on the one hand, by means of exploring evaluative choices in the 

language used, following Systemic Functional Grammar (Halliday and Matthiessen, 2004 

[2014]) and Appraisal Theory (Martin and White, 2005) and, on the other hand, by 

analysing the encoding of narrative structural elements following Labov’s model. Further 

information can be found in chapter 4. Besides, a holistic scale has been used. Thus, the 

degree of creativity has been analysed following a combination of both quantitative 
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(through the UAM Corpus Tool8) and qualitative approaches (through an essay rating 

scale which focuses on creativity of writing; see figure 5.7. in section 5.5.2.2). 

 

2. Age and gender differences 

 

 In order to examine possible age and gender differences in the participants’ 

narratives, topics and subgenres and text complexity have been analysed and described. 

Indicators of text complexity are, for example, the use of a variety of time framing 

devices, use of evaluation in narrative, elaborate settings and descriptive characters, the 

construction of complex plots including multiple embedded actions and multiple 

resolutions, variety of stylistic devices, manipulation in the order of the narrative including 

flashbacks and fast-forwards, and the use of complementary genres in the narratives 

and the use of abstract and codas in the participants’ texts in order to provide narratives 

adequately “introduced” and “completed” (Kemprer et al, 1990; Kernan, 1977; Labov, 

1972; Peterson and McCabe, 1983; Bamberg, 1897; Romaine, 1985; Toolan, 1988; 

Smith, 2006 among others).   

 

3. Quality in writing 

 

 A text is considered to have “quality” when ideas are well-developed and clearly 

stated, when it includes appropriate grammatical choices and a wide variety of 

vocabulary and well-formed sentences. The text must also show a correct use of 

spelling, punctuation and capitalisation. This study investigates whether the quality in 

writing is related to the degree of creativity. A holistic scale which evaluated content, 

rhetorical structure, grammatical form, diction and tone and mechanics has been used 

(see figure 5.5, section 5.5.2.1). 

 

 

 

 

 

 
 

                                                
8 UAM Corpus Tool (O’donnell 2012) is software for multi-layer corpus development, which is comprised of a 

set of tools for the linguistic annotation of texts. The Corpus Tool is available free of charge from the website 
http://www.wagsoft.com/CorpusTool  

http://www.wagsoft.com/CorpusTool
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Table 5.1. Research design (proficiency level test) 

 

SUBJECTS: STUDENTS OF ESO AND BACH 

INITIAL 

PROFICIENCY 

LEVEL TEST: 

DATA 

 

ANALYSES 

 

 

 

 

Cloze Test (initial proficiency level test) 

 
Mastery of the foreign language 

 

 

Table 5.2. Research design (task 1) 

 

SUBJECTS: STUDENTS OF ESO AND BACH 

TASK 1: 

 

DATA 

 

 

ANALYSES 

 

 

 

Travel narrative written in English as a Foreign Language9 

 

 
1.Degree of creativity   
 
→ Evaluative and other linguistic choices. 
 
2. Writing quality  
 
→ Evaluation of content, rhetorical structure, grammatical form, 
diction, tone and mechanics. 
 
3.Gender and age differences  
 
→ Exploration of topics and subgenres  
→ Narrative complexity according to linguistic, evaluative and 
structural choices. 

 

                                                
9
 We understand the term Foreign Language as any language used in a country other than one's own and 

also a language that is studied mostly for cultural insight. Therefore, English as a Foreign Language whose 
acronym is EFL corresponds roughly to the English language by non-native speakers in countries where 
English is generally not a local medium of communication. And we understand Second Language as a 
language other than the mother tongue that a person or community widely use for public communication, 
trade, higher education, governmental  functions, and administration in a region where all or most of its 
speakers are non-native, as English in India or Nigeria. The acronyms for English as a Second Language is 
ESL. 
 

http://dictionary.reference.com/browse/English
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Table 5.3. Research design (task 2) 

 

SUBJECTS: STUDENTS OF ESO AND BACH 

TASK 2: 

 

DATA 

 

 

ANALYSES 

 

 

 

Travel narratives written in Spanish as mother tongue 

 
 
1.Degree of creativity   
 
→ Evaluative and other linguistic choices  
 
 
2. Writing quality  
 
→ Evaluation of content, rhetorical structure, grammatical form, 
diction, tone and mechanics. 
 
3.Gender and age differences  
 
→ Exploration of topics and subgenres  
→ Narrative complexity according to linguistic, evaluative and 
structural choices. 
 

 

5.3. Research questions and hypotheses 
 

 
 This study investigates the degree of creativity existing in two corpora of narrative 

texts written by students of ESO and Bachillerato as analysed by an instrument that 

measures evaluative and other linguistic choices. All the students in the study have 

produced two compositions. The first composition is written in English as the students’ 

foreign language and the second composition is written in Spanish as their native 

tongue. The first goal of this study is to identify creativity as encoded in evaluative 

linguistic choices and, therefore, in the expression of the narrator’s subjectivity in the 

different participants’ narratives. We should not forget that “a good narrative is one in 

which the narrator is able to convey certain interpretations about the facts and an 

appraisal of the main characters” (De Fina & Georgakopolou, 2012: 29). This is marked 

by a number of different linguistic choices including evaluative comments. 
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Table 5.4. First research question and hypothesis. 

 

Research Question 1 

 

In what way are choices expressed at the 

ideational level related to creativity? 

Hypothesis 1 

 

Choices at the ideational level and in the narrative 

structure following Labov’s model, are expected to 

contribute to the expression of linguistic creativity 

in the narratives. 

 

 

Table 5.5. Second research question and hypothesis. 

 

Research Question 2 

 

In what way are choices expressed at the textual 

level related to creativity? 

Hypothesis 2 

 

Choices at the textual level and in the narrative 

structure following Labov’s model, are expected to 

contribute to the expression of textual creativity in 

the narratives. 

 

 

Table 5.6. Third research question and hypothesis. 

 

Research Question 3 

 

In what way are choices expressed at the 

interpersonal level related to creativity? 

Hypothesis 3 

 

Choices at the interpersonal level in the form of 

evaluative language and the expression of 

appraisal, are expected to contribute to the 

expression of linguistic creativity in the narratives. 

 

 

 This study also examines and compares the narratives written by the students in 

English as a foreign language and those written in Spanish, their native tongue. The 

purpose of this is to determine if the foreign language could be a barrier for the 

participants’ creativity.   
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Table 5.7. Fourth research question and hypothesis. 

 

Research Question 4 

 

 

 

Do the narratives written in English reveal fewer 

creative resources than the compositions written 

in the mother tongue? 

Hypothesis 4 

 

 

The degree of creativity in the narratives written 

in the foreign language is expected to be inferior 

from that achieved in the mother tongue. 

 
 

 Another aim of this dissertation is to explore the variety of topics used by the 

participants (e.g., friendship, misfortune, love, etc.) and subgenres chosen (e.g., 

adventure, science fiction and so and so forth) in order to examine if those choices are 

related to age and gender. The analysis could show differences in the students’ 

narratives due to these variables. At the same time an analysis of indicators of narrative 

complexity will be carried out with the purpose of finding out if gender and age are 

factors in the construction of text complexity. 

 

 
Table 5.8. Fifth research question and hypothesis. 
 

Research Question 5 Do age and gender factors affect students’ 

narratives?  

Hypothesis 5 

 

 

The two factors, age and gender, are expected 

to affect participants’ narratives regarding topic 

choice and subgenre used. 

 

 
Table 5.9. Sixth research question and hypothesis. 
 
 

Research Question 6 Are there any indicators of narrative complexity 

in the narratives written by students of 

Bachillerato (higher level students) compared to 

students of ESO? 

Hypothesis 6 

 

 

Indicators of narrative complexity are expected 

to be more frequent in students with a higher 

academic level (students of Bachillerato) 
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 The seventh research question focuses on the relationship between the quality of 

the students’ narratives in terms of writing and creativity. 

 

Table 5.10. Seventh question and hypothesis. 

 

Research Question 7 Is there a correlation between the quality of the 

students’ narratives in terms of writing skills 

and the degree of creativity?  

Hypothesis 7 There will be a significant positive correlation 

between writing quality and degree of creativity 

 

5.4. The Corpus 

 
 
 A total of 50 students (Spanish secondary school students) and four teachers 

(three Spanish teachers of EFL and one teacher of Spanish) provided the data for this 

study. The initial proficiency level test was crucial for this dissertation because the 

participating groups had to be equal in terms of mastery of the foreign language. The 

proficiency level test was initially done by more than 80 students from two different 

academic levels. However, only fifty students from both levels proved to be 95% 

compatible. One point worth highlighting was the difficulty in finding subjects with the 

same level of English due to the fact that they were enrolled in different school years and 

were of different ages. Therefore, only 25 students of ESO (aged 11-12) and 25 students 

of Bachillerato (aged 17-18) qualified to participate in this study. Further information is 

provided in the following section. 

 

5.4.1. School and participants 

 

 The data used for this study has been collected in a state secondary school in 

Madrid. The school is located in a suburban area on the outskirts of a large urban centre. 

The town offers different types of resources such as two Cultural Centres, an Official 

School of Languages, as well as sports facilities, different libraries equipped with the 

latest ICTs (Information and communication technologies), which is free for all the users, 

a theatre and a cinema. 

 

 The town has a young population but the average age is gradually getting older. 

The socio-cultural level of the families is heterogeneous middle class, normally working 
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in the transport and public service sectors. The town has experienced a recent growth in 

the percentage of immigrants in the area (approximately 30%), primarily South 

Americans and a smaller number of Romanians and Moroccans. For this reason the high 

school offers Integration and Spanish language programmes for students with specific 

needs such as foreign students and students with learning difficulties. 

 

 Students aged 11-12 (students of 1st ESO) and 17-18 (students of 1st 

Bachillerato) participated in this study and were selected without taking into 

consideration gender and educational background. The students of 1st ESO participated 

in a bilingual programme. The students of 1st Bachillerato attended classes in a regular 

—non-bilingual— school programme. There were 25 students in each group. Two of the 

students (one student in ESO and the other student in Bachillerato) were originally from 

Romania but their proficiency in Spanish was comparable to that of a native speaker. 

The identity of all of these students is strictly confidential with codes10 having been 

assigned to all of them. Therefore, a code has been assigned to each composition. The 

identification code for each student and composition was a specified combination of 

letters and numbers. There is a number corresponding to each student starting with 

number “1”, “n” stands for narrative genre, “c” means that compositions were written in 

class, “e” stands for English and “f” stands for foreign, “s” represents the compositions 

written in Spanish and “na” means native language, “se” refers to secondary education 

and “b” refers to level of bachillerato. Finally, “m” stands for male if the composition was 

written by a boy and “f” if it was a girl who wrote it. Therefore, the code varies depending 

on the gender, the academic level and the language used in the compositions. Thus, the 

general code is used as it follows: 

 

• Number of the student 

• Genre type: Narrative 

• Collection conditions: in class 

• Language: English or Spanish 

• Nativeness: foreign or native tongue 

• Educational level: secondary or bachillerato 

• Gender: male or female.  

                                                
10 The code-system has been used in other works by different authors such as Martin Úriz et al, 1999, 2000, 

2003, 2008,  Martín-Úriz & Whittaker, 2005, Barrio, 2004; Montero, 2011 amongst others. 
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5.4.2. Data collection procedure 

 
 

 The data collection has required three different stages: a first initial phase 

consisting of a cloze test, which measures the mastery of the foreign language in the 

different participants, a second stage aimed at collecting written compositions in English 

and the last stage based on a collection of written compositions written in Spanish. In 

order to check that the students had the same mastery of English, participants had to 

carry out an initial task with the aim of assessing  the students’ English proficiency level. 

This task was completed by both groups of ESO and Bachillerato. 

 

 5.4.2.1. Initial Cloze test 

 

 
 The initial proficiency level test consisted of a Cloze test. This exercise has been 

chosen for this study due to its objectivity when it is evaluated and the reliability of the 

results obtained. This type of test measures the students’ level of English and their 

comprehension abilities by giving them a short text with blanks to be filled. According to 

Mayer et al (1999) the Cloze Test is intended to access a student’s skill in 

comprehending written directions. In determining which word fits in the blank, students 

must use strategies for comprehending verbal directions. Research carried out over the 

last 30 years has sought to examine the language skills a cloze measures and how tests 

can be designed to ensure the validity and reliability of test results. Cloze tests were 

originally designed for the placement of English as a foreign language learners in 

university courses by researchers (Oller, 1973 as cited by Todd, 2008). These tests have 

been specifically chosen because they produce diagnostic information on a student’s 

integrated language skills. Cloze tests, therefore, are relatively easy to administer and 

provide valid and reliable information about a student’s language proficiency by 

deliberate deletion of targeted language features such as verb forms, prepositions and 

lexical items (Todd, 2008: 4). These types of tests are also known as rational cloze or 

gap-fill tests (Alderson, 2000). 

 

 Therefore, a Cloze test was selected for several reasons. Firstly, this task is easy 

to administer and does not require a long time to be fulfilled. Secondly, it requires 

students to build an internal representation of the text, inserting the missing words in a 

meaningful and coherent way. Thirdly, this activity allows the students to think of a 

possible word helped by different textual and discursive clues found in the text. 
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 The text selected for the cloze test was taken from the book Exploring Literacy in 

School English. Write it Right Project (Rothery, 1994). The students were given 30 

minutes to complete the test. Some words had been erased from the text and the 

students had to fill the blank with the appropriate word. There were 32 gaps to fill in and 

a previous example had been provided. After handing out the test and reading the 

instructions aloud, the students were given 30 minutes to complete the task after which 

the tests were collected. The test was administered prior to the classroom instruction 

concerning the writing of the narrative composition.  

 

 Different measures were taken into account in order to mark the tests. Answers 

were marked as correct provided that they were suitable for the context of the text. 

Sometimes different possibilities could fit into a blank. However, answers were not 

accepted as valid when they contained a grammatical or spelling mistake. The main goal 

of the evaluation was not to allow errors and to be consistent when marking the tests. 

 

 Figure 5.2 shows the sample of the cloze test. A copy of the test as handed to the 

students and the full test with answers can be found in the Appendix I.1. Table 5.11 

displays the results of the statistical group comparisons. There are not any statistically 

significant differences in the performance of the two groups; however, there is a 

tendency in the students of ESO to perform slightly higher than Bachillerato students (as 

seen in  table  5.11,  the  mean  in  ESO  is  5.34  and  in  Bach  is  4.91).  In  summary ,  both  groups

 seem  to  have  similar  mastery  of  the  foreign  language  as  measured  by  the  cloze  test .

 Therefore,  the  reliability  of  the  measure  obtained  has  proven  to  be  95%  compatible  after

 

the

 appropriate  statistical  procedure  (T-test)  has  been  carried  out.   

 

 

 

 

 

 

 

 

 

 

 

 

 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 5 

 

85 

 

Figure 5.2 Cloze test (initial proficiency level test) 

 

Name: _________________________________________________ Group: _________________ 

 
For questions 1-32, read the text below and think of the word which best fits each gap. Use only word in each 

gap. There is an example at the beginning (0). Write your answers in CAPITAL LETTERS. 

 
My First Trip to Greece 

 
I didn’t know what to expect from a country like Greece. I had heard good and bad things about it. 
 
The trip was a long 22 (0) HOURS and I can remember hoping that (0) IT was worth the trouble to get (0) THERE. 

 
When the plane landed in Athens (1) __________w e had to wait for ten (2) __________for another domestic1 flight to 

Kos, (3)__________is the island my dad comes (4) ___________. When we got to Kos all (5) __________ relatives 
were waiting for us. We (6) ____________up our  luggage and it took (7) ____________ half  hour to get to the  (8) 
___________that my father comes from. It (9) __________the most exhausting day I ever (10) ___________. When we 
got to my grandmother’s (11) __________I was very tired. The only (12) ____________I really wanted to do was (13) 
_____________sleep. 
 
It was a bit unfair (14) _____________I had never seen them. Before (15) ___________knew it, I was fast asleep. (16) 
____________, at the crack of dawn I (17)___________awake, not because I wanted to, (18)___________because the 

roosters2 were so loud (19)____________they wouldn’t let anyone sleep. That (20) ____________one time that I would 
have (21)_____________to be in a place that (22)__________no roosters to wake me up. 
 
(23)____________breakfast we went to the city (24) ______________. There I saw some shops which 
(25)____________me of Sydney. I didn’t think (26)_____________Greece was that modern. The city 
(27)____________a pizza bar and many café (28)____________. I also went to Neapolis which (29)____________a 
port city, situated on the (32)___________Greece is a very beautiful country.  

 

The whole trip nested seven weeks (almost two months). These weeks went by quickly which proves time does fly 

when you’re having fun. 

 

 

1. A domestic flight is the one which happens within one particular country. The term is commonly known as national 

flights. 

2. A rooster is an adult male chicken; used mainly in American English. 
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Table 5.11. Statistical group comparisons 

 

  5.4.2.2. Collection of written compositions 

 

 
 After carrying out the initial cloze test, the students received classroom 

instructions on how to write a narrative composition. As mentioned at the beginning of 

the chapter, the instruction consisted of a Powerpoint presentation followed by additional 

explanation of how to write a narrative using the different narrative components 

according to Labov’s model: abstract, orientation, complication, resolution and coda. 

Then, they practiced how to identify the different writing components using different 

narrative texts. However, the students were not aware of the purpose of this instruction 

at any time. What is more, students did not know that they would be asked to write a 

 T-test for equality of means (means comparison) 

 
 
 
 
 
GRADE  
 
 
 
 
ESO 
 
Equal 
variance 
assumption 
 
BACH 
 
Non-equal 
variance 
assumption 

 
 
 

 
t 

 

 

df 

 

 

 

Sig. 

(bilateral) 

 

 

 

Difference 

of means 

 

 

 

Typical 

error of the 

difference 

 

 

95% Interval of 

conf. for the 

difference 

 

 

Lowest 
value 

 

Highest 
value 

1.166 
 
 
 
 
 
1.166 

48 

 

 

44.505 

 

0.250 

 

 

0.250 

 

0.4360 

 

 

0.4360 

 

0.3741 

 

 

0.3741 

 

-0.3161 

 

 

-0.3176 

 

1.1881 

 

 

1.1896 

 

  Statistical group comparisons 

 

GROUP N Mean s.d. Standard error 

of mean 

GRADE 

 
1st  ESO 

 

1st BACH 
 

 

 
25 

 

25 

 

 
5.346 

 

4.910 

 

 
1.1220 

 

1.4964 

 

 
0.2244 

 

0.2993 
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narrative text and they were not made aware of the main purpose of the study, which is 

to explore creativity in their narratives. Such awareness might have introduced a bias in 

the study. 

 

 A week later the pedagogical treatment was given, the next stage of the data 

collection consisted in instructing the students to write a narrative composition—a travel 

narrative— in both languages, English and Spanish. They students had fifty minutes to 

complete the task, of which five minutes were dedicated to explain the instructions of the 

task in class. The compositions collected in these two groups, that is, a set of Spanish 

texts in each group and another set of English texts in the other group, constitute the 

corpus of this study. 

 
 The task designed to collect compositions written in English by the students in 

both groups, is displayed in figure 5.3. A copy of the task can be found in Appendix I.3. 

 
 
Figure 5.3 Composition in English 

Make up your own story     

 
Read the orientation provided below and write your own story based on this opening 

paragraph. 

 
Rebecca is a young girl at the age of fifteen. She lives in a small picturesque town 

outside Geneva in Switzerland surrounded by snow-capped mountains. Her family 

loves going on exciting journeys every year. Last summer they took a wonderful trip 

which changed her life forever. It was definitely a journey to remember. 

 

 
 

 These texts were collected in October, 2011.They were collected in both groups 

under the same conditions. They had to finish the task in 40 minutes. There was not a 

limit to the number of words used, but students were encouraged to write at least 100 

words. Students were not allowed to use dictionaries at any time during the 

administration of the task. It was a guided composition, in which the first lines of the 

orientation were provided. The narrative genre, specifically a travel narrative, was 

chosen because it is one of the genres and subgenres more open to creativity (Kress, 

2000), allowing the students to use their imagination freely without any constriction. The 
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participants’ narratives were later evaluated by the teachers using an essay writing scale 

(see figure 5.5, section 5.5.2.1). 

 

 Six months after the first task, students were asked to write a similar narrative but 

this time in Spanish, the students’ native tongue. These compositions were collected in 

April, 2012. The task is presented in figure 5.4 below (also appendix I.4). Also, the 

contextualisation of the task was designed to be similar to the previous one in English 

and the first lines of the orientation were provided too. The same procedure from the first 

take was used and the data collection conditions were identical. Again, the participants’ 

narratives were evaluated by the teachers. 

 
 
Figure 5.4 Composition in Spanish 

 

 Inventa tu propia historieta  

 

Lee el texto que se te proporciona a continuación. Úsalo como introducción a la historia que 

escribas tú basada en este primer párrafo.  

 

 

Sonia es una jovencita de quince años que vive en un pequeño pueblo de los Pirineos, bastante 
pintoresco, siempre rodeado de montañas nevadas. Su familia disfruta viajando y guardan en su 
memoria viajes fascinantes. El verano pasado se aventuraron a hacer un viaje que cambió la vida de 
Sonia para siempre. Un viaje digno de recordar y que jamás olvidará. 

 
 

5.4.3. Corpus 

 

 
 Corpus can be defined as follows: 
 
 
It is a collection of texts (written, transcribed speech, or both) that is stored in electronic form and 

analysed with the help of computer software programs. 

  

      (Conrad 2005: 393 as cited by Maguire, 2013)  

 

 Corpus Linguistics is a method of carrying out linguistic analyses for the purpose 

of yielding new insight into language. There are many publications currently available 
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that are devoted to the theory and practice of Corpus Linguistics, one of the fastest 

growing areas within applied linguistics over the past twenty years. The first corpus of 

spoken and written English was launched by Randolph Quirk in 1959. However, the term 

“corpus Linguistics” was rarely used before the 1990s. Nowadays, the compilation of a 

corpus for linguistic analysis is a very common practice in Linguistics research, for 

example, in fields such as translation and literary studies, English for academic 

purposes, language teaching and learning as well as a variety of domains within 

communicative studies (Biber et al, 1998; Carter, 2013: ix-x; Sinclair, 2001). The 

achievements of corpus analytic work have been substantial, as illustrated by the 

splendid and comprehensive Longman Grammar of spoken and written English (Biber et 

al, 1999 as cited by Swales, 2013). 

 

 The narrative texts collected written by secondary school students constitute the 

corpus of this study. This corpus is an example of a mixed corpus (English as L2 and 

Spanish as L1) since this is a collection of linguistic data produced by L2 learners 

engaged in a composition task. Two languages are represented in the corpus and 

narratives are written in an interlanguage11, that is, English as a foreign language and 

narratives written in Spanish as the students’ mother tongue. The compilation of this 

corpus collected during the 2011/2012 academic year was specifically done for this 

study, and for the purpose of analysing creativity in written narratives of secondary 

school narratives. In Spain, other works based on written learner corpus of primary and 

secondary school students, which have inspired this dissertation are Barrio, 2004; Martín 

Úriz, 2002, 2003, 2005a, 2005b; Martín Úriz, Hidalgo Downing, Whittaker, 2005; Martín 

Úriz et al, 2007, 2008, 2010, Loft Basse, 2016 amongst others). 

 

 The corpus of student writers, as said before, consists of a total number of 

100 narrative texts. Fifty of them (25 texts written in English per group) collected after the 

completion of the first task (see above) during the first term of the school year. The other 

50 narratives (25 texts written in Spanish per group) were collected upon completion of 

the second task during the third term. Finally, an “identification code” was assigned to 

each of the texts written by the students for the purpose of preserving the anonymity of 

their identity. As seen in point 5.4.1 this student code followed a specified combination of 

letters depending on the level, gender and language of the compositions. 

 

                                                
11

 Interlanguage is an emerging linguistic system that has been developed by a learner of a second 
language (L2) who has not become fully proficient yet but is approximating the target language. 
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 This section has presented information about the school and the participants 

taking part in this study. Subsequent to this, an overview of the initial data collection has 

been described and the tasks that followed the initial test have also been explained. 

 

Table 5.12. Summary of data collection 

 

GROUPS 

Initial data 

collection: Open 

cloze test 

Writing data 

collection: 

Narratives in 

English 

Writing data 

collection: 

Narratives in 

Spanish 

ESO 25 25 25 

Bachillerato 25 25 25 

 
 

5.5. Method of analysis 
 

 

 The main purpose of this investigation is to examine a set of linguistic, structural 

and evaluative features that have been hypothesised to contribute to creativity in a total 

of 100 narrative texts written in English and Spanish. The analyses will throw light on the 

possible correlation between these features and creativity. Different analyses—

qualitative and quantitative— have been carried out to achieve the purpose of this 

dissertation. Many other studies also undertake corpora following a combination of both 

qualitative and quantitative approaches (Barrio, 2004; Elliott, 2005; Martin-Úriz et al, 

2000; Montero, 2011; Smith, 2007 amongst others). The qualitative approach focuses on 

reports of experience or on data which cannot be adequately expressed numerically. 

However, the quantitative approach uses statistical techniques and it refers to the 

systematic, empirical investigation of quantitative properties involving analysis of data. It 

is important to point out that both approaches can be applied at the same time and to the 

same study, since they have complementary functions. 

 

 This study is an example of this combination. The qualitative analysis consists of 

a description and an interpretation of the results obtained through the teacher’s 

assessment providing a holistic picture of the phenomenon. Two essay rating scales 

have been provided; one of the scales focuses on quality of writing and the other scale 

focuses on creativity in narrative writing (see the next section for further information). As 

far as the qualitative research is concerned, a technique based on document analysis 

has been used. In this study, the document analysis corresponds to class documents, 
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which are the students’ compositions. As regards the quantitative research, analytic 

scoring procedures have been applied and statistics have been used for the 

interpretation of the results.  

 

 Therefore, the assessment of the narratives is, on the one hand, carried out 

according to the teacher criterion following holistic scoring procedures. On the other 

hand, an examination of the use of linguistic and structural choices, evaluative devices 

and involvement features are analysed through analytic scoring procedures. Finally, the 

results of both analyses will be compared in order to see if they run parallel to each 

other.  

 
 

5.5.1. General procedure for the analysis 

 

 
 As has been mentioned before the first group of narratives was collected in the 

first term and the second group of narratives was collected in the third term of the school 

year 2011/2012. In order to find a certain degree of correlation between the quality of the 

students’ writing and creativity, first of all each composition was assessed. Students’ 

narratives were photocopied for the teachers, who corrected them for their pupils under 

an ESL teacher criterion with the following rating profile: unacceptable, satisfactory, good 

and excellent. This scale is therefore a holistic scoring procedure, in which the quality of 

a complete text is quantified choosing a range of holistic measures as represented in 

figure 5.5 of the next section 5.5.2.1, which assign one overall score to the essays and 

aim to rate the overall proficiency level reflected in the samples of students’ writing. 

Appendix II.1 includes a copy of the essay rating scale as handed out to the teachers. 

 

 Additionally, more qualitative data were gathered by means of having the 

compositions rated by teachers aiming to find creativity in the students’ writing through a 

holistic rating scale. The objective of this procedure was that of finding a possible 

correlation between the quantitative analysis carried out through the UAM Corpus Tool 

and the results of this holistic scoring procedure. 

 

 On the other hand, an analytic scoring procedure has also been chosen. This 

involves the separation of various features hypothesised to be responsible for affecting 

the variable being investigated and then proceed to analyse the data, the written 

compositions in this study. Therefore, this study also follows a quantitative approach 

where the dependent variable is the degree of creativity in my students’ production 
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carried out through the analysis of some evaluative, linguistic and structural features 

following the framework of Systemic Functional Grammar (Halliday and Matthiessen, 

1985-2014) and Appraisal Theory (Martin and White, 2005). This investigation uses 

statistics in order to guarantee sound rigorous results. The statistical analyses have been 

conducted with the help of the UAM Corpus Tool (O’Donnell, 2012), which is a software 

program for multi-layer corpus development, comprised of a set of tools for the linguistic 

annotation of texts. More information about the Corpus Tool will be provided in section 

5.5.3.1. 

 

5.5.2. Qualitative approach 

 
 
Qualitative research faces new opportunities in a social world that is increasingly thought to be 
complex and multi-dimensional, and where the particularly qualitative strengths of understanding 

context, diversity, nuance and process might potentially be very highly valued. 

 
        (Mason, 2002: vii) 

 
 Through qualitative research we can explore a wide array of dimensions of the 

social world, including the texture and weave of everyday life, the understandings, 

experiences and imaginings of our research participants, the ways that social processes, 

institutions, discourses or relationships work, and the significance of the meanings that 

they generate (Mason, 2002: 1). 

 

 According to Creswell (2014: 4) “qualitative research is an approach for exploring 

and understanding the meaning individuals or groups ascribe to a social or human 

problem. The process of research involves emerging questions and procedures; data is 

typically collected in the participants’ setting, data analysis inductively building from 

particulars to general themes, and the researcher making interpretations of the meaning 

of the data”.  

 

 Unlike quantitative research which uses statistical techniques, qualitative 

research focuses on data which cannot be adequately expressed numerically. This 

research uses a predefined set of procedures to answer questions and collect evidence. 

In the last two decades there has been an increasing interest in the form of discourse 

analysis from within the discipline of linguistics, which is grounded in the tradition of 

semiotics (Fairclough, 1992 as cited by Mason, 2002). Other disciplines, such as 

education, have conventionally used case study methods (Chamberlain and Thompson, 
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1997; Delamont and Atkinson, 1995; Gordon, Holland and Lahelma, 2001 as cited by 

Mason, 2002). 

 

 In this study, qualitative data was gathered to investigate the relationship 

between the “quality” of the students’ narratives in terms of writing and creativity. 

Furthermore, additional qualitative data were gathered to examine the students’ 

compositions in order to find an expression of linguistic creativity.  

  

 5.5.2.1. Essay quality rating scale  
 
 

 Evaluating quality requires that the students must be able to write certifying 

proficiency. Testing for writing ability means to define “good writing”. A piece of writing 

should contain an appropriate tone, a logical order, an appropriate level of vocabulary, 

sentences constructed accurately and so and so forth. Consequently, this section 

focuses on the evaluation of writing ability of L2 students of 1st of ESO and 1st of 

Bachillerato which has been developed through a rating scale created by Professor Ana 

Martín Úriz (2005), based on Jacobs and al (1981). This scale has been previously used 

and validated in another  study12 in which the results following this holistic score 

procedure correlated with the analytic results found, showing, therefore, a correlation 

between the qualitative and quantitative analysis. This essay rating scale includes the 

following grades: unacceptable, satisfactory, good and excellent (see appendix II.1). The 

scale is divided into four different levels of performance as shown in the following table 

being the 2.3 the lowest mark and 10 the highest: 

 

Table 5.13. Essay rating profile scores on quality of writing 

 

Essay rating profile scores Composition scores 

Excellent 10 Sobresaliente 8.5 up to 10 

Good 7 Notable 6.5 up to 8.4 

Satisfactory 4.4 Aprobado 5 up to 6.4 

Unacceptable 2.3 Suspenso 1.7 up to 4 

                                                
12 Exploring secondary school written compositions: an analysis of developmental and proficiency features. 

Paper submitted by Silvia Montero Muñoz to get  the Diploma of Advanced Studies (DEA) supervised by Ana 
María Martín Úriz, 2011. 
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 This rating scale, as we mentioned before, is a holistic scoring procedure, which 

quantifies the quality of a complete text choosing a range of holistic measures such as 

the assessment of the content, rhetorical structure, grammatical form, diction and tone 

and mechanics. Therefore, the assessment of the students’ essays under an ESL 

teacher criterion takes into account these five different components, which are the 

following: 

 

Content, in other words, whether the written text (in this case the story) is original, 

persuasive and it keeps the reader’s interest. Moreover, the teacher will pay attention to 

the thesis statement and whether it is defined and supported. Also, whether the students 

express clearly their ideas and whether the story is highly detailed in its content or on the 

contrary it is not. 

 

Rhetorical structure. This measure is in charge of the cohesion and coherence, 

assessing whether the paragraphs are coherent and unified, and there is a body 

paragraph and a conclusion (since a brief introduction has been provided). Also, the 

teacher assesses whether the stories written follow a logical order and whether the 

students use discourse markers, as indicators of good writing. 

 

Grammatical form. This component includes sentence construction, coordination, 

subordination, grammatical structures, agreement, plurality in noun phrases and 

accuracy. The complexity of the sentences is important for the final grade of the essay. 

The more complex the sentence, the better the mark for the students because it means 

that the student has the ability to express and develop deeper thoughts in the L2.  

 

Diction and tone. The teacher pays attention to the word selection, the vocabulary used 

in the essay, in other words, the variety of lexicon used by the student and the 

appropriateness to the genre. 

 

Finally, the component called Mechanics is related to paragraphing, punctuation, 

capitalisation, and spelling.  
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Figure 5.5. Quality essay rating scale (Martín-Úriz, 2005) 
 
 

 

ESSAY RATING PROFILE 

 
Genre: ___________________ 

Student: __________________        Rater: __________ 

 

 
 

Content: topic and context; purpose/thesis: defined, supported; generalizations and 

details; content: original, persuasive; audience/reader interest 

Evaluation (0.5-2.50) Justification 

Excellent            2,5  

Good                   1,7  

Satisfactory        1,1  

Unacceptable     0.5  

Rhetorical structure: plan connected to purpose or thesis: developed: topic sentences; 

logical order; paragraphs coherent, unified; introduction and conclusion 

Evaluation (0.5-2.50) Justification 

Excellent             2,5  

Good                   1,7  

Satisfactory        1,1  

Unacceptable      0.5  

Grammatical form: sentence construction; coordination; subordination; grammatical 

structures; S-V and pronoun agreement; plurality in NPs; accuracy. 

Evaluation (0.10-2.10) Justification 

Excellent             2,0  

Good                   1,5  

Satisfactory        1,0  

Unacceptable      0.5  

Diction and tone: word choice; word form mastery; vocabulary; tone 

Evaluation (0.10-1.70) Justification 

Excellent            1.6  

Good                   1,2  

Satisfactory         0.8  

Unacceptable      0.4  

Mechanics: punctuation, capitalization; spelling 

Evaluation (0.10-1.20) Justification 

Excellent             1.2  

Good                    0.9  

Satisfactory         0.6  

Unacceptable      0.3  

 
 
 

 Two secondary teachers participated in the evaluation of the students’ narratives 

applying this evaluation profile. Both of them have many years of experience in 

evaluating students and working as English teachers. The first decision taken was to use 

the same rating scale for evaluating the narratives written in Spanish as well as in 

English since the scale is easily applied to both L1 and L2 texts. The second decision 

taken was to provide the raters with a description of each component evaluated in order 

to help them in the evaluation of the texts. For this reason, another scoring rubric for the 

assessment of writing was given to the raters. The additional scale used was taken from 

the book Teaching L2 Compositions; Purpose, Process, and Practice written by Ferris & 

Hedgecock (2014) [see Appendix II. 2]. It is an updated version of the ESL 

COMPOSITION PROFILE (Jacobs et al, 1981). The decision for choosing this additional 

scale was because it is organised around the same five components: content, rhetorical 
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structure, grammatical form, diction and tone and finally mechanics. The scale can be 

seen in figure 5.6. 

 
 
Figure 5.6. Scoring rubric for classroom assessment of writing (Ferris & Hedgecock, 
2014) 
 

 

 
 

 5.5.2.2. Essay creativity rating scale  
 
 
 This section focuses on the evaluation of creative writing of L2 students which 

has been designed through a rating scale created by the researcher with the help of her 

supervisors. The aim of conducting this holistic analysis of the texts, based on creative 

features, is to ascertain if there is a correlation between the quantitative analysis of 

creativity and the intuitive criterion of experienced raters using this holistic scoring scale. 

The assessment scale is comprised of the following criteria: novelty and originality, 

structural narrative resources and language choices, use and adaptiveness (see 

appendix III.3). Each criterion is scored from 1-3, being the number 1 the lowest mark 

and 3 the highest. The first component of the scale refers to “novelty and originality” and 

it is related to the topics chosen by the participants and if they make the story interesting 

and engaging to the reader. The second component is called “structural narrative 

resources” and it is concerned with the distribution of complex events in the story in 

order to create suspense, the manipulation of narrative structure and use of embedded 

subgenres within the main narrative genre (e.g. dialogic texts embedded in the narrative 
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with the use of dialogues). Finally, the last parameter focuses on creative linguistic 

choices such as the use of vivid language and figurative language and the production of 

new words in order to compensate for a lack of vocabulary. This rubric has been created 

with the aim of measuring and evaluating creativity holistically. The reason for choosing 

these three parameters was to interrelate this holistic creative scale with the linguistic 

instruments designed to measure different linguistic and structural features that 

contribute to making a text creative. A description of these instruments is provided in the 

next section. 

 
 
Figure 5.7 Creativity essay rating scale 
 
 
 

ESSAY RATING PROFILE
13

 
Student: __________________ 

 

 
NOVELTY AND ORIGINALITY 

A. Topics that engage the reader and make the story interesting and original.  

B. Ability to write imaginative settings and characters. 

Evaluation Justification 

3 points: High degree of 

Creativity 

 

 

2 points: Moderate degree of 

creativity 

 

 

1 point: Low degree of 

creativity 

 

 

STRUCTURAL NARRATIVE RESOURCES 

A. Complex events creating suspense and unexpected resolutions. B. Manipulation 

of narrative structure. 

C. Use of embedded subgenres within the main narrative genre. 
 

Evaluation Justification 

3 points: High degree of 

Creativity 

 

 

2 points: Moderate degree of 

creativity 

 

 

LANGUAGE CHOICES, USE AND ADAPTIVENESS 

Creative linguistic choices:  

A. Students use vivid language with original lexical and grammatical choices. 

B. Students have the ability to produce new words, phrases, use language transfer 

or use their mother tongue in order to solve problems and compensate for a lack of 

vocabulary. 

C. Students use figurative language such as the use of metaphors, hyperboles, irony 

and humour, etc. 
 

Evaluation Justification 

3 points: High degree of 

Creativity 

 

 

2 points: Moderate degree of 

creativity 

 

 

1 point: Low degree of 

creativity 

 

 

                                                
13

 This essay rating scale was elaborated by the researcher with the help of her supervisors: Ana María 
Martín Úriz and Laura Hidalgo Downing. 
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The essay rating profile scores are shown in the following table: 

 

Table 5.14. Essay rating profile scores on creativity of writing 

 

Essay rating profile scores 

Very Good 9 

 

Good 7-8 

 

Satisfactory 5-6 

 

Average 3-4 

 
 
 

 The scale is divided into four different levels of performance as shown in the 

previous table being the 3-4 the lowest mark and 9 the highest. Therefore, the total mark 

obtained will be 9 (very good). This highest score describes a text with an original topic 

which engages the reader providing elaborate settings, sophisticated language and 

descriptive characters. Moreover, narratives must be adequately introduced and 

completed. On the contrary, the lowest mark obtained will be 3 (average). A decision 

was taken with the word “average”. This term was chosen instead of “unacceptable” 

used in the previous quality scale because narratives can express a higher or lower 

degree of creativity but the term “unacceptable” was not considered a suitable word for 

the context of creativity.  

 

 The total number of 100 narratives were evaluated using this rubric. Five raters 

participated in the evaluation of the texts. All the raters were teachers and professors 

within the field of Applied Linguistics and Pedagogy Studies with a broad experience in 

teaching. The raters had to sign an informed consent (see appendix III. 1) to indicate that 

they volunteered as research participants for this study. They were informed that the 

results of the task were going to be used anonymously for this research. Before starting 

their evaluation, the evaluators were given instructions on how to perform the task (see 

appendix III. 2). They were asked to evaluate only the degree of creativity in each piece 

of writing. This means that other features such as language accuracy and possible 

spelling or grammatical mistakes have not been penalised. Invented words which solve a 

lexical problem, if adequate and adaptive, are considered creative. The hundred texts 

were divided into ten files and every file was comprised of ten texts. Four files were 

assigned randomly to each rater with a total number of forty narratives evaluated per 

rater. Each evaluator shared ten narratives with another rater in order to check reliability. 
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Scores for each text were annotated in a table, part of it is represented in table 5.15, 

below. 

 

Table 5.15. Scores given to the narratives 

 

FILE/ ID STUDENT FINAL SCORE 

1/1NCEFSEF  

1/ 2NCEFSEM  

1/ 3NCEFSEF  

1/ 4NCEFSEF  

1/ 5NCEFSEF  

1/ 6NCEFSEM  

  

 Once the raters had evaluated all the narratives, the score given was examined. 

If the narratives shared by every pair of raters had the same score or differed in 1 point, 

the final score was annotated in the boxes. However, if the score of the narratives 

differed in 2 or more points, an agreement between raters was necessary and they had 

to re-evaluate the texts. A reliability sheet was used in these cases in order to help the 

process of checking the agreement on the scores and classify all the information on one 

sheet to evidence the discrepancies and, also, the later decision made. If raters did not 

solve their discrepancies, a third reader was required. In this case, the score given by 

this last rater was the one annotated. All the process was annotated in the reliability 

sheet (see appendix III. 4). 

 
Figure 5.8 Reliability sheet 

 

RELIABILITY SHEET 

 

RATERS 1 AND 2 

 

 1 2 3 4 5 6 7 8 9 10 

Rater 1 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Rater 2 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Discrepancies found 

 

(write X) 

 

Resolution by discussion?  

 

(Write X) 

New scores rater 1 

 

New scores rater 2 

 

Another rater is needed  

 

(write X) 
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 The scores that resulted from the holistic evaluation for creativity will be 

compared with those of the quantitative analysis of the variable “degree of creativity”, 

and thus support or dismiss the adequacy of the linguistic and structural choices 

selected for the quantitative analysis. 

 

5.5.3. Quantitative approach 

 

 
 Often the distinction between qualitative research and quantitative research as 

seen in the previous section  is framed in terms of focusing on words (qualitative) rather 

than on numbers (quantitative). A more complete way of viewing the differences between 

these two approaches is to mention the specific methods employed in conducting them, 

for example, collecting data quantitatively by means of instruments versus collecting 

qualitative data through observing a setting. Furthermore, there is a historical evolution in 

both approaches, the quantitative approaches dominated the forms of research in the 

social sciences from the late 19th century up until the mid-20th century and during the 

latter half of the 20th century, interest in qualitative research increased and along with it, 

the development of mixed methods research (Creswell, 2014). It should prove helpful to 

view a definition of the term quantitative approach: 

 

Quantitative research is an approach for testing objective theories by examining the relationship 

among variables. These variables, in turn, can be measured, typically on instruments, so that 

numbered data can be analysed using statistical procedures. 

 

         (Creswell, 2014: 5) 

 

 This section describes the methodology used following a quantitative approach 

whose main goal is to analyse linguistic, structural and evaluative aspects of language in 

compositions written by secondary school students in order to find certain degrees of 

creativity. Several features including lexical, grammatical and structural choices will be 

analysed following the framework of Halliday’s Systemic Functional Linguistics and 

evaluative features following Martin and White’s Appraisal Theory.  
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 5.5.3.1.Computer processing of texts and manual counting of features: UAM 

CorpusTool 

 

 All the compositions have been transcribed into the word processor exactly as 

they were written by the students with all the punctuation, capitalisation, spelling, lexical 

and grammatical mistakes in order to keep the authenticity of the participants’ writings. 

Every composition has been assigned a code as mentioned in section 5.4.1 and it was 

saved in an individual word file. Each file has been copied different times for their 

individual analysis of narrative structural components (following Labov’s model): 

abstract, orientation, complicating action, resolution and coda. The division of the 

different narrative structural elements has been done manually as well as the counting at 

clause level of ideational and textual choices following Halliday’s Systemic Functional 

Linguistics (henceforth SFL) and the counting of evaluative components and 

interpersonal choices at a text level following Halliday’s SFL and Martin and White’s 

Appraisal Theory.  

 

 The counting of both linguistic and structural choices following Labov’s narrative 

structure, Halliday’s SFL and Martin and White’s Appraisal Theory has been annotated in 

the software called Corpus Tool. Therefore, not only were the compositions transcribed 

into the word processor, but they were also incorporated into the UAM Corpus Tool 

created by Mick O’Donnell. UAM Corpus Tool is a set of tools for the linguistic annotation 

of texts and images. This tool has been used in this study because of its precision and 

accuracy for annotation of text corpora. The following figures illustrate the software: 

               

Figure 5.9 .The opening Window 
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Figure 5.10 The Project window with the layers added l 

 

 

  

 Once the software was installed, a project under the name “creativity project” was 

created. The project was comprised of a set of files, and a set of “analyses” which were 

applied to each of these files. Each analysis can be seen as a “layer” of annotation. As 

the study is composed of three different main analyses (see variables in section 5.2), 

three layers were created.  

 

Figure 5.11 The Project Window with the layers added II 

 

 

 

 Before annotating files for a given layer, schemes for the layers were edited. This 

means that the corpus of the study (the students’ texts) was uploaded onto this linguistic 

Tool. Schemes are the diagrams created comprised of the instrument analysed. There 

are three schemes created following the three instruments designed for this study and 
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described in section 5.5.3.2 and 5.5.3.4 of this chapter. A table summarising the different 

schemes is provided below: 

 

Table 5.16. Summary of schemes created for this study 

 

A summary of schemes created for this study 

Scheme 1 follows Labov’s Theory and Halliday’s SFL and has been designed to 

analyse the corpus within a structural and linguistic perspective (see appendix VI.1) 

Scheme 2 follows Martin and White’s Appraisal Theory and has been designed to 

analyse the corpus within an evaluative perspective (see appendix VI.2) 

Scheme 3 has been designed to explore topics and subgenres and find out whether 

age and gender affect choices made: linguistic, evaluative and structural features (see 

appendix VI.3) 

 

Therefore, the schemes created are the following:  

 

1. The first scheme follows Labov’s narrative structure (abstract, orientation, 

complicating action, evaluation, resolution and coda) and Halliday’s SFL (ideational and 

textual communicative functions). This scheme illustrates the instrument designed (see 

section 5.5.3.2) to analyse texts following these two theories. This instrument consists of 

analysing different linguistic features within the different narrative structural elements in 

order to find different degrees of creativity. 

. 

Figure 5.12. Sheme no. 1 

 

narrative_function
NARRATIVE_FUNCTION-
TYPE

abstract

orientation
IDEATIONAL_CHOICES-
TYPE

setting
SETTING-
TYPE

participants
PARTICIPANTS-
TYPE
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narrator_and_reader_(we)
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time_frame
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description
DESCRIPTION-
TYPE

person_descr
PERSON_DESCR-
TYPE

general_description

background_information
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things_descr

description_of_a_past_event
DESCRIPTION_OF_A_PAST_EVENT-
TYPE

material_processes/verbs

behavioral_processes/verbs

relational_processes/verbs

perception_processes/verbs

cognition_processes/verbs

verbal-processes/verbs

description_of_a_future_event
DESCRIPTION_OF_A_FUTURE_EVENT-
TYPE

material_verbs

behavioural_verbs

relational_verbs

perception_verbs

cognition_verbs

verbs_of_saying

description-of_a_present_event

action

IDEAT_CHOICES-
TYPE

material

behavioural

verbal

relational

perception

TEXT._CHOICES-
TYPE

chronological

non_chronological
NON_CHRONOLOGICAL-
TYPE

analepsis_flashback

prolepsis_flashforward

evaluation
EVALUATION-
TARGET

abst

orient

complicating_action

resol

cod

resolution
RESOLUTION-
TYPE

resolution_types
RESOLUTION_TYPES-
TYPE

types
TYPES expected...

unexpected...

coda
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2. The second scheme focuses on an adaptation of Martin and White’s Appraisal Theory. 

The scheme is divided into engagement (dialogic contraction and dialogic expansion), 

attitude (affect, judgement, appreciation) and graduation (focus and force). This second 

scheme refers to the instrument designed (see section 5.5.3.2) to analyse texts following 

Martin and White’s Appraisal Theory as mentioned above, which consists of analysing 

different evaluative devices that contribute to making a text creative. 

 

 

 

Figure 5.13 Sheme no. 2 

 

 

 

 

 

 

 

appraisal-interpersonal_choices
APPRAISAL-
TYPE

engagement

Grammatical evaluation to express

the speakers' point of view

ENGAGEMENT-
TYPE

dialogic_contraction
DIALOGIC_CONTRACTION-
TYPE

deny

Use of negation: I never hurt him, I

was not a plumber, etc.

DENY-
TYPE

lexical_error_deny

no_lexical_error_deny

counter
COUNTER-
TYPE

concession...

although, but, however, yet, even

though, etc.

adjuncts/adverbials...

surprisingly, only, still, amazingly, but,

etc.

dialogic_expansion
DIALOGIC_EXPANSION-
TYPE

entertain
ENTERTAIN-
TYPE

modal_expressions...

evidentiality...

Verbs of perception: see, hear, etc.

verbs-of_cognition...

attribute
ATTRIBUTE-
TYPE

acknowledgement...

Verbs of saying: say, report, declare,

believe, think, demand, argue, etc.

direct/indirect_reported_speech...

He said: "Do not go there"

He told me that..

attitude

Lexical evaluation

ATTITUDE-
TYPE

affect

Emotions: positive and negative

feelings (sad, unhappy, etc.)

AFFECT-
TYPE

lexical_error_affect

no_lexical_error_affect

judgement

evaluating behaviours: brutal, honest,

cruel...

JUDGEMENT-
TYPE

lexical_error_judgement

no_lexical_error_judgement

appreciation

evaluationg the process: perfect,

comfortable, restful...

APPRECIATION-
TYPE

lexical_error_appreciation

no_lexical_error_appreciation

graduation
GRADUATION-
TYPE

focus
FOCUS-
TYPE

sharpen

true, real, etc.

SHARPEN-
TYPE

lexical_error_sharpen

no_lexical_error_sharpen

soften

kind of, sort of, etc.

SOFTEN-
TYPE

lexical_error_soften

no_lexical_error_soften

force
FORCE-
TYPE

intensification
INTENSIFICATION-
TYPE

degrees_of_intensity...

Extremely, slightly, very, rather,

greatly, somehow, completely, totally,

etc.

quantification

Measuring the entity: small, large,

nearby, distant...

QUANTIFICATION-
TYPE

lexical_error_quantification

no_lexical_error_quantification

modes_of_intensification
MODES_OF_INTENSIFICATION-
TYPE

repetition-reelaboration...

metaphor/simile/personification/hyperbole...

graphological_devices...

humour_and_irony...

invented-word...

use-of_other_languages
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3. The third scheme contains general information including the participants’ academic 

level (ESO and Bachillerato), language of the compositions (English and Spanish), 

gender (male and female), topic (friendship, betrayal, love, etc.), subgenre (romance, 

fantasy, etc.) and complementary genres used in the narrative (epistolary, dialogic and 

both). This third scheme is closely related to the instrument created to analyse age and 

gender difference that will be described in section 5.5.3.4. 

 
 

Figure 5.14. Sheme no. 3 

 

 

 

 

 Further information of the instruments used for this study is found in the following 

sections. Schemes are available in appendix VI (VI.1, VI.2, and VI.3). 

      

general_information

ACADEMIC_LEVEL eso

bach

LANGUAGE english

spanish

GENDER male

female

TOPIC

friendship

love

misfortune,_suffering_and_sadness

achievement_and_success

happiness_and_excitement

survival_and_fear

loneliness

betrayal

uncertainty

warm-welcome

holidays-travel

identity

fate

misunderstanding

a_new_beginning

disagreement_and_dissaproval_

SUBGENRE

science-fiction

travel-adventure

mystery

horror

inner_journey

drama

romance

comedy

fantasy

COMPLEMENTARY_GENRES_USED_IN_THE_NARRATIVE

yes
YES-
TYPE

epistolary

dialogic
DIALOGIC-
TYPE

direct_speech

direct_thought

indirect_speech

indirect_thought

free_indirect_speech

more_than_one_dialogic_type

epistolary_and_dialogic

no
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 After editing the schemes, the students’ compositions were added into the project 

or general file in the Corpus Tool. Once the files of the project had been incorporated, 

the compositions were analysed by means of the schemes created. The Tool is a 

semiautomatic programme that combines manual and automatic procedures. See figure 

5.15. 

 

Figure 5.15 Document analysis 

 

 

 
 

 Once the analyses were completed, the Corpus Statistics pane14 allows various 

statistics to be derived from the tagged corpus based on a single dataset (descriptive 

statistics) and based on two datasets (comparative statistics) or showing results for each 

document individually. A feature-based study was performed in order to specify a feature 

in a layer. With this study the programme describes the usage of features in the corpus 

at that layer (counts, mean, and standard deviation) and it also compares two datasets 

(e.g. Spanish vs English, ESO vs Bach, female vs male) in order to obtain levels of 

significance of the differences between the sets in terms of T-test and Chi-Squared Test 

(see figure 5.16 and figure 5.17) 

 

 

 

                                                
14 Information taken from UAM Corpus Tool User Manual.  Available online from 

http://www.corpustool.com/Documentation/UAMCorpusToolManualv28.pdf   
 

http://www.corpustool.com/Documentation/UAMCorpusToolManualv28.pdf
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Figure 5.16 Feature-based study comparing multiple files 

 

 
 

 

Figure 5.17 A Feature-based study comparing two datasets 
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 5.5.3.2. Instruments to measure creativity: Narrative structure, SFL and 

Appraisal Theories. 

 

 After illustrating the schemes of the analysis in the previous section, a complete 

description of the instrument used for the study is provided in this section. This first 

instrument is interrelated to scheme 1 (see appendix VI.1). The first part of this study 

involves analysing the corpus from a structural perspective, using Labov’s Theory 

(1981). One of the first decisions taken in this study was the selection of this model of 

analysis, which I have chosen because Labov’s model is, without doubt, one of the most 

important contributions to the study of narrative (Cornips and Gregerssen, 2016). 

Moreover, a great deal of his work has been built on the narratives of ordinary people in 

their everyday lives, therefore, some similarities can be found with the subjects of this 

study, who are ordinary students attending everyday classes. Thus, the instrument used 

to analyse the different narrative structural elements is based on this theory.  

 

 In a parallel analysis, this study also uses Systemic Functional Grammar 

(Halliday, 1985-2004) with the purpose of analysing, in the students’ narratives, linguistic 

features hypothesised to contribute to creativity. The unit of analysis chosen is the 

clause. There are two main reasons for this decision, the first one, is to follow, the same 

unit of analysis that systemic linguists follow and the second reason is concerned with 

the low level of syntactic complexity that was expected in the texts of the corpus of 

students at this age. Despite the adoption of the clause as the unit of analysis, 

embedded clauses (nominal clauses, non-finite clauses and relative clauses) are not 

analysed as independent units and they are analysed as complementary units without 

going into the details of the clause structure. For example, “She said to her mother that 

she is going to buy a house and stay in Alcobendas” (1NCEFSEF), “Rebecca had an 

incredible time visiting all the places” (16NCEFBM), “They went to Wall Street which is 

an amazing place” (22NCEFBM). 

 

  As seen in section 4.3.4 Halliday’s SFL is a linguistic theory based on the central 

principle that language is a social semiotic system15 and its users (speakers or writers) 

have unlimited choice in the creation of meaning. According to Halliday (1973 as cited by 

Haratyan, 2011), an author’s linguistic and functional choices are the result of social 

circumstances and their influence on the author’s perception. Thus, linguistic choices 

                                                
15 A system which seeks to understand how people communicate by a variety of means in particular social 

settings. 
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should be interpreted at the discourse level since discourse analysis is concerned with 

the study of the functions of lexico-grammatical choice in social, physical, cognitive, 

cultural, interpersonal and situational contexts. Therefore, this study, based on 

Halliday’s SFL, attempts to explore the linguistic choices made by the students in their 

texts. More specifically, how the three metafunctions reflect and construct the way in 

which students relate to the outside world via language. These three metafunctions16 are 

the ideational, the interpersonal and the textual and are described in this section. They 

are extremely important for the analysis of this study and the instruments used in order 

to achieve the main purpose of this dissertation, that is, to see whether these linguistic 

features contribute to making a text creative. Figure 5.19 shows the instrument designed 

for this study in order to analyse structural and linguistic features (see appendix V1). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                
16 Halliday used the term “functions” in his earlier work, but it was changed to “metafunctions” to avoid 

confusion with Searle’s “communicative functions” (1965). 
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Figure 5.18 Instrument to measure creativity I 
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→author narration 
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a. Description of a present event. 
b. Description of a past event. 

c. Description of a future event. 
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2. Behavioural processes 
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2. Behavioural 
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3. Verbal 
(say, report, tell…) 
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 The instrument is divided into two different columns that share the same principle: 

“creativity”. As mentioned before the students’ narratives are analysed following Labov’s 

model, for this reason, the first column of the instrument illustrates his narrative structure 

divided into five different narrative components: abstract, orientation, complicating action, 

resolution and coda as seen in the chapter 4 (section 4.3.3). Once the participants’ 

narratives have been divided into the different structural elements, the text (as illustrated 

in the second column of the instrument) is also analysed following Halliday’s SFL, the 

ideational and textual functions for our purpose. Therefore, the aim of this part of the 

study is to analyse linguistic features found in the different narrative elements of the 

students’ narratives, the aim of which is to find features that contribute to creativity. An 

adaptation of Halliday’s Theory to the needs of this study was needed, therefore, a 

reduction in the number of ideational and textual choices has been made. 

 

The two metafunctions explored in this part are the following: 

  

1. Ideational metafunction: the message or content of the text includes the author’s 

experience and vision of the world through the setting of time and place. This 

metafunction provides grammatical resources at clause rank to construe the social 

functions and meanings of the world. The functions of a clause are integrated in three 

systems of choices that correspond to these categories: Transitivity, Mood and Theme. 

This study focuses on the category of transitivity. In Halliday’s terms, the role of 

transitivity is to link grammar to the metafunctions related to the context and is “a major 

component in experiential function of the clause, deals with transmission of ideas and 

representing processes or experience such as actions, events, processes of 

consciousness and relations” (Halliday, 1985: 53, italics added).  

 

 One of the main goals of this dissertation focuses on the study of the 

compositions in terms of the ideational metafunction. Regarding this metafunction, the 

linguistic features analysed in the different narrative components are: 

 

Abstract: Llinguistic features are analysed in this component since it describes the gist 

of the story summarising what the story is about. However, the abstract will be analysed 

with the third instrument in order to find structural complexity. 

 

Orientation: deals with the choices in the grammatical system of transitivity: process, 

participant, and circumstance types. Process refers to a semantic verb (doing, 

happening, feeling, sensing, saying, behaving, and existing) and anything that it 
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expresses like event, relation, physical, mental or emotional state. When sorted in the 

semantic system  of  the  clause  they are  classified  into  material,  relational,  mental, 

verbal,  behavioural, and existential processes (Halliday, 1976:159 as cited by Haratyan, 

2011). These Linguistic “processes” as the products of our perception of the world, are 

socially and culturally constructed  with  participants, and are encoded in any animate or 

inanimate noun phrase and in circumstances expressed by adverbial and prepositional 

phrases. (Halliday, 1985: 101-102 as cited by Haratyan, 2011). More specifically, the 

linguistic features analysed here are concerned with descriptions of the places, 

characters, activities, in other words, the setting of the story taking place in the 

orientation.  

 

 This study also explores ideational choices in relation to transitivity including the 

total number of participants or entities involved in the process, adverbial and 

prepositional phrases specifying the “when”, “where”, “why” and “how” of the process, 

expressing time and place frames throughout the setting and finally the total number of 

the different classes of verbs which express the kind of event/state that is being 

described. The decisions taken in this part of the analysis are related to the participants 

and verbal processes. With regard to participants, they have been specifically included in 

the instrument (see figure 5.19) according to what was found in the students’ narratives: 

 

Participants 

→ Character: characters in the story. 

→ Author narration: when the writer takes part of the story being a character by 

himself/herself. “En el caso de nuestra protagonista…lo más importante para meternos 

en situación” (student 17.NCSNABF) 

→Reader (you): the writer addressing the reader. “As you may see” (student 16. 

NCEFBM)  

→Narrator as a character (homodiegetic narrator): here, the writer becomes a participant 

in the story as if she were another character. “The other day I met Rebecca” (student 18. 

NCEFBF). 

 

 Regarding verbal processes, the verbs used by the participants in the orientation 

merely describe an event in the past, present or future (see the instrument). Thus, they 

do not take part of the main narrative. For example, in the segment “She left it because 

she hadn’t got spare time” (1NCEFBM), although the verb used here is a material verb, it 

does not contribute to the development of the main narrative but is a description of a 

past event taking place in the orientation. Therefore, sometimes, the decisions taken are 
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context-dependent and are based on the context of the event and numerous situation 

and textual factors. 

 

Complicating action: this feature also involves dealing with the choices in the 

grammatical system of transitivity. For this study only ideational choices regarding verbs 

related to material processes have been selected. This is so because they take part of 

the main narrative and material processes are the backbone of the narrative sequence of 

events in the complicating action. 

 

Resolution: the nature of this study requires focus on expected and unexpected 

resolutions and on whether one or multiple resolutions were given, rather than in the 

analysis of individual transitivity ideational choices. Therefore, the decision taken 

regarding resolutions was to analyse this narrative component as a block which can 

include one or more clauses, and not to have the clause as the unit of analysis as in the 

analyses of the other structural elements. 

 

Coda: I have not identified representative ideational choices in codas, as they tend to 

take the form of a generalised statement. 

 

2. Textual function: Although the textual function includes choices in thematic structure 

and of cohesive elements, this study focuses only on the choices of the latter, more 

specifically, conjunctions and adverbials of time and place (see the instrument), which 

express links across clauses by signalling sequentiality in time as well as lexical 

cohesion. They tend to occur especially in the orientation, although they can be used 

throughout the narrative. 

 

 The three metafunctions act simultaneously and systematically in a text and 

function interdependently in the language system, hence our analysis, which follows 

Halliday’s Systemic Function. However, since the aim of the study is to explore creativity, 

this requires the examination of evaluative features. In order to achieve this purpose 

another theoretical framework was selected: Martin and White’s Appraisal Theory. Unlike 

the analysis of SFL in which the unit of analysis was the ranking clause, in the analysis 

based on Appraisal theory the unit of analysis is the entire text (see chapter 4). The unit 

of analysis is thus flexible, consisting in words or phrases which can be identified as 

examples of appraisal within the text. 
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3. Interpersonal function: the writer’s social roles and relations in the network of 

speech acts, mood and modality reflect the participants’ both inner and outer spheres. 

We use language to interact with others, to establish and maintain relations with them, 

(language serves as a medium between individuals). In this study, interpersonal choices 

are analysed within Appraisal Theory. 

  

 As seen in section 4.3.5, Appraisal Theory (henceforth AT) was developed by 

the linguist James R. Martin in the 1990s along with other scholars such as Peter White, 

Rick Ledema and Joan Rothery in Australia. It has been regarded as an extension in the 

study of interpersonal meaning as described by Systemic Functional Linguistics. 

According to White17, Appraisal Theory is an approach which explores, describes and 

explains the way language is used to evaluate, to adopt stances and to manage 

interpersonal positioning and relationships. Appraisal theory divides evaluative resources 

into three broad semantic domains: attitude, engagement and graduation. In the present 

study, a text-analytical tool with the three appraisal systems has been designed. As with 

Halliday’s Theory in the previous section, an adaptation of Martin and White’s framework 

(2005) is carried out. The number of categories in the original framework has been 

reduced due to the simplicity of the participants’ language that is expected to be due to 

the young and inexperienced subjects. Figure 5.19 illustrates the instrument used for this 

study in order to analyse evaluative features (see appendix V.2). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                
17

 White, P.R.R. An Introduction Tour through Appraisal Theory, available online from 
www.grammatics.com/appraisal.  

http://www.grammatics.com/appraisal
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Figure 5.19 Instrument to measure creativity II 

 

(2) EVALUATION →CREATIVITY 

Interpersonal choices (Halliday) 

APPRAISAL (Martin and White) 

Engagement 

(Grammatical evaluation to express the speakers’ point 

of view) 

Attitude 

 (lexical evaluation) 

Graduation 

1. Dialogic Contraction: 

a. Disclaim 

→Deny (he was not a plumber, I never hurt him) 

→ Counter 

►concession (although, but, even though, however, 

yet, etc) 

►adjuncts/ adverbials (surprisingly, amazingly, even, 

only, still, etc.)  

2. Dialogic expansion: 

a. Entertainment 

→ Modal expressions:  

► Epistemic modality  

(modals of probability, possibility and certainty) 

►Deontic modality 

(modals of obligation, necessity, permission, ability and 

desire) 

→Evidentiality (verbs of perception: see, hear, etc) 

→Verbs of cognition 

(he thought so) 

b. Attribute 

→Acknowledgemen  

►Verbs of saying and thought: say, report, declare, 

believe, think, demand, argue, etc. 

(she believes that) 

→ Direct/Indirect Reported Speech (he told me that) 

- Distance 

(X claims that, it is rumoured that…) 

 

LEXICAL RESOURCES 
 
1. Affect 
[emotions: positive and 
negative feelings] 
 

(sad, unhappy,  

 
2. Judgement 

[evaluating behaviours] 
 
(brutal, honest, cruel…) 

 
3. Appreciation 
[evaluating the process] 

 
(perfect, comfortable, 
restful…) 

 

A. Focus 

-Sharpen (true, real) 

-Soften (kind of, sort of) 

 

B. Force 

Intensification [degree of 

intensity] 

(Extremely, slightly, very, 

rather, greatly, somehow, 

completely, totally…) 

Modes of intensification 

-Repetition 

-Metaphor/ 

simile/ 

personification 

-Graphological devices 

-Humour/irony  

Quantification 

[measuring the entity] 

(small, large, nearby, 

distant…) 
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The instrument is divided into different categories: 

 

1. Attitude: values by which speakers pass judgements and associate 

emotional/effectual responses with participants and processes. In order to express an 

attitude regarding one subject or matter, speakers and writers employ evaluative 

language in their utterances. Attitude itself is divided into three sub-systems: 

 

-  Affect: the characterisation of phenomena in reference to emotion. 

- Judgement: the evaluation of human behaviour with respect to social norms. 

-  Appreciation: the evaluation of objects and products (rather than human behaviour) in 

reference to aesthetic principles and other systems of social value. 

 

 This study counts positive and negative evaluation used by the students in their 

compositions which express emotions (e.g. I’m sad, I hate chocolate), meanings which 

evaluate behaviours (e.g. brutal, to cheat, fairly) and meanings which evaluate the 

process (e.g. comfortable, discordant, beautiful) 

 

2. Engagement: Resources for positioning the speaker's/author's voice with respect to 

the various propositions and proposals conveyed by a text. According to Martin (2003) 

and Martin and White (2005), it is concerned with the ways in which grammatical 

resources express a speaker’s point of view by means of modal expressions (e.g. This 

can’t be true), verbs of cognition (e.g. I believe…), by expressing concession (e.g. 

although he said that…), various comment adverbials that position one opinion in relation 

to another (e.g. perhaps, probably), by quoting or reporting (She told me that…), 

acknowledging a possibility (In Martha’s view), denying (e.g. I don’t think…), affirming (I 

know for a fact…) and so on.  

 

 As seen in the instrument, the categories analysed in the present dissertation are 

those of modal verbs, use of negative forms, verbs of saying, verbs of perception, verbs 

of cognition, comment adverbials and use of concession through conjunctions and 

adverbs in order to use engagement to express opinions. 

 

3. Graduation: It involves gradability and is concerned with adjusting the degree of an 

evaluation, how strong or weak the feeling is. This kind of graduation is known as force, 

for example the use of intensifications (e.g. extremely), comparative and superlative 

forms (e.g. bigger than, the biggest), repetition (e.g. go, just go) and other forms of 

intensification such as metaphors (e.g. crystal clear), similes (e.g. as stubborn as a mule) 
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and so and so forth. Graduation also involves preciseness through the sharpening (e.g. 

She’s not a real mother) or the softening of an attitude or feeling (e.g. kind of, entirely, 

slightly). 

 

 As illustrated in the instrument above, this dissertation counts these features in 

order to quantify the semantic resources including words, phrases and structures which 

the participants of this study employ to negotiate emotions, judgements and valuations 

and see whether there is a correlation with certain degrees of creativity and the use of 

evaluative language in students’ utterances. 

 

  5.5.3.3. The relationship between the use of ideational, textual and 

evaluative choices in travel narratives and creativity. 

 

 
 “Any narrative can be considered to be a representation of a great realm of human 

creativity (…) and be considered as ubiquitous components of human communication, used as 

parables and examples to illustrate events, emotions, phenomena and occurrences”  

 

       (Alberski, 2012: 7 and 8).  

 

 Psychologists and linguists pay particular attention to narrative as a creative form 

of communication between people in the form of stories (Trzebinski 2002 as cited by 

Alberski, 2012). To produce a narrative, in this study specifically a travel narrative, often 

requires students to use their imagination. “Narrative and imagination are integrally tied 

to one another” claimed Molly Andrews (2014: 1). Tasks, hence that involve the use of 

imagination and the generation of new ideas might provide students with more chance to 

be creative. What’s more, travellers tend to generate compelling stories with examples of 

distant lands, exotic people, objects from faraway places, and explorers who return 

home with vivid tales among other travel experiences.  

 

 In fact, the travel narrative genre is the condition of creative and transformative 

discursive work (Kress, 2000 as cited by Dolougham, 2006). In addition, narratives which 

can be placed in the context of journeys (both real and imagined) are structured around 

a number of themes related to travel. Indeed, the journey provides a narrative and 

temporal framework including preparations for departures, arrival and return. Sometimes, 

the authors are also characters in the story, some other time we have seen main 

characters being transformed by encountering a series of obstacles or conflicts, which 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 5 

 

118 

 

result in experience and lessons learned as a result of travel (de Botton, 2003 as cited by 

Dolougham, 2006). 

 

 The analysis of the narrative structure of the students’ text was based on Labov’s 

classification of the elements of a narrative. According to Labov (1981: 226), “a narrative 

is a sequence of two or more narrative clauses, that is, a sequence of clauses separated 

by one or more temporal junctures”. Narrative clauses reflect the events of the story. 

Consequently, a high percentage of clauses can be assumed to signal complex stories 

as far as their event structure is concerned. Moreover, special status of certain clauses 

may be typically reflected in the grammar18 of those clauses and similar claims can be 

made about the grammar used in portraying characters and settings.  

 

 According to Toolan (2001:107), “the grammar, examined closely, is found to 

match the nature or conditions of characters”. As Toolan claims (ibid.), “one of the most 

useful and usable contemporary meaning-oriented grammars of English is that of 

Halliday” (1994 [2014]). Hallidayan grammar, namely ideational, textual and 

interpersonal choices, seem to be relevant for the analysis of characters and settings 

and interesting in narrative analyses since these choices highlight a delimited set of 

process types and participant roles (ideational function), the creation of a connected and 

coherent discourse (textual function) and the expression of social relations such as 

engagement, attitude and graduation (Halliday’s interpersonal function and later Martin 

and White’s evaluative devices).  

 

 Creativity within a narrative context is, therefore, characterised here by a higher 

level of originality in relation to linguistic and textual choices used and the creation of 

complex stories and unexpected events in terms of narrative structure. Additionally, 

creativity is also concerned with the use of evaluative devices and the ability of the 

narrator to convey his/her own feeling about the story (s)he is telling and then bring the 

reader more closely into the narration. By evaluative devices, we are referring to specific 

syntactic and phonological features which are used deliberately by the narrator to draw 

the reader’s attention, to indicate the point of the narrative, and to involve the reader in 

the story. 

                                                
18 Here the term grammar is used by Toolan “in a relatively enlarged sense, to denote not so much a formal 

syntactic description but a meaning-oriented functional description of the language in question”. By grammar, 
then, Toolan means “a systematic account of the principles governing choices of words and sequences of 
words within a language, with the additional requirement that the account is attentive to the meanings of the 
speakers/writers associate with those choices” (Toolan, 2001: 107) 
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 5.5.3.4. Instruments to analyse age and gender differences 

 
 
 The last instrument designed for the study deals with age and gender differences. 

The aim of this part of the study is, first, to examine and compare the participants’ 

narratives in different school years to find out if age contributes to narrative complexity 

and second, to explore the topics and subgenres used for the participants to examine 

differences, if they exist, due to age and gender difference. Therefore, the first column of 

the instrument is concerned with factors related to text complexity such as variety of 

framing devices (e.g. temporal adverbials, discourse markers, etc.), elaborate settings 

and descriptive characters, variety of evaluative features which express degrees of 

emotional intensity (e.g. use of intensity markers including adjectives, adverbials, verbs 

that encode the emotion, feeling or mood of the characters), stylistic features (e.g. use of 

graphological devices, for instance, capitalisation; imagery and tropes such as 

metaphors, hyperboles, irony, repetition etc.), constructing complex plots including the 

provision of multiple actions and multiple resolutions (e.g. providing solutions to the 

problem or problems, manipulation in the order of the narrative (e.g. flashbacks, 

flashforwards), use of a complementary genre inserted into the narrative (e.g. epistolary 

and dialogic); and finally, the use of abstract and codas in the participants’’ texts in order 

to provide narratives adequately “introduced” and “completed”.  The second column 

focuses on the topics and subgenres chosen by the participants. A decision was taken 

regarding the subgenre travel-adventure. It is a blended subgenre since travelling entails 

adventure to a considerable extent.  

 

 The instrument designed for this analysis is part of the scheme number three 

described in section 5.5.3.4. (see appendix VI. 3). However, some of the factors which 

are analysed in order to unveil narrative complexity are displayed in the other two 

schemes, for example, variety of linguistic devices, use of multiple embedded events and 

resolutions, use of abstract and codas and manipulation in the order of the narrative 

(analysed in scheme 1), and variety of evaluative and stylistic devices (analysed in 

scheme 2). Figure 5.21 shows the instrument designed for this part of the study which 

will permit to analyse age and gender differences (see appendix V.3). 
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Figure 5.20 Instrument to analyse gender and age differences 

 

Factors of Narrative Complexity Topic 

 
 
1.Framing devices: time adverbials 
 
2. Evaluation in narrative 
 
3. Elaborate settings and descriptive 
characters 
 
4. Multiple actions embedded 
 
5. Multiple resolutions 
 
6. Variety of stylistic devices (e.g. 
metaphors, similes, etc.) 
 
7. Manipulation in the order of the 
narrative (e.g. flashbacks, fast-
forwards) 
 
8. Complementary genre used in the 
narrative: 
 
a) epistolary 

b) dialogic 

→direct speech 

→Direct thought 

→Indirect speech 

→Indirect thought 

→Free Indirect speech 

9. Use of abstract and coda 
 

 

-  Friendship 

- Love 

- Misfortune 

-Sadness 

-Survival 

-Betrayal, etc. 

 

Genre: 

Travel    narrative 

Subgenre:  

-Travel and 
adventure 

-Science fiction 

- Detective 

- Horror 

-Inner journey 

- Drama 

- Fairy tale 

- Romance 

- Comical 

-Fantasy 
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 Several examples of these features taken by the students’ texts are shown below: 

 

Use of graphological devices, for example, use of punctuation marks, parentheses, 

capitalisation in order to lay emphasis: 

 

“It was the BIGFOOT!!!!” (2.NCEFBM) 

“YOU MUST COME, I LOVE YOU” (17.NCEFBF) 

“LEAVE ME ALONE”, she shouted. (4.NCEFSEF) 

 

Use of epistolary subgenre embedded in the narrative genre: 

 

“But the letter changed Rebecca’s life. (17. NCEFSEM) 

 Dear friend Rebecca, 

 I miss you so much…” 

 

Use of coda: 

 

“Ese viaje cambió la vida de Sonia gracias a que el destino cruzó sus caminos, pero no los 

separó ya que el destino de todos los veranos para Sonia es el mismo desde hace tres años” 

(13.NCSNABF) 

 

“Rebecca realised that she couldn’t go on her own in places 

like that, and since then, she has been so much mature. 

At last, she enjoyed that journey!” (3.NCEFBF) 

 

Use of abstract: 

 

“Este viaje fue especial porque nunca jamás le había pasado nada igual” (12.NCSNABF) 

“This journey was very important because she knew a very especial person, named Alicie” 

(12.NCEFBF) 

 

Use of dialogic texts within the narrative genre: 

 

1. Use of direct speech:  

 

“Cielo, ahí hace mucho frío…”, decía su madre. ¿No prefieres alguna más…más normal?, decía 

su padre” (15.NCSNABF) 
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“Ok, mum, I’m going”, replied Rebecca picking up her luggage” (4.NCEFSEF) 

 

2. Use of reported speech: 

 

“Pero sus padres la dijeron que debía aprender porque allí estaban sus abuelos, tíos, etc...” 

(14.NCSENABF) 

 

“She said to her mother that she is going to buy a house and stay in Alcobendas” (1.NCEFSEF) 

 

3.Use of direct thought: 

 

“I got angry and I couldn’t tell them goofbye and now they’re gone, I’m so stupyd” (4.NCEFSEF) 

 

“She had an idea she hid behind a track and waited until the policemen went away, then she 

returned to her place in the queue, but, wait! What was that? An vip pass was on the ground!”. 

(15.NCSENABF) 

 

4. Use of reported direct thought: 

 

“It was amazing, thought Rebecca” (18.NCEFBF) 

 

Use of multiple resolutions: 

 

(1.NCSNABM) 

 

First: 

 

“iban en- 

contrando soluciones al gran problema. Un día, tras 

semanas de duro trabajo, el amigo presentó el pro- 

yecto ante todos los directivos; los cuales terminaron 

aceptando el proyecto, 

 

Second: 

 
Tras años de duras investigaciones, 

Sonia consiguió un combustible a base de nieve, lo que 

la llevó a lo más alto y, quizás más importante, puso su 

granito de arena para "salvar al planeta". 
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Use of stylistic devices: 

 

1. Use of hyperbole: 

 

“Ella en ese momento se convirtió en la chica más feliz del mundo” (4.NCSNABF) 

“Ella bañada en lágrimas” (4.NCSNABF) 

 

2. Use of metaphors: 

 

“Ciudad Parisina o mejor dicho la ciudad de "L´amour" (6.NCSNABM) 

 
 

5.6. Chapter summary 
 
 
 

 The purpose of chapter 5 has been to state and display the research objectives, 

research questions and hypotheses, which form the basis for this study and to describe 

the data collection, the instruments and the method of analysis used in this dissertation. 

A general overview of the investigation has been given including a description of the 

subjects and teachers who participated in this study, a description of the corpus collected 

and the methods for data collection.  

 

 Two different methods of analysis in this study have been presented, beginning with 

the qualitative approach, which described the essay rating scales used. The first rating 

scale focuses on the participants’ narrative quality and the second rating scale measures 

the degree of creativity used by the subjects in their narratives. The chapter continues 

with the description of the quantitative approach and the instruments used for this study, 

which focus on measuring creativity from different linguistic and structural perspectives 

and exploring gender and age factors in the participants’ narratives. The following 

chapter, chapter 6, is dedicated to presenting the results of the study. 
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“Imagination is more important than knowledge […] knowledge defines all we currently 

know and understand, imagination points to all we might yet discover and create” 
 

(Albert Einstein 1929. An interview by George Sylvester Viereck, The Saturday 
Evening Post) 
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Chapter 6 : RESULTS  
 
           

6.1. Introduction  
 
6.2. Degree of Creativity 
 
 6.2.1. Ideational and textual choice findings  
 
  6.2.1.1. Differences between the two academic levels 
 
  6.2.1.2. Differences between L1 and L2 
 
 6.2.2. Evaluative choice findings  

 
  6.2.2.1. Differences between the two academic levels 
 
  6.2.2.2. Differences between L1 and L2 
 
 6.2.3. Summary of findings: Ideational, textual and evaluative    
   choices 
 
 6.2.4. Results of the creativity qualitative approach 
 
 6.2.5. Correlation between quantitative analysis and qualitative           
                  analysis regarding degree of creativity 
 
6.3. Age and gender differences  
 
 6.3.1. Differences regarding ideational and textual choices  
 
 6.3.2. Differences regarding evaluative choices 
 
 6.3.3. Differences regarding topics and subgenres 
 
 6.3.4. Differences regarding narrative complexity 
 
6.4. Correlation between degree of narrative complexity and    
       creativity. 
     
6.5. Quality in writing 
 
 6.5.1. Results of the quality qualitative analysis 
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 6.5.2. Correlation between degree of quality in writing and  
  creativity 
 
 6.5.3. Correlation between degree of quality in writing and  
  narrative complexity. 
 
6.6. Correlation between both holistic analyses: quality and creativity 
 
6.7. Chapter summary  
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Chapter 6: Results 
 

6.1. Introduction 
 
 

 This chapter presents the findings obtained through the analysis of the different 

variables of the study: degree of creativity, age and gender differences and quality in 

writing. To begin with, the analysis of the first variable explores Halliday’s ideational 

and textual choices along with Labov’s Model of narrative, from two different 

perspectives: School year and language. Therefore, the significant differences found 

between the two academic levels (Eso/Bachillerato) and both languages (English and 

Spanish) are provided.  

 

 Moreover, the chapter focuses on evaluative devices within Martin and White’s 

Appraisal Theory. Again, significant differences found between the two academic levels 

(Eso/Bachillerato) and both languages (English and Spanish) are revealed. The degree 

of creativity has been analysed through analytic scoring procedures, the UAM Corpus 

Tool (see chapter 5, section 5.5.3.1). The results of the quantitative analysis are 

complemented with the results of the qualitative analysis through a holistic scoring 

procedure, an essay rating scale focusing on creativity of writing (see chapter 5, 

section 5.5.2.2).  

 

 Once the results of the first variable are shown, the possible correlation 

between the two types of analysis can be discussed. Secondly, the results of the 

variable which examines age and gender differences are presented. Finally, the 

chapter shows results from the third and last variable: writing quality and relationship 

between the students’ writing quality and creativity. 

 

 As seen in chapter 5, the processing of the results has been carried out by 

means of the UAM Corpus Tool. Two data sets have been compared (ESO/Bach, 

English/Spanish, males/females). Results show which of the differences between the 

two sets are statistically significant (+ means that the results are significant up to 90% 

level, ++ means that the results are significant up to 95% level and +++ means that the 

results are significant up to 98% level). The current chapter shows a global counting 

approach, which means that the corpus has been compared in terms of percentages. 

This approach, therefore, will tell us which type of features the students use more 

frequently than others and the students’ preferred feature from within a mix of features. 
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Due to the fact that students of Bachillerato write longer-length texts than those written 

by ESO students (20,233 words in Bach and 12,812 words in ESO, see appendix VII. 

4), another approach has been used in order to “normalise”19 the data and the study 

also compares the counts per1000 tokens.20  

 

 The two approaches show the same significant differences. For this reason, this 

chapter mainly focuses on the global approach. However, due to section 6.2.2. 

concerning Appraisal Theory takes part of the main goal of the study, these two 

methods of normalisation of the data are explained in detail, as it is important to show 

how frequently each of the subjects use evaluative tokens explained through the 

analyses per 1000 tokens, and also, the Global approach, which shows the evaluative 

choices they use more often. Results of both methods can be found in appendix VII.  

 

6.2. Degree of creativity 
 
 

 This section presents results from the analysis of ideational choices (linguistic: 

lexical and grammatical) and textual choices (structural features) following the 

framework of Systemic Functional Grammar (Halliday and Matthiessen, 1985 [2014]) 

and by analysing the encoding of narrative structural elements following Labov’s model 

(1981). As mentioned in the introduction, the results are presented according to two 

different perspectives: the academic level of the participants (ESO/Bachillerato) and 

the language they use (English/Spanish). The research questions addressed in this 

section are the following: 

 

Research Question 1: In what way are choices expressed at the ideational level 

related to creativity?  

 

Research Question 2: In what way are choices expressed at the textual level related 

to creativity?  

 

Research Question 3: In what way are choices expressed at the interpersonal level 

related to creativity?  

 

                                                
19 To 'normalise' the data means to reduce the numbers to something that is comparable. 
20 To compare counts per 1000 tokens means that regardless the quantity of text you have for each 
student, you can see how frequently they produce the feature. 
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Research Question 4: Do the narratives written in English reveal fewer creative 

resources than the compositions written in the mother tongue? 

 

 
6.2.1. Ideational and textual choice findings  

 

 This section begins with general statistics showing the significant results found 

regarding the different linguistic items based on Halliday’s approach and structural 

features based on Labov’s structure. Non-significant results are also shown in 

appendix VII.1. Following the display of the significant results, different graphs are 

provided in order to clarify the results obtained.  

 

 6.2.1.1. Differences between the two academic levels 
 

Table 6.1 Overview: Frequency of ideational and textual features in ESO/Bach 

 

 ESO Bach   

Features N Percent N Percent 
Chi 

Square 
Signif.  

 

NARRATIVE COMPONENTS N=1866 N=2473  

orientation 804 43.09% 843 34.09% 36.57 +++   

action 622 33.33% 811 32.79% 0.14   

evaluation 334 17.90% 702 28.39% 64.36 +++   

resolution 61 3.48% 69 2.83% 1.50   

 
 

 Table 6.1 presents the percentages of the total number of textual and ideational 

choices made by the participants in the different narrative components. These 

statistical results can be found in appendix VII.1.1. Abstract and coda are analysed in 

the section corresponding to narrative complexity. Table 6.1 shows general statistics in 

relation to ideational and textual choices regarding school level by analysing the 

encoding of narrative structural elements following Labov’s Model. Table 6.1 shows the 

total number of features used (N=1866 in ESO and N=2473 in Bach). Despite the fact 
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that the number of features in Bachillerato is higher than in ESO, the raw count (N) is 

not relevant, however, it is the percentages of the features seen in table 6.1 that tells 

us which type of features the students use more than others. The chi- squared test 

shows whether there is a statistically significant difference or not between the students 

of ESO and students of Bach. The degree of statistical significance is shown in the last 

column. 

 
 The analysis of table 6.1 reveals two significant differences between the 

students from the two academic levels. This difference in both levels is evidenced by 

the significant differences between the percentages both in orientations and in 

evaluations, the components in which narration unfolds. On the one hand, the 

percentage regarding orientation is higher in the students of ESO (43.09%) compared 

to the students of Bachillerato (34.09%). On the other hand, the students of 

Bachillerato reveal a higher percentage (28.39%) of evaluative elements compared to 

the students of ESO (17.90%).  

  

 In the orientation, more detailed analysis regarding ideational and textual 

choices have given results worth highlighting as seen in table 6.2. 

 

Table 6.2  Significant differences in the orientation between ESO/Bach 

 

 ESO Bach   

Features N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEATIONAL CHOICES 

PARTICIPANTS-TYPE N=804 N=843  

narrator_addressing_the_readers_(i) 0 0.00% 7 0.83% 6.70 +++   

DESCRIPTION-TYPE N=804 N=843  

person_descr 25 3.11% 76 9.02% 24.94 +++   

description_of_a_past_event 411 51.12% 338 40.09% 20.17 +++  

TEXTUAL CHOICES 

time_frame 123 15.30% 159 18.86% 3.68 +   
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 Table 6.2 shows the total number of features used in this specific section –the 

orientation– (N=804 in ESO and N=843 in Bach). As shown in table 6.2 the students of 

ESO use a significantly higher number of descriptive events in the past (51.12% in 

comparison to Bach students with 40.09%). However, students of Bachillerato use a 

significantly higher number of descriptive language when they describe characters in 

the orientation (9.02% against 3.11%) and when the narrator addresses the reader 

(0.83% against 0.00%). Regarding textual choices, students of Bachillerato use a 

slightly higher number of time adverbials than students of ESO (9.02% compared to 

3.11%). Further information can be found in the Appendix VII1.1. 

 

 Table 6.3 reveals the significant differences occurring in the complicating 

action although there were no apparently noteworthy differences between the students 

of the two academic levels. 

 

Table 6.3  Significant differences in the complicating action between ESO/Bach 

 

IDEAT_CHOICES-TYPE N=622 N=811  

material 396 63.67% 585 72.13% 11.69 +++   

verbal 129 20.74% 77 9.49% 36.16 +++   

relational 47 7.56% 96 11.84% 7.18 +++   

        

 

 

 Table 6.3 describes the total number of features used in this specific section –

the complicating action– (N=622 in ESO and N=811 in Bach) and it shows that the 

students of Bachillerato have used a higher number of material processes (72.13%) 

and relational type verbs (11.84%) in their complicating actions compared to the 

students of ESO. However, this last group has provided a higher number of verbal 

processes including verbs of saying and the use of reported speech and direct speech. 

Regarding textual choices, no significant differences have been found. See appendix 

VII.1.1. 
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Table 6.4 Significant differences in the evaluation between ESO/Bach 

 Eso Bach  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

EVALUATION-

TARGET 
N=334 N=702  

orient 128 38.32% 198 28.21% 10.74 +++  

complicating_action 205 61.38% 504 71.79% 11.37 +++  

 

 

 Table 6.4 describes the total number of features used in this specific section –

the evaluation– (N=334 in ESO and N=702 in Bach) and it presents significant 

differences regarding the use of evaluation in the participants’ narratives. The number 

of evaluation items found in the orientation structural element is more frequent in the 

students of ESO (38.32%) than in the students of Bachillerato (28.21%). However, the 

students of Bachillerato have a higher amount of evaluation features in the 

complicating action than ESO students (71.79% compared to 61.38%). 

 

 Regarding resolution narrative structure, the results are displayed in table 6.5. 

 

Table 6.5 Significant differences in the resolution between ESO/Bach 

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

RESOLUTION-TYPE N=61 N=69  

expected 29 44.62% 48 68.57% 7.89 +++   

unexpected 36 55.38% 22 31.43% 7.89 +++   
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Eso Bach 

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

RESOLUTION-TYPE N=61 N=69  

one_resolution 24 36.92% 24 34.29% 0.10   

multiple 5 7.69% 24 34.29% 14.13 +++   

  

 

 Table 6.5 shows that the amount of expected resolutions provided by the 

students of Bachillerato is higher (68.57%) compared to that of the students of ESO 

(44.62%). However, the number of unexpected resolutions is higher in the younger 

group (55.38% in contrast to 31.43%). Finally, the students of Bachillerato have 

produced a higher number of multiple resolutions (34.29%). Table 6.5 describes the 

total number of resolutions written by the participants (N=61 in ESO and N=69 in 

Bach).  

 

  6.2.1.2. Differences between L1 and L2 
 
 

 This section shows the results found in the analysis of ideational and textual 

choices regarding the two languages used analysing at the same time the encoding of 

narrative structural elements following Labov’s model (see appendix VII. 1.2.). Table 

6.6 describes the total number of features used (N=2020 in English and N=2319 in 

Spanish) The number of features in Spanish is higher than in English. However, the 

raw count (N) is not relevant and they are the percentages of the features seen in table 

6.6 that tells us which type of features the students use more than others in L1 and L2. 

Therefore, the chi-squared test of calculation shows the statistical significance in the 

difference between L1 (Spanish) and L2 (English), and as in the previous section, the 

level of statistical significance is given in the last column. Thus, table 6.6 provides an 

overview of the total number of linguistic and textual features used in the different 

narrative components in both languages. 
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Table 6.6 Overview: Frequency of ideational and textual features in L1/L2 

 

 English Spanish   

Feature N Percent N Percent 
Chi 

square 
Signif.  

 

NARRATIVE_FUNCTION-TYPE N=2020 N=2319  

orientation 707 35.00% 940 40.53% 14.04 +++   

action 746 36.93% 687 29.62% 26.05 +++   

evaluation 466 23.07% 570 24.58% 1.35   

resolution 57 2.92% 73 3.28% 0.46   

  

 

 The analysis of table 6.6 reveals two significant differences between the 

narratives written in English and the ones written in Spanish. These differences in the 

two languages are evidenced in the percentages in the orientation and in the action. 

On one hand, the percentage in the orientation is higher in the narratives written in 

Spanish (40.53%) than in those written in English (35.00%). In the complicating action, 

on the other hand, the percentage of features in the narratives written in English 

(36.93%) is higher than in those written in Spanish (29.62%).  

  

 In the orientation, regarding ideational and textual choices other results worth 

highlighting are shown in table 6.7, below. 

 

Table 6.7 Significant differences found in the orientation between L1 and L2 

 

 English Spanish   

Feature N Percent N Percent 
Chis 

Square 
Signif.  

 

IDEATIONAL_CHOICES-TYPE N=707 N=940  

description 383 54.17% 558 59.36% 4.44 ++   

 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 6 

 

135 

 

PARTICIPANTS-TYPE    

 English Spanish   

Feature N Percent N Percent 
Chis 

Square 
Signif.  

 

narrator_as_a_character 3 0.42% 0 0.00% 4.00 ++   

narrator_addressing_the_readers_(i) 0 0.00% 7 0.74% 5.29 ++   

 

PERSON_DESCR-TYPE N=707 N=940  

general_description 33 4.67% 35 3.72% 0.91   

background_information 5 0.71% 28 2.98% 10.60 +++   

DESCRIPTION_OF_A_PAST_EVENT-TYPE N=707 N=940  

material_processes/verbs 208 29.42% 284 30.21% 0.12   

behavioral_processes/verbs 1 0.14% 21 2.23% 13.41 +++   

 

  

 Table 6.7 describes the total number of features used in this specific section –

the orientation– (N=707 features found in the English narratives and N=940 features 

found in the Spanish texts). As seen in table 6.7, the percentages of ideational features 

used by the participants in Spanish regarding description are higher than those 

provided in English (59.36% in contrast to 54.17%). Within description, other significant 

differences can be found in background information of people (2.98%) and in 

description of past events. A higher number of behavioural verbs (2.98%) is used in the 

Spanish texts. Additionally, the writers made use of literary techniques such as 

“narrator addressing the reader” only in Spanish (0.74 %). Besides, the participants 

chose to include other types of participants in the story such as “narrator as a character 

of the story”, although only in the English language (0.42%). 

 

 Table 6.8 reveals the significant differences occurring in the complicating 

action although, scarce statistically significant differences between the texts written in 

English and Spanish are observed. 
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Table 6.8 Significant differences found in the complication action between L1 and L2 

 

 English Spanish   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEAT_CHOICES-TYPE N=746 N=687  

material 502 67.29% 479 69.72% 0.98   

behavioural 5 0.67% 24 3.49% 14.38 +++   

verbal 110 14.75% 96 13.97% 0.17   

relational 87 11.66% 56 8.15% 4.91 ++   

perception 42 5.63% 32 4.66% 0.69   

chronological 745 99.87% 686 99.85% 0.00 

 

 

 

non_chronological 1 0.13% 1 0.15% 0.00   

NON_CHRONOLOGICAL-TYPE N=746 N=687  

analepsis_flashback 1 0.13% 1 0.15% 0.00   

prolepsis_flashforward 0 0.00% 0 0.00% 0.00   

 

 

 Table 6.8 describes the total number of features used in this specific section –

the complicating action– (N=746 features written in English texts and N=687 features 

written in Spanish texts). Table 6.8 shows that behavioural verbs (3.49%) have been 

used more frequently in the Spanish texts than in the English texts. However, a higher 

number of relational verbs have been found in the English texts. No significant 

differences have been found in textual choices. Finally, the results regarding the 

resolution narrative structure are provided in table 6.9. 
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Table 6.9 Significant differences in the resolution between L1 and L2 

 

 English Spanish   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

RESOLUTION-TYPE N=57 N=73  

TYPES    

expected 39 66.10% 38 50.00% 3.51 +  

unexpected 20 33.90% 38 50.00% 3.51 +  

RESOLUTION-TYPE N=57 N=73  

one_resolution 22 37.29% 26 34.21% 0.14  

multiple 17 28.81% 12 15.79% 3.34 +  

UNEXPECTED-TYPE    

one_resol 16 27.12% 33 43.42% 3.82 +  

 
 

 Even though the significant differences are weak as is shown in the previous 

table, there are several things to highlight. The writers provide a higher number of 

expected resolutions in English than in Spanish (44.10% in contrast to 50.00%) as well 

as more multiple resolutions (28.81% in contrast to 15.79%). However, students write a 

higher number of unexpected resolutions in Spanish (50.00% in contrast to 33.90%) 

and prefer only one resolution (43.42% in Spanish in contrast to 27.12% in English). 

The total number of resolutions is 57 in English and 73 in Spanish.  

 

 In order to give a more visual perspective of the results, f igures 6.1, 6.2, 6.3, 

6.4, 6.5 and 6.6 show the frequency of ideational and textual choices used by the 

participants in Spanish (L1) and English (L2) in ESO. Figure 6.1 shows the number of 

linguistic and structural features provided in English as a foreign language and figure 

6.2 those features provided in Spanish, the writers’ mother tongue. The bars in both 

graphs reflect that the younger students (ESO) have used these features more 

frequently in Spanish than in English.  
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 What’s more, figure 6.3 shows a more detailed description of the analysis 

representing both languages in one graph. The results indicate that the red bars, which 

stand for the Spanish language, are generally higher than the blue bars, which stand 

for the English language (15 red bars in contrast to 7 blue bars), that is, in the students’ 

mother tongue than in the FL.  

 

 However, there are three bars which have the same length, meaning that these 

participants have used the same number of features in both languages. It is evident 

that several students have used a considerable number of ideational choices in both 

languages such as student 4, students who have used a considerable number of 

devices in English rather in Spanish, for example, students 8, 22 and 25; and finally, 

students who have provided a higher number of these features in Spanish, their mother 

tongue, rather than in English, students 2, 6, 8, 12, 15 and 16. 

 

Figure 6.1 Frequency of ideational and textual choices in English by ESO students  
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Figure 6.2 Frequency of ideational and textual choices in Spanish by ESO students 

 

 

 

Figure 6.3 Frequency of ideational and textual choices in Spanish/English by ESO 

students 

 

 

 

 Figure 6.4 shows the number of linguistic and structural features provided in 

English as a foreign language and figure 6.5 those features provided in Spanish, the 

students’ mother tongue. The bars in both graphs reflect that the higher level students 

(BACH) have used these features slightly more frequently in Spanish than in English.  
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Figure 6.4 Frequency of ideational and textual choices in English by Bach students 

 

 

 

   Figure 6.5 Frequency of ideational and textual choices in Spanish by Bach students 
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a higher number of devices in Spanish rather than in English are for example students 

1, 9, 16, 19, 21, 22 and 23.  

 

Figure 6.6 Frequency of ideational and textual choices in Spanish/English by ESO and 

Bach students 

 

 

  

 All these features used by the participants have been counted with the help of 

the UAM Corpus Tool and represented in a table (see appendix VIII.1.1, VIII.1.2.).  

 

Table 6.10 Number of features used in instrument 1 for the quantitative research 
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columns refer to ABS (abstract), RES (number of resolutions), COD (coda) and EV 

(evaluation in narrative). ABS, RES, COD and EV are features relevant for the 

measurement of differences regarding narrative complexity, which will be further 

explained in section 6.3.4. Table 6.11 includes the students who have used a higher 

number of lexical, grammatical and structural features in their narratives. The students 

are listed from the highest to lowest frequency of features used. For further information 

see appendix VIII. 

 

Table 6.11 Students with the highest frequency of ideational and textual choices  

 

QUANTITATIVE RESEARCH 

INSTRUMENT 1: DEGREE OF CREATIVITY 

(LABOV’S MODEL AND HALLIDAY’S SFL) 

NUMBER OF FEATURES 

ESO STUDENTS ABS ORI C.A RES COD EV total 

6.NCSNASEM  50 11    61 

8. NCEFSEF  30 21    59 

22.NCEFSEF  28 28    56 

16. NCSNASEM  27 27    54 

BACH STUDENTS ABS ORI C.A RES COD EV total 

15. NCEFBF  53 24    77 

15. NCEFBF  29 43    72 

8. NCEFBM  35 33    68 

1.NCSNABM  26 29    55 

 

6.2.2. Evaluative choice findings  
 
 

 This section presents results from the analysis of Halliday’s interpersonal choice 

or evaluative features following the framework of Martin and White’s Appraisal Theory. 

The framework of Appraisal considers three different categories: Engagement, attitude 

and graduation (see chapter 4, section 4.3.5, and chapter 5, section 5.5.3.2). The 

results are presented according to two different perspectives: the academic level of the 

participants (ESO/Bachillerato) and the language they use (English/Spanish). As 

mentioned in the previous section, the research questions addressed in this section are 

the following: 

 

Research Question 3: In what way are choices expressed at the interpersonal level 

related to creativity?  
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Research Question 4: Do the narratives written in English reveal fewer creative 

resources than the compositions written in the mother tongue? 

  

 This section begins with comparing counts per 1000 tokens21, which is 

particularly important in this part of the study because, regardless of the quantity of text 

for each student, we can see how frequently the participants produce evaluative 

features. This section also focuses on the global approach, which compares the results 

in terms of percentages. Once we know the students are using evaluative features, this 

last method will tell us which set of features and which combinations of these are used 

more frequently by the students. Consequently, the statistic analysis shows  the 

significant results found regarding the different evaluative features analysed with the 

Corpus Tool in both academic levels as well as in the two languages. Non-significant 

differences are also shown in appendix VII.2. Following this analysis, different graphs 

will be provided in order to clarify the results obtained.  

 
Table 6.12 Number of feature occurrences in the three dimensions of Appraisal. 

 

CORPUS ESO/ENGLISH ESO/SPANISH BACH/ENGLISH BACH/SPANISH 

Engagement 631 574 592 716 

Attitude 192 247 328 450 

Graduation 207 167 315 467 
 

 
Table 6.13 Results per 1000 tokens 

 

CORPUS ESO/ENGLISH ESO/SPANISH BACH/ENGLISH BACH/SPANISH 

Engagement 6.12% 5.80% 4.79% 4.38% 

Attitude 1.86% 0.25% 2.65% 2.75% 

Graduation 2% 1.69% 2.55% 2.85% 

 

 
 Table 6.12. and table 6.13. represent the number of feature occurrences and 

the frequency of use of evaluative features in the different parts of the Appraisal theory. 

As seen in both tables, the higher quantity of words and the highest percentage have 

been found in the category of engagement in the two academic levels and the two 

languages. Attitude and graduation follow engagement with similar results between 

them. 

  

                                                
21 Because the corpus of the study is short regarding text length and texts does not contain 1,000 words, 
the study compares counts per 100 tokens/words. 
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Table 6.14 Students with the highest number of evaluative features. 

 

QUANTITATIVE RESEARCH 

INSTRUMENT 2: DEGREE OF CREATIVITY  (APPRAISAL THEORY) 

NUMBER & FREQUENCY OF FEATURES 

ESO STUDENTS ENGAGEMENT ATTITUDE GRADUATION TOTAL UNITS 

N/1000 WORDS 

3. NCEFSEF 27 13 8 N=48  135.59% 

21.NCEFSEF 12 10 13 N=35  117.45% 

3. NCSNASEF 11 10 5 N=26  136.84% 

25.NCSNASEF 10 5 2 N=17  126.21% 

BACH 
STUDENTS 

ENGAGEMENT ATTITUDE GRADUATION TOTAL UNITS 

N/1000 WORDS 

12. NCEFBF 16 13 9 N=38 127.52% 

19.NCEFBF 18 6 5 N=29 111.54% 

14. NCEFBF 22 17 9 N=48 107.38% 

12. NCSNABF 50 20 10 N=80 115.11% 

14. NCSNABF 24 5 7 N=36 108.11% 

 
 
 Table 6.14 is comprised of the different dimensions of the Appraisal Theory: 

engagement, attitude and graduation and it shows the frequency of the evaluative 

choices in some of the students (see appendix VIII.1.1 and VIII.1.2 to see the complete 

tables). The total frequency of these evaluative features per 1000 tokens is shown in 

the last column. It is worth mentioning that student 14 in Bachillerato has shown a high 

frequency of features in the two languages: Spanish and English. Other students 

represented in table 6.14 have similar results. 

 

 6.2.2.1. Differences between both academic levels 
 
 

 Table 6.15 presents the percentages of the total number of evaluative choices 

used by the participants. The chart shows statistics results of the evaluative features 

found in the category of engagement with regard to the participants’ school level. 

Table 6.15 describes the evaluative features the students have used more often.  
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Table 6.15 Significant differences in engagement between ESO/Bach 

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

APPRAISAL-TYPE N=624 N=876  

engagement 624 52.48% 876 47.82% 6.28 +++   

ENGAGEMENT: 

DIALOGIC_CONTRACTION-TYPE N=624 N=876  

deny 127 20.35% 271 30.94% 20.94 +++ 
 

counter 109 17.47% 198 22.60% 5.90 +++ 
 

COUNTER-TYPE N=624 N=876  

concession 44 7.05% 90 10.27% 4.65 ++ 
 

adjuncts/adverbials 65 10.42% 108 12.33% 1.31  

 

DIALOGIC_EXPANSION-TYPE N=624 N=876  

entertain 221 35.42% 298 34.02% 0.31  

 

attribute 167 26.76% 109 12.44% 49.77 +++ 
 

ATTRIBUTE-TYPE N=624 N=876  

acknowledgement 109 17.47% 71 8.11% 30.25 +++ 
 

direct/indirect_reported_speech 58 9.29% 38 4.34% 14.95 +++ 
 

  

 
 Table 6.15 reveals a significant difference between the students from the two 

academic levels. The frequency regarding engagement is higher in the students of 

ESO (52.48%) than in the students of Bachillerato (47.82%). There are two important 

subcategories within engagement: dialogic contraction and dialogic expansion. Within 

dialogic contraction, the findings indicate that the students of Bachillerato use more 
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frequently deny (30.94%) and counter (22.60%). Within deny-type the use of 

concession is more frequent in Bachillerato (10.27%) than in ESO (7.05%). Regarding 

dialogic expansion, the results show that students of ESO use these features more 

(26.76%) than those in Bach, and within attribute, acknowledgement with 17.47% 

followed by direct and indirect speech (9.29%), which is higher in the younger students’ 

narratives. The whole table with significant and non-significant differences can be 

found in the appendix VII.2.1.  

 

Table 6.16 Significant differences in attitude between ESO/Bach 

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

 

attitude 340 28.60% 591 32.26% 4.54 ++   

ATTITUDE-TYPE N=340 N=591  

affect 69 20.29% 103 17.43% 1.18  

 

judgement 54 15.88% 102 17.26% 0.29  

 

appreciation 217 63.82% 386 65.31% 0.21  

 

 

 

 Regarding the category of attitude, the percentage (32.26%) of features used 

by the students of Bachillerato is higher than that of students of ESO (28.60%). 

Moreover, findings suggest that ESO students use a slightly higher number of 

evaluative features regarding the category of affect and Bachillerato students use a 

slightly higher number of features in judgement and appreciation (see appendix 

VII.2.1).  
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Table 6.17 Significant differences in graduation between ESO/Bach 

 

 Eso Bach  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

GRADUATION 
N=225 

18.92% 

N=365 

19.92% 
 

focus 0 0.00% 7 1.92% 4.37 ++ 
 

force 225 100.00% 358 98.08% 4.37 ++ 
 

FOCUS-TYPE N=225 N=365  

sharpen 0 0.00% 6 1.64% 3.74 + 
 

soften 0 0.00% 1 0.27% 0.62  

 

FORCE-TYPE N=225 N=365  

intensification 136 60.44% 159 43.56% 15.87 +++ 
 

quantification 68 30.22% 133 36.44% 2.39  

 

modes_of_intensification 21 9.33% 66 18.08% 8.48 +++ 
 

INTENSIFICATION-TYPE N=225 N=365  

degrees_of_intensity 136 60.44% 159 43.56% 15.87 +++ 
 

MODES_OF_INTENSIFICATION-TYPE N=225 N=365  

repetition-reelaboration 14 6.22% 26 7.12% 0.18  

 

metaphor/simile/personification/hyperbole 7 3.11% 32 8.77% 7.21 +++ 
 

  

  

 Finally, with regard to graduation, the findings indicate that the categories of 

focus and sharpen (a subcategory of focus-type) have only been used by the students 

of Bachillerato (1.92% focus and 1.64% sharpen). Regarding focus, there are different 

significant differences: all the students of ESO have provided an evaluative feature 
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related to force (100%); within force, students of ESO have used a higher number of 

features related to intensification (60.44% in contrast to 43.56%); students of 

Bachillerato have a higher percentage in quantification (36.44% in contrast to 30.22%) 

and modes of intensification (18.08% in contrast to 9.33%) such as the use of 

metaphors and other stylistic devices.  

 

 6.2.2.2. Differences between L1 and L2 

 
 
 This section shows the results found in the analysis of evaluative choices 

regarding the two languages used. Significant differences in engagement can be 

found in table 6.18, below. 

 

Table 6.18 Significant differences in engagement between L1 and L2 

 

 English Spanish  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

APPRAISAL-TYPE N=673 N=827  

engagement 673 50.04% 827 49.34% 6.28 

 

ENGAGEMENT-TYPE N=673 N=827  

dialogic_contraction 256 38.04% 449 54.29% 39.35 +++   

dialogic_expansion 417 61.96% 378 45.71% 39.35 +++   

DIALOGIC_CONTRACTION-TYPE N=673 N=827  

deny 146 21.69% 252 30.47% 14.67 +++   

counter 110 16.34% 197 23.82% 12.74 +++   
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COUNTER-TYPE N=673 N=827 

 English Spanish  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

concession 37 5.50% 97 11.73% 17.71 +++   

adjuncts/adverbials 73 10.85% 100 12.09% 0.56   

entertain 263 39.08% 256 30.96% 10.82 +++   

attribute 154 22.88% 122 14.75% 16.34 +++   

ENTERTAIN-TYPE N=673 N=827  

modal_expressions 75 11.14% 58 7.01% 7.84 +++   

evidentiality 74 11.00% 51 6.17% 11.33 +++   

verbs-of_cognition 114 16.94% 147 17.78% 0.18   

MODAL_EXPRESSIONS-TYPE N=673 N=827  

epistemic_modality 36 5.35% 21 2.54% 8.01 +++   

deontic_modality 39 5.79% 37 4.47% 1.35   

ATTRIBUTE-TYPE N=673 N=827  

acknowledgement 103 15.30% 77 9.31% 12.62 +++   

direct/indirect_reported_speech 51 7.58% 45 5.44% 2.83 +   

 

 

 The results in table 6.18 reveal several significant differences between English 

and Spanish. These differences in both languages are evidenced in the percentages 

regarding engagement. On the one hand, the results regarding dialogic contraction 

such as deny, counter show higher percentages in the narratives written in Spanish.  

On the other hand, narratives written in English reveal a higher percentage in the 

categories related to dialogic expansion including entertain and attribute. Within 
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entertain (modal expressions and evidentiality) and within attribute (acknowledgement 

and use of direct/indirect speech). All these results are available in appendix VII.2.2. 

 

Table 6.19 Significant differences in attitude between L1 and L2 

 

 English Spanish  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

ATTITUDE 

N=409  

30.41% 

N=522  

31.15% 

 

judgement 79 19.32% 77 14.75% 3.43 +  

JUDGEMENT-TYPE N=409 N=522  

Creative lexical  

error_judgement 

5 1.22% 0 0.00% 6.42 +++  

APPRECIATION-TYPE N=409 N=522  

Creative lexical  

error_appreciation 

3 0.73% 0 0.00% 3.84 ++  

 
 
 
 Regarding the category of attitude, judgement and appreciation show higher 

percentages in the narratives written in English as seen in table 6.19 in relation to 

creative lexical errors. Creative errors are those that show the ability to produce new 

words, phrases, use language transfer or use mother tongue in order to solve problems 

and compensate for a lack of vocabulary. 
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Table 6.20 Significant differences in graduation between L1 and L2 

 

 English Spanish  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

GRADUATION 

N=263  

19.55% 

N=327  

19.51% 

 

force 263 100.00% 320 97.86% 5.70 +++  

intensification 154 58.56% 141 43.12% 13.89 +++  

INTENSIFICATION-TYPE N=263 N=327  

degrees_of_intensity 154 58.56% 141 43.12% 13.89 +++  

MODES_OF_INTENSIFICATION-TYPE N=263 N=327  

repetition-reelaboration 23 8.75% 17 5.20% 2.90 +  

metaphor/simile/personification/hyperbole 3 1.14% 36 11.01% 23.00 +++  

graphological_devices 4 1.52% 0 0.00% 5.01 ++  

 
 
 
 Finally, the last category refers to graduation. The results regarding force show 

that all the students have used evaluative features regarding this category in Spanish 

(100%). Within force, intensification has a higher percentage in English. All the 

subcategories such as degrees of intensity and modes of intensification including 

repetition and graphological devices show a higher percentage in English. The use of 

tropes such as metaphors, similes and personifications, among others, shows a higher 

percentage in Spanish than in English. All the results are available in  Appendix VII.2.2. 

 

 In order to provide a visual analysis of results, figures 6.7, 6.8, 6.9, 6.10, 6.11 

and 6.12 show the frequency of evaluative choices used by the participants in Spanish 

(L1) and English (L2) in students of ESO and Bachillerato.  
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Figure 6.7 Frequency of interpersonal/evaluative choices in English by ESO students 

 

 

 

Figure 6.8 Frequency of interpersonal/evaluative choices in Spanish by ESO students 

 

 

 

 Figure 6.7 shows the number of evaluative features provided in English as a 

foreign language and figure 6.8 those features provided in Spanish, the participants’ 

mother tongue. The bars in both graphs show that the students of ESO have used a 

slightly higher number of these features in Spanish than in English. 
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Figure 6.9 Frequency of interpersonal/evaluative choices in English/Spanish by ESO 

students 

 

 

 

 Figure 6.9 shows a more detailed description of the analysis representing both 

languages in one graph. The results indicate that the red bars, which refer to the 

Spanish language, are not exceptionally higher than the blue bars, which refer to the 

English language (15 red bars in contrast to 10 blue bars), which indicates that a 

similar number of evaluative features have been used in both languages with the 

exception of some examples such as student 6 and 16 who have frequently used these 

features in Spanish. However, students 3, 4, 22 and 25 have provided a significantly 

higher number of evaluative features in the foreign language.  

 

Figure 6.10 Frequency of interpersonal/evaluative choices in English by Bach students 
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Figure 6.11 Frequency of interpersonal/evaluative choices in Spanish by Bach students 

 
 

 

 

 Figure 6.10 shows the number of evaluative features provided in English as a 

foreign language and figure 6.11 those features provided in Spanish, mother tongue. 

The bars in both graphs reflect that the higher level students (BACH) have used 

slightly a higher number of these features in Spanish than in English.  

 

Figure 6.12 Frequency of evaluative choices in English/Spanish and in Bach 
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 In addition, figure 6.12 shows a more detailed description of the analysis 

representing both languages in one graph. The results indicate that the red bars, which 

refer to the Spanish language, are generally much higher than the blue bars, which 

refer to the English language (17 red bars against 8 blue bars), which indicates that 

there is a significant difference between both languages. It is worth stressing that 

student 13 has used a considerable number of evaluative choices in the two 

languages. However, students 1, 9, 12, 15, 19, 21 and 23 have used more features in 

Spanish. Other students who have used a higher number of devices in English rather 

than in Spanish are students 3, 8 and 18. All these features used by the participants 

have been counted and represented in a table (see appendix VIII.1.1 and VIII.1.2).  

  

6.2.3. Summary of findings: Ideational, textual and evaluative choices.  

 
 

 A summary of linguistic, structural and evaluative choices used by the 

participants of ESO and Bachillerato  is provided in figures 6.13 and 6.14. As shown in 

both figures, the frequency of these features is generally higher in Spanish than in 

English: 17 students of ESO use a higher number of choices in Spanish (only 8 

students use more features in the foreign language). However, the difference is not 

highly significant when referring to the students of Bachillerato, who show a very similar 

number of choices in the two languages. There are 14 students who use more features 

in their L1 and 11 students who use more features in L2.  

 

Figure 6.13 Frequency of communicative choices: Ideational, textual and 

interpersonal/evaluative features in English/Spanish by ESO students. 
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Figure 6.14 Frequency of communicative choices: Ideational, textual and 

interpersonal/evaluative features in English/Spanish by Bach students 

 

  

 
Figure 6.15 Total number of communicative features in ESO/Bach and in L1/L2 

 

 

 

 Figure 6.15 indicates that students of Bachillerato show a slightly higher total 

number of linguistic, structural and evaluative features than the students of ESO in the 

two languages. 
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 Table 6.21 shows the students with the highest numbers of linguistic, structural 

and evaluative features used. The complete table of ESO and Bachillerato can be 

found in appendix VIII.4.1 and VIII.4.2. It is worth noting that student number 15 of 

Bachillerato has the highest number of features in both languages.  

 

Table 6.21 Students with the highest number of features used in L1 and L2 in 

ESO/Bach 

 

LEVEL/LANGUAGE QUANTITATIVE APPROACH 

ESO/STUDENTS Number of 

Ideational and 

textual Functions 

Number of 

Interpersonal/Appraisal 

Functions 

Total number of 

previous features 

6.NCSNASEM 61 54 115 

25.NCEFSEF 49 65 114 

16.NCSNASEM 

 

54 57 111 

22.NCEFSEF 56 54 110 

4.NCEFSEF 49 57 106 

BACH/STUDENTS Number of 

Ideational and 

textual Functions 

Number of 

Interpersonal/Appraisal 

Functions 

Total number of 

previous features 

15.NCSNABF 77 78 155 

15.NCEFBF 72 57 129 

14.NCEFBF 40 48 128 

12.NCSNABF 38 80 118 

5.NCEFBF 56 60 116 

 

 6.2.4. Results of the creativity qualitative approach 

  

 The results of the evaluation of creative writing have been obtained by means of 

a rating scale and are presented in two tables, one provides the result for the students 

of ESO in English and in Spanish and another the results of Bachillerato students in 

English and in Spanish. The two complete tables are found in appendix VIII.3. Some of 

the students with the highest marks are shown in table 6.22.  

 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 6 

 

158 

 

Table 6.22 Results of the highest marks of the creativity qualitative analysis. 

 

QUALITATIVE ANALYSIS 

TOTAL SCORE: CREATIVITY SCALE 

ESO/STUDENTS RATER 1 RATER 2 RATER 3 RATER 4 RATER 5 TOTAL SCORE 

24.NCEFSEF 9   9  10 

8. NCNASEF   9 9  10 

16.NCSNASEM 9   9  10 

24.NCEFSEF 9   9  10 

8.NCEFSEF   9  8 9.4 

24.NCSNASEF 7    6 8.6 

16.NCEFSEM 4    4 4.4 

BACH/STUDENTS       

15.NCEFBF  9   9 10 

15.NCSNABF   9  9 10 

14.NCEFBF  9  8  9.4 

14.NCSNABF 8   9  9.4 

21.NCSNABM   9  8 9.4 

21.NCEFBM   4 3  3.8 

  

 Table 6.22 collects the results of some of the students who are worth 

mentioning because one of their highest marks or because some differences in the 

scoring of both languages can be observed. As explained in section 5.5.2.2. in chapter 

5, five raters participated in the evaluation of the texts. They only evaluated the degree 

of creativity in each piece of writing. Each evaluator shared ten narratives with another 

rater in order to check reliability. The maximum score obtained in each narrative is 9, 

which is the equivalent of ten points or 100%. Some of the participants who have got 

the best marks are represented in table 6.22.  

 

 It has to be emphasised that the student of Bachillerato number 15 has 

obtained the maximum score in the holistic analysis in the two languages (10). We will 

check whether this student also has the same score in the holistic evaluation regarding 

quality in section 6.5. In addition, this student has used a high number of ideational, 

textual and evaluative features in her22 narratives in the two languages (129 in English 

and 155 in Spanish).  

                                                
22 Student 15 is a girl (15.NCEFBF or NCSNABF, which stands for “female”). Further information about the 
identification code for each student can be found in chapter 5, section 5.4.1 
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 Another student worth highlighting is number 14, also from Bachillerato. This 

student has obtained a total mark of 9.4 in both narratives written in English and 

Spanish. She has also used a high number of linguistic, structural and evaluative (128 

in English and she has used 62 features in Spanish). Student number 8 from ESO has 

a score of 10 in Spanish and 9.4 in English and has used 84 features in English and 64 

in Spanish. Generally, most of the students who obtained a high mark in the narrative 

written in English, also have a good mark in the piece of writing in Spanish.  

 

 However, there are few other cases, in which students do not have the same 

score in the two narratives. Student 21 of Bachillerato is one of them. He23 scored 9.4 

in the narrative in Spanish while 3.8 in the narrative in English. The number of features 

used by this writer is 88 in Spanish and 24 in English. Another student to take into 

consideration is student 16 of ESO. He has obtained the highest mark in his narrative 

written in Spanish (10) on the one hand, and he scored 4.4 in the text written in 

English, on the other. Finally, the student of ESO number 24 scored 10 in English and 

8.6 in Spanish. The rest of the participants’ results can be found in appendix VIII.3.  

 

Figure 6.16 Total score in the holistic creativity rating scale 

 

 

 

 Figure 6.16 represents the mean of the total score obtained by students of ESO 

and by students of Bachillerato in the essay creativity rating scale. As seen in the 

figure, students of Bachillerato have a higher mean than those of ESO, which means 

                                                
23 Student 21 is a boy (21. NCSNABM or NCEFBM which stands for “male”). Further information about the 
identification code for each student can be found in chapter 5, section 5.4.1 
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that Bachillerato students have been scored slightly higher than those from ESO in the 

two languages, especially in L2. 

 

6.2.5. Correlation between quantitative analysis and qualitative analysis 

regarding degree of creativity. 

 

 This section focuses on investigating the relationship between the quantitative 

and the qualitative analysis. To carry out this statistical analysis, the Pearson 

correlation coefficient has been calculated. Correlation computes the value of the 

Pearson correlation coefficient, denoted r. Its value ranges from -1 to +1 and it 

quantifies the direction and strength of the linear association between two variables. 

Therefore, correlation quantifies the degree to which two variables are related. The 

variables in this part of the study are the results of the “quantitative analysis” and the 

results of the “qualitative analysis” regarding creativity. Thus, correlation analyses are 

represented in figures, 6.17, 6.18, 6.19, 6.20, 6.21, and 6.22. 

 

Figure 6.17 Correlation (I) between number of Ideational and textual Choices and total 

score of creativity rating scale in ESO 
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Figure 6.18 Correlation (II) between number of Ideational and textual choices and total 

score of creativity rating scale in Bach 

 

 

 

 

Figure 6.19 Correlation (III) between number of interpersonal/evaluative choices and 

total score of creativity rating scale in ESO 
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Figure 6.20 Correlation (IV) between number of interpersonal/evaluative choices and 

total score of creativity rating scale in Bach 

 

 

 

Figure 6.21 Correlation (V) between total number of communicative choices and total 

score of creativity rating scale in ESO. 
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Figure 6.22 Correlation (VI) between total number of communicative choices and total 
score of creativity rating scale in Bach. 

 

 

 

 In all the cases, there is a positive correlation between the two variables. The 

correlation of both figures is positive and there is a trend for one variable to go up while 

the other one also goes up. R means that the results can be statistically reliable. For 

example, in figure 6.17 and 6.18, the correlation between the number of ideational and 

textual features and the total score of creativity rating scale in both academic levels 

was r=0.5558 for ESO and r=0.4495 for Bachillerato, which means that a positive 

correlation between these two variables has occurred in both academic levels.  

 

 A similar situation is shown in the following correlations in figures 6.19 and 6.20 

where there is again a positive association in ESO and Bachillerato between the 

number of evaluative choices and the total score of creativity rating scale. The degree 

of association measured by r correlation coefficient suggests a positive association 

between the two variables (r=0.4347 in ESO and a stronger correlation in Bachillerato 

(r=0.6609). Finally, figures 6.21 and 6.22 correlate the following variables: the total 

number of communicative choices (ideational, textual and evaluative) with the total 

score the participants got in their holistic evaluation. Figure 6.21 shows a positive 

correlation at 0.5119 for ESO and figure 6.22 shows a correlation at 0.6029 in 

Bachillerato. In summary, all the results in this section suggest a positive correlation 
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and when one variable tends to change the other also does. Therefore, as the trend 

line shows in the graphs, there is a significant correlation between the two variables. 

 

6.3. Age and gender differences 
 
 
 This section presents the findings obtained through the analysis of the variables 

of age and gender. Firstly, the analysis of the first variable explores ideational and 

textual choices within Labov’s Model and Halliday’s Systemic Functional Grammar 

regarding gender. Secondly, it examines evaluative choices following Martin and 

White’s Appraisal Theory. Thirdly, the section focuses on describing significant 

differences regarding topics and subgenres used by the participants. Finally, this part 

concludes examining features found in the participants’ narratives regarding narrative 

complexity. Non-significant differences are shown in appendix VII.3. The research 

questions addressed in this section are the following: 

 

Research Question 5: Do age and gender factors affect students’ narratives? 

 

Research Question 6: Are there any indicators of narrative complexity in the 

narratives written by students of Bachillerato (higher level students) compared to 

students of ESO? 

 

6.3.1. Differences regarding ideational and textual choices 

    

 Table 6.23 describes the total number of features shown (N=1743 in males and 

N=2596 in females) and the percentages of the features used by the participants in the 

different narrative components. This time, the chi-squared test shows the degree of 

significance regarding differences between males and females, and again the 

significance of this chi-squared result is given in the last column. Table 6.23 provides 

an overview of the total number of linguistic and textual features used in the different 

narrative components according to gender. Abstract and coda will be analysed in the 

section corresponding to narrative complexity. 
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Table 6.23. Overview: Frequency of ideational and textual features according to gender 

 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

NARRATIVE_FUNCTION-TYPE N=1743 N=2596  

orientation 686 39.36% 961 37.02% 2.42   

action 579 33.22% 854 32.90% 0.05   

evaluation 374 21.46% 662 25.50% 9.38 +++   

resolution 62 3.79% 68 2.66% 4.41 ++   

 

 

 The results in table 6.23 reveal two significant differences according to gender. 

On the one hand, females show a higher frequency of use of evaluation (25.50%) than 

males (21.46%). On the other hand, males show a higher frequency of use of the 

category resolution (3.79%) than females (2.66%).  

 

 
Table 6.24 Significant differences in the orientation 

 

 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

SETTING 

TEXTUAL-CHOICES-TYPE 

N=686 N=961  

place_frame 87 4.99% 90 3.47% 4.59 +++   

time_frame 130 7.46% 152 5.86% 4.41 ++   
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Male Female 

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

Description of the setting in general 365 53.21% 576 59.94% 7.40 +++   

person_descr 21 3.06% 80 8.32% 19.26 +++   

PERSON_DESCR-TYPE N=686 N=961  

general_description 11 1.60% 57 5.93% 18.94 +++   

background_information 10 1.46% 23 2.39% 1.78   

 

 
 Generally, there are no significant differences according to gender in the 

orientation; however, it is worth mentioning that regarding the setting of the 

participants’ narratives, males use a higher frequency of textual features related to 

place frame (4.99% in contrast to 3.47%) and time frame (8.32% in contrast to 3.06%). 

In contrast, females provide more ideational features related to description of the 

setting in general (59.94% in contrast to 53.21%) and specifically when they describe 

characters (8.32% in contrast to 3.06%). Table 6.24 also describes the total number of 

ideational and textual features used by males and females participating in this study 

(N=686 in males and N=961 in females) and the percentages of the choices used by 

the participants in the different narrative components.  

 

Table 6.25. Significant differences in the complicating action 

 

 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEAT_CHOICES-TYPE N=579 N=854  

material 427 73.75% 554 64.87% 12.59 +++   

behavioural 13 2.25% 16 1.87% 0.24   
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 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

verbal 51 8.81% 155 18.15% 24.46 +++   

relational 59 10.19% 84 9.84% 0.05   

perception 29 5.01% 45 5.27% 0.05   

 

  
 A similar situation is revealed in the analysis of the complicating action. 

Several results worth highlighting are the following: males use more action verbs than 

females (73.75% compared to 64.87%) and girls use more verbs of saying and 

dialogue than boys (18.15% compared to 8.81%) as seen in table 6.25. The total 

number of ideational features found in the complicating action used by the males and 

the females of this study is collected in table 6.25 (N=579 in males and N=854 in 

females). No significant differences are found in the use of textual features (see 

appendix VII.3.1.1). 

 

Table 6.26. Significant differences in the resolution 

 

 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

RESOLUTION-TYPE N=62 N=68  

EXPECTED-TYPE    

one_resolution 23 34.85% 25 36.23% 0.03   

multiple 20 30.30% 9 13.04% 5.96 +++   

UNEXPECTED-TYPE    

one_resol 18 27.27% 31 44.93% 4.55 ++   

multpl 5 7.58% 4 5.80% 0.17   
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 Finally, as shown in table 6.26 significant differences can be seen in the 

resolution according to gender; for example, males provide more multiple resolutions 

than females (30.30% in contrast to 13.09%). However, females provide more 

unexpected resolutions (44.93% in contrast to 27.27%). Table 6.26 also shows the 

number of resolutions written by males (62) and by females (68). 

 

6.3.2. Differences regarding evaluative choices 

 

 
 This section presents results from the analysis of Halliday’s interpersonal 

function or evaluative choices following the framework of Martin and White’s Appraisal 

Theory (see appendix VII.3.1.2. As mentioned in 6.3, the framework of Appraisal is 

divided into three different categories: Engagement, attitude and graduation (see 

chapter 4, section 4.3.5, and chapter 5, section 5.5.3.2). The chi-squared test shows 

the significance in the difference between males and females, and again the 

significance of this chi-squared result is given in the last column. The following tables 

provide an overview of the total number of evaluative features used according to 

gender in the three different categories of Appraisal. The first category, engagement, 

is represented in table 6.27. Table 6.27 firstly describes the total number of features 

used by males (N=1098) and by females (N=1923).  

 

Table 6.27. Significant differences found in engagement according to gender 

 

 Male Female  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

APPRAISAL-TYPE N=1098 N=1923  

engagement 511 46.54% 989 51.43% 6.69 +++  

ENGAGEMENT-TYPE N=511 N=989  

DIALOGIC_CONTRACTION-TYPE N=511 N=989  

DENY-TYPE    

lexical_error_deny 0 0.00% 8 0.81% 4.16 ++ 
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DIALOGIC_CONTRACTION-TYPE Male Female  

COUNTER-TYPE    

adjuncts/adverbials 74 14.48% 99 10.01% 6.60 +++ 
 

DIALOGIC_EXPANSION-TYPE N=511 N=989  

entertain 196 38.36% 323 32.66% 4.83 ++ 
 

attribute 79 15.46% 197 19.92% 4.46 ++ 
 

modal_expressions 46 9.00% 87 8.80% 0.02  

 

evidentiality 58 11.35% 67 6.77% 9.23 +++ 
 

ATTRIBUTE-TYPE N=511 N=989  

direct/indirect_reported_speech 25 4.89% 71 7.18% 2.94 + 
 

 

 
 Generally, features of engagement are used more frequently by females than 

by males (51.4%  in contrast to 46.54%). Higher percentages in males can be found in 

subcategories such as dialogic contraction (counter: adjuncts and adverbials) and 

dialogic expansion (entertain: evidentiality). However, within dialogic expansion, there 

is a subcategory used more frequently by females, attribute: direct/indirect speech). 

See percentages in table 6.28. 

 

Table 6.28. Significant differences found in attitude according to gender 

 

 Male Female  

 

ATTITUDE-TYPE N=367 N=564  

affect 56 15.26% 116 20.57% 4.16 ++ 
 

judgement 52 14.17% 104 18.44% 2.91 + 
 

appreciation 259 70.57% 344 60.99% 8.94 +++ 
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 In table 6.28, attitude is presented. Higher percentages of attitude are found in 

females, the subcategory of affect (20.57% in contrast to 15.26%) and judgement 

(18.44% in contrast to 14.17%) with the exception of appreciation, which is more 

frequently used by males (70.57% in contrast to 60.99%). Finally, the last category 

analysed is graduation. 

 

Table 6.29. Significant differences found in graduation according to gender 

 

 Male Female  

 

GRADUATION-TYPE N=220 N=370  

FORCE-TYPE    

intensification 94 42.73% 201 54.32% 7.42 +++ 
 

quantification 92 41.82% 109 29.46% 9.38 +++ 
 

modes_of_intensification 30 13.64% 57 15.41% 0.34  

 

INTENSIFICATION-TYPE N=220 N=370  

degrees_of_intensity 94 42.73% 201 54.32% 7.42 +++ 
 

 

 
 Table 6.29 shows two significant differences in the subcategory of force 

(intensification and quantification). Evaluative features are used more frequently by 

females with regard to degrees of intensity. On the contrary, males use more frequently 

evaluative features in the category of quantification. See the corresponding 

percentages in table 6.29.  

 

6.3.3. Differences regarding topics and subgenres 

 

 Tables 6.30 and 6.31 present the percentages of the total number of topics and 

subgenres used by the participants in their narratives according to age and gender. 

These statistical results can be found in appendix VII.3.1.3. Again, the chi-squared test 

shows the significance in the difference between students of ESO and students of 

Bach, and the significance of this chi-squared test result is given in the last column. 
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Table 6.30. Significant differences according to age in relation to topics and subgenres. 

 

 

Lower level 

students 

(ESO) 

Higher level 

students 

(Bach) 

 

 

Features N Percent N Percent 
Chi 

Square 
Signif.  

 

TOPIC N=50 N=50  

happiness_and_excitement 2 4.00% 9 18.00% 5.01 ++ 
 

a_new_beginning 4 8.00% 0 0.00% 4.17 ++ 
 

disagreement_and_dissaproval_ 1 2.00% 0 0.00% 1.01  

 

SUBGENRE N=50 N=50  

fantasy 0 0.00% 5 10.00% 5.26 ++ 
 

 

 

 Table 6.30 describes the total number of narratives written by the two different 

academic levels (N=50 in ESO and N=50 in Bachillerato) and the percentages of the 

topics and subgenres chosen by the participants in the different narrative components. 

The results in table 6.30 reveal significant differences related to the topics of happiness 

and excitement, which are more popular among the students with a higher academic 

level (18% compared to 4%).  

 

 However, topics of a new beginning and disapproval are more frequent in the 

younger students. There were no significant differences in other topics used by the 

participants (see appendix VII.3.2.1). Regarding the subgenre chosen, fantasy is the 

only one which shows a significant difference of 10% in higher level students. Lower 

level students did not choose this topic in any of their narratives. 
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Table 6.31. Significant differences according to gender in relation to topics and 

subgenre 

      Male  Female  

Features N Percent N Percent 
Chi 

Square 

        N=23        N=27 

TOPIC    

love 3 6.52% 18 33.33% 10.76 +++ 
 

survival_and_fear 13 28.26% 5 9.26% 6.08 +++ 
 

SUBGENRE    

romance 3 6.52% 15 27.78% 7.60 +++ 
 

travel-adventure 30 65.22% 26 48.15% 2.94 + 
 

fantasy 3 6.52% 2 3.70% 0.42  
 

 

 
 Table 6.31 shows the total number of males and females participating in this 

study shown (N=23 males and N=27 females) and the percentages of the topics and 

subgenres used by the participants in the different narrative components. Significant 

differences according to gender occur in the topic of love, which is more popular in 

females (33.33% in contrast to 6.52%). By contrast, the topic of survival and fear is 

significantly higher in males (28.26% against 9.26%). Finally, romance is more popular 

among girls than boys (27.78% in contrast to 6.52%). Although it is not as significant as 

romance, adventure is more used by males than females (65.22% in contrast to 

48.15%) as well as fantasy (6.52% males against 3.70% females). 

 

6.3.4. Differences regarding narrative complexity 

 
 This part examines indicators of text complexity in the participants’ narratives. 

Several graphs, figures 6.23 and 6.24, are represented in order to summarise 

percentages and results provided in the section. Finally, the most representative of the 

students’ results are illustrated in tables 6.42 and 6.43 (see also appendix VII.3.2.2) 
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 Regarding narrative complexity, some of the indicators analysed are the use of 

a variety of time framing devices, the use of evaluation in narrative, elaborate settings 

and descriptive characters, the construction of complex plots including multiple actions 

embedded and multiple resolutions, variety of stylistic devices, manipulation in the 

order of the narrative including flashbacks and fast-forwards, and use of 

complementary genres in the narrative and the use of abstract and codas by the 

participants (see chapter 5, section 5.5.3.4). Tables 6.32, 6.33, 6.34, 6.35, 6.36, 6.37, 

6.38, 6.39, 6.40 show general statistics in relation to these linguistic, structural and 

evaluative features regarding age.  

 

Table 6.32. Significant differences regarding time frame devices between ESO/Bach 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

TIME FRAME DEVICES 

 

 

 

 

 

time_frame 123 15.30% 159 18.86% 3.68 +   

 

 
 Table 6.32 shows a weak significance regarding the use of time frame devices 

in both school years. However, Bachillerato students, who have a higher academic 

level still, have a higher percentage than the students of ESO (18.86% in contrast to 

15.30%). 

 

Table 6.33. Significant differences regarding evaluation between ESO/Bach 

 

 Eso Bach  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

EVALUATION IN NARRATIVE    

evaluation 334 17.90% 702 28.39% 64.36 +++  
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 Table 6.33 describes significant differences between both academic levels 

regarding evaluation. The higher percentage of the students of Bachillerato reveals 

that this academic level uses more evaluation in their narratives that the students of 

ESO (28.39% in contrast to 17.90%). 

 

Table 6.34. Significant differences regarding the elaboration and description of settings 

and characters between ESO/Bach 

 Eso Bach   

Feature 

ELABORATE SETTINGS AND 

DESCRIPTIVE CHARACTERS 

N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEATIONAL_CHOICES-TYPE    

setting 328 40.80% 378 44.84% 2.75 +   

PARTICIPANTS-TYPE    

narrator_addressing_the_readers_(i) 0 0.00% 7 0.83% 6.70 +++   

person_descr 25 3.11% 76 9.02% 24.94 +++   

description_of_a_past_event 411 51.12% 338 40.09% 20.17 +++   

general_description 23 2.86% 45 5.34% 6.38 +++   

background_information 2 0.25% 31 3.68% 24.64 +++   

 

 
 Regarding elaborate settings and descriptive characters, students of 

Bachillerato show higher percentages regarding the setting (44.84%) such as use of 

narrators who interact with the readers (0.83%), description of characters (9.02%) and 

they also provide more general and background information about the characters 

(5.34%). However, students of ESO use more description when they describe past 

events (51.12%). See table 6.34. 
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Table 6.35 Significant differences regarding multiple events in the complicating action 

between ESO/Bach 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

MULTIPLE ACTIONS    

material 396  63.77% 584 72.10% 11.30 +++   

 

 

 

 

 Table 6.35 illustrates the significant differences with regard to the number of 

actions found in the participants’ narratives. The percentage in the number of actions 

provided in the participants’ narratives is higher in the students of Bachillerato than in 

the students of ESO (72.10% in contrast to 63.77%).  

  

Table 6.36 Significant differences regarding multiple resolutions between ESO/Bach 

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

MULTIPLE RESOLUTIONS    

EXPECTED-TYPE    

one_resolution 24 36.92% 24 34.29% 0.10   

multiple 5 7.69% 24 34.29% 14.13 +++   

UNEXPECTED-TYPE    

one_resol 29 44.62% 20 28.57% 3.75 +   

multpl 7 10.77% 2 2.86% 3.39 +   

 

 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 6 

 

176 

 

 Regarding the number of resolutions provided by the participants, the students 

of Bachillerato show a higher percentage than the younger students (34.29% in 

contrast to 7.69%). Although the degree of significance is weak, it is worth mentioning 

that students of ESO provide a slightly higher number of unexpected resolutions 

(10.77% in contrast to 2.86%). 

 

Table 6.37 Significant differences regarding the use of stylistic devices between 

ESO/Bach 

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

 

STYLISTIC DEVICES    

EPISTOLARY-TYPE    

Repetition 14 6.22% 26 7.12% 0.18  

Graphological devices 

humour_and_irony 

invented-word 

use-of_other_languages 

Metaphor/simile/personification/hyperbole 

1  

0 

0  

0 

7 

0.44%  

0.00% 

0.00% 

0.00% 

3.11% 

3 

3 

2 

1 

32 

0.82% 

0.82% 

0.55% 

0.27% 

8.77% 

0.29 

1.86 

1.24 

0.62 

7.21 

 

 

 

 

 

 

 

+++   

 

 

 
 Table 6.37 shows significant differences between both groups in relation to the 

use of stylistic devices by the participants. In all the cases (repetitions, graphological 

devices, humour, creative invented words, use of other languages and metaphors, 

similes among others) the number of these devices is higher in the students of 

Bachillerato.  
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Table 6.38 Significant differences regarding manipulation in the order of the narrative 

between ESO/Bach 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

NON_CHRONOLOGICAL 

TYPE 
   

analepsis_flashback 0 0.00% 2 0.25% 1.54   

prolepsis_flashforward 0 0.00% 0 0.00% 0.00   

 

 

 Although there are no significant differences regarding the manipulation in the 

order of the narrative, the analysis reveals that two flashbacks have been used by the 

students from the higher school level as show in table 6.38. 

 

Table 6.39 Significant differences between ESO/Bach regarding the use of 

complementary genre used in the narrative  

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

COMPLEMENTARY GENRE    

EPISTOLARY-TYPE    

epistolary 0 0.00% 2 4.00% 2.04   

dialogic 14 28.00% 12 24.00% 0.21   

DIALOGIC-TYPE N=50 N=50  

direct_speech 7 14.00% 4 8.00% 0.92   

direct_thought 0 0.00% 1 2.00% 1.01   
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 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

COMPLEMENTARY GENRE 

 DIALOGIC-TYPE 

   

indirect_thought 0 0.00% 1 2.00% 1.01   

free_indirect_speech 0 0.00% 2 4.00% 2.04   

more_than_one_dialogic_type 3 6.00% 2 4.00% 0.21   

 

 

 Regarding the use of complementary genres in the narrative, table 6.39 

shows the percentages between the two levels. Epistolary genre within the narrative 

genre has been used twice in the higher level students. Dialogic texts embedded in the 

narratives have been used by both levels, students of Bachillerato (e.g. direct thought 

and free indirect speech) and students of ESO (e.g. direct speech, indirect speech or 

both). However, the percentage of use of dialogic texts in the participants’ narratives is 

higher in the younger students (28% in contrast to 24%) 

 

Table 6.40 Differences regarding the use of abstract and coda between ESO/Bach 

 Eso Bach   

Feature 

NUMBER OF ABSTRACT AND CODA 

N  N     

 

Abstract (Spanish) 8  10     

Coda (Spanish) 14  30     
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 Finally, regarding to the number of abstracts and codas used by the 

participants, the results in table 6.40 reveal that the students of Bachillerato provide a 

similar number of abstracts in comparison to the lower academic level (10 in Bach in 

contrast to 8 in ESO). However, the students of the higher academic level provide 

almost twice as many codas in their narratives than the students of ESO (30 compared 

to 14). The same information is presented in the form of a graph in figure 6.23. 

 

Figure 6.23 Numbers of abstracts and codas in ESO/Bach 

 

 

 
  
 With regards to abstracts and codas in the two languages, English and Spanish, 

the results presented in table 6.40 reveals that a higher number of codas are produced 

in the mother tongue (30 in Spanish in contrast to 14 in English). However, table 6.41 

reveals that no difference exists in the number of codas in English and Spanish (9 in 

both cases). Figure 6.24 also shows these results in a graph. 

 
Table 6.41 Number of abstracts and codas in English/Spanish 

 

 English Spanish   

Feature 

NUMBER OF ABSTRACTS AND CODAS 

N  N     

 

Abstract (English) 9  14     

Coda (English) 9   30     

8 10 
14 

30 

0
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20
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40

Students of ESO Students of Bach

Number of Abstracts and Codas in 
ESO/BACH  

Nº Abstract Nº Coda
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Figure 6.24 Differences regarding the number of abstracts and codas in L1 and L2 

 

 
 

 

 With the purpose of summarising previous percentages and results of the 

section, two graphs will be provided. Figure 6.25 reveals that Bachillerato students 

generally use more indicators of complexity than students of ESO (17 compared to 8). 

There are few students to take into account, for example, students 4, 22, 24 and 25 

who have used a higher number of complexity indicators in English compared to the 

students of Bachillerato. On the contrary, students 1, 2, 5, 8, 10, 13, 15 and 17 from the 

higher academic level frequently used indicators of narrative complexity. 

 

Figure 6.25 Total number of indicators of narrative complexity in English 
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 The results represented in figure 6.26 again show a frequent use of these 

indicators in the higher level students (17 students in Bach in contrast to 7 students in 

ESO) with some exceptions such as students 2, 4, 6, 8, 14, 20 and 24 of the lower 

school year whose graph shows a higher number of indicators of complexity used by 

these participants. 

 

Figure 6.26 Total number of indicators of narrative complexity in Spanish 

 

 

 

 All these indicators of narrative complexity used by the participants have been 

counted with the help of the UAM Corpus Tool and are represented in table 6.42 

Additionally, the topics and subgenres chosen by the participants are also included in 

the table in order to examine possible age and gender differences. (see appendix 

VIII.2).  

 

Table 6.42 Age and gender differences 

 

QUANTITATIVE RESEARCH 

INSTRUMENT TO MEASURE GENDER AND AGE DIFFERENCES 

 

INDICATORS OF NARRATIVE COMPLEXITY 

TOPICS AND 

SUBGENRE 

DIFFERENCES 

ID 

STUDENTS 

TF EV OR CE ME SD MN Other Abs/Coda Total Topic Subgenre 
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 Table 6.42 is made up of two main parts: indicators of narrative complexity and 

topics and subgenres used by the participants. The first part represents the features 

related to complexity. They are the following: TF, which stands for time frame devices, 

EV refers to evaluation found in the narratives, OR stands for orientation and it includes 

a number of linguistic choices which contribute an elaborate setting and descriptive 

characters, MA stands for multiple actions and it refers to the number of material 

process used by the participants, MR means multiple resolutions, SD stands for 

stylistic devices, MN refers to the manipulation in the narrative structure, Other refers to 

the use of subgenres within the narrative genre, Abs/Coda indicates whether the 

participants have used abstract and/or coda in their narratives, and finally, total means 

the count of all these features regarding narrative complexity. The second part of the 

table focuses on the types of topics and subgenres used by the participants. 

 

 Table 6.43 includes several of the students who have used a higher number of 

indicators of text complexity in their narratives. Student 15 is, as in the previous 

section, the student with the highest number of features used. The students are placed 

from higher to lower number of features used. The complete table with the results of all 

the subjects can be found in appendix VIII.2. 

 

Table 6.43. Students with the highest number of indicators of narrative complexity 

 

QUANTITATIVE RESEARCH 

INSTRUMENT TO MEASURE GENDER AND AGE DIFFERENCES 

INDICATORS OF NARRATIVE COMPLEXITY TOPICS AND 

SUBGENRE  

ESO/STUDENTS TF EV OR CE ME SD MN Other Abs/Cod

a 

Total Topic Subgenre 

6.NCSNASEM 4 14 50 11  1 0 IS 1  81 Survival Travel-

adventure 

4. NCSNASEF 2 16 34 18  1 0 DS 1            ✓ 72 Misfortu

ne 

Drama 

8. NCEFSEF 5 4 30 29 3  0 DS 1  ✓ 72 Love Travel-

adventure 

BACH/STUDENT

S 

TF EV OR CE ME SD MN Other Abs/Cod

a 

Total Topic Subgenre 

15. NCEFBF 5 28 29 43  1 1 1 FIS              

✓ 

110 Hapiness Travel-

adventure 

15. NCSNABF 3 33 53 24  6  2DIS           ✓ 123 Love Romance 

1.NCSNABM 8 39 26 29  2    106 Achieve

ment 

Travel-

adventure 
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6.4. Correlation between degree of narrative complexity and creativity 
 

 This section focuses on statistical analyses performed with the help of the 

Pearson correlation coefficient. It has been calculated between two variables analysed 

in this section, “degree of narrative complexity” and “creativity”. Figures 6.27, 6.28, 6.29 

and 6.30 show the correlation analyses. 

 

Figure 6.27 Correlation (VII) between narrative complexity and creativity in students of 
ESO in English 

 

 

 

Figure 6.28 Correlation (VIII) between narrative complexity and creativity in students of 

ESO in Spanish. 
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Figure 6.29 Correlation (IX) between narrative complexity and creativity in students of 

Bach in English 

 

 

 

Figure 6.30 Correlation (X) between narrative complexity and creativity in students of 

Bach in Spanish 
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 In all cases, there is a positive correlation between the two variables. The 

correlation of both figures is positive and there is a trend for one variable to go up when 

the other one goes up, which means that R is positive. For example, in figures 6.25 and 

6.26, the correlation between the number of indicators of narrative complexity and the 

total score of creativity rating scale in both languages in students of ESO is r=0.6139 

for English and r=0.4952 for Spanish. In students of Bachillerato, the correlation has 

been similar r=0.7877 for narratives written in English and r= 0.1791 in narratives 

written in Spanish, which means that a positive correlation between these two variables 

has occurred in both academic levels and in both languages. However, the narratives 

written in English have obtained a stronger correlation and a rising trend line in both 

academic levels compared to the correlation resulted in narratives written in Spanish. 

 

6.5. Quality in writing 
 

 This section presents the findings obtained through the analysis of the variable 

composition quality in writing. Firstly, the results of the composition quality qualitative 

analysis have been provided. Secondly, it examines the correlation between degree of 

quality in writing and creativity in both groups and languages. Finally, this part 

concludes examining the correlation between quality in writing and narrative 

complexity. Despite the fact that the main goal of this study is creativity, this correlation 

can provide interesting results for the composition quality qualitative research. The 

research question addressed in this section is the following: 

 

Research Question 7: Is there a correlation between the quality of the students’ 

narratives in terms of writing skills and the degree of creativity?  

 

6.5.1. Results of the  composition quality qualitative analysis 

  

 The results of the evaluation of quality in writing has been made through a 

rating scale (see chapter 5, section 5.5.2.1) and are represented in two tables, one 

provides the results for the students of ESO in English and in Spanish and another with 

the results of Bachillerato students in English and in Spanish. These two tables are 

found as a whole in appendix VIII.3. Some of the students with the highest marks are 

shown in table 6.47.  
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Table 6.44 Selected results of the writing quality qualitative analysis 

 

QUALITATIVE RESEARCH 

TOTAL SCORE: QUALITY SCALE 

ESO/STUDENTS RATER:TEACHERS 

8.NCSNASEF 10 

16.NCSNASEM 10 

4.NCSNASEF 9.5 

21.NCSNASEF 9.2 

8. NCEFSEF 8.6 

25.NCEFSF 8.1 

BACH/STUDENTS RATER:TEACHERS 

15.NCEFBF 10 

5.NCSNABF 10 

12.NCSNABF 10 

15.NCSNBF 10 

19.NCSNABF 10 

24.NCSNABM 9.1 

  

  

 Table 6.44 describes the results of some of the narratives. As explained in 

section 5.5.2.1. from chapter 5, there were two raters (two teachers) who evaluated the 

quality of the texts with a scale which contain the following components: content, 

rhetorical structure, grammatical form, diction and tone and finally mechanics. The 

maximum score obtained in each narrative is 10. Some of the participants’ highest 

scores are represented in the table.  

 

 Again, the student of Bachillerato number 15 obtained a score of 10. The same 

occurred with the number of ideational, textual and evaluative features and with the 

number of narrative complexity. Another student worth mentioning is number 8, also 

from ESO This student has obtained a total mark of 10 in Spanish and 8.6 in English. 

 

  



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 6 

 

187 

 

6.5.2. Correlation between degree of quality in writing and creativity 

 

 The Pearson correlation coefficient has been calculated between the two 

variables of this section: “writing quality” and “degree of creativity” in the two academic 

levels. 

 

Figure 6.31 Correlation (XI) between communicative choices and writing quality in ESO 

 

 

 

Figure 6.32 Correlation (XII) between communicative choices and writing quality in 

Bach 
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 Figures 6.31 and 6.32 reveal that there is a positive correlation between the two 

variables. The correlation of both figures is positive and there is a trend for one variable 

to go up when the other one goes up, resulting in a positive R. For example, in figures 

6.29 and 6.30, the correlation between the number of communicative choices and total 

score of quality rating scale in both academic levels is r=0.6746 in students of ESO and 

r=0.8733 in students of Bachillerato, which means that a positive correlation between 

these two variables has occurred in both academic levels. However, the correlation in 

the level of Bachillerato has been stronger. In any case, the trend line in both academic 

levels has shown a tendency to go up or rise. 

 

6.5.3. Correlation between degree of quality in writing and narrative complexity 

 

 Here the relationship between “writing quality” and “narrative complexity” is 

analysed. Figures 6.33 and 6.34 provide a correlation analysis quantifying whether 

these two variables are related and also the strength of the association. 

 

Figure 6.33 Correlation (XIII) between narrative complexity and writing quality in ESO 
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Figure 6.34 Correlation (XIV) between narrative complexity and writing quality in Bach 

 

 

 

 The correlation between these two variables is positive, which means that the 

higher levels of one variable are associated with higher levels of the other. The sign of 

the correlation coefficient in both figures indicates the positive direction of the 

association. In both cases, the correlation between the numbers of narrative complexity 

and writing quality is positive, especially strong in the students of Bachillerato with a 

correlation coefficient of R=0.8334 being the maximum correlation coefficient of 1.  

 

6.6. Correlation between both holistic analyses: quality and creativity 
 

 The two variables correlated in this last part of the chapter come from the 
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Figure 6.35 Correlation (XV) between both holistic analyses in ESO 

 

 

 

Figure 6.36 Correlation (XVI) between both holistic analyses in Bach 
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a strong, positive association between the two variables; “writing quality” and 

“creativity”. 

 

6.7. Chapter summary 
 

 

 The purpose of this chapter has been to present the findings of this dissertation 

and compare them to what was predicted in the research questions: degree of 

creativity, age and gender differences and quality in writing. The first variable includes 

the count of linguistic, structural and evaluative features used by participants in their 

travel narratives. The analyses carried out with the help of the Corpus Tool have been 

displayed along with a variety of tables and graphs. This quantitative data is supported 

with qualitative data analysed through a holistic scoring procedure, an essay rating 

scale focusing on creativity of writing (see chapter 5, section 5.5.2.2). Significant 

differences regarding ideational, textual and evaluative features have been shown.  

 

 The chapter continued with the presentation of the findings in relation to the 

second variable, gender and age differences. Significant differences regarding 

ideational, textual and evaluative features have been shown, after having analysed the 

corpus. Narratives from the two academic levels and languages have been compared. 

With respect to this second variable, Bachillerato students show in general a higher 

frequency of indicators of narrative complexity. Finally, the chapter shows results from 

the third and last variable: quality in writing. The correlation between the quality of the 

students’ writing and creativity has been confirmed. 
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“La creatividad es un bien social, una decision y un reto del futuro” (creativity is a social 

good, a decision and a challenge for the future) 
 

(S. de la Torre, 2006: 137) 
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7.4 Quality in writing 

 

7.5. Chapter summary  
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Chapter  7: Discussion 
 
 

7.1. Introduction  
 
 
 This chapter interprets the results presented in chapter 6. In chapter 7, a 

discussion of the relevant findings in relation to the three different perspectives taken in 

this study is provided. The first research perspective was concerned with creativity, the 

main purpose of this dissertation. It aimed at determining the relationship between the 

use of lexical, grammatical, structural and evaluative features found in narratives 

written by secondary school students, and creativity, through a quantitative analysis. 

The study also explored the narratives written in the two languages: English as a 

foreign language and Spanish as mother tongue with the purpose of ascertaining 

whether the foreign language could be a barrier for the participants’ creativity. 

Additionally, qualitative analysis regarding creativity has been conducted and a 

comparison between these two analyses has been carried out. 

 

 The second research objective was related to age and gender differences. On 

the one hand, the study examined topics and subgenres used by the participants in 

their narratives, and on the other hand, analysed indicators of narrative complexity in 

order to find out if age is a factor which affects text complexity and if the use of 

indicators of complexity, contribute to creativity since text complexity can enhance 

students to use critical and creative thinking skills (Beguetto and Kauffman, 2010). 

Finally, the third research objective focuses on the relationship between writing quality 

and creativity. Besides, a comparison of quality and text complexity has been 

examined in order to find out whether there exists a correlation between these two 

factors. This chapter, therefore, discusses the findings described in chapter 6 with 

regards to these three research objectives. 

 

 

7.2. Degree of creativity 

 
 
 This section addresses the results found in the analysis of linguistic (ideational 

choices) and structural choices (textual choices) following Labov’s Model and 

Halliday’s SFL, and evaluative devices as proposed by Martin and White’s Appraisal 

Theory. The research questions addressed are the following: 
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Research Question 1: In what way are choices expressed at the ideational level 

related to creativity?  

Research Question 2: In what way are choices expressed at the textual level related 

to creativity?  

Research Question 3: In what way are choices expressed at the interpersonal level 

related to creativity?  

Research Question 4: Do the narratives written in English reveal fewer creative 

resources than the compositions written in the mother tongue? 

 

 Firstly, a discussion of the results regarding the first research questions is 

provided. Significant differences between texts written by students from both school 

years regarding ideational, textual and evaluative choices and creativity are discussed, 

followed by a comparison between the narratives written by students of ESO and 

students of Bachillerato. Next, a discussion of the second research question is 

presented. 

 
 

7.2.1. The relationship between the use of ideational, textual and evaluative 

choices in narratives from both academic years and creativity. 

 

  
 The main aim of this dissertation is to identify creativity in narrative texts written 

by secondary school students. As pointed out in chapter 5, students have to write a 

travel narrative. Creativity within a narrative context is characterised by these linguistic 

and textual choices and the creation of complex stories and unexpected events. 

Additionally, creativity is also concerned with the use of evaluative devices and the 

ability of the narrator to convey his/her own feeling about the story (s)he is telling and 

therefore bring the reader more closely into the narration. Evaluative devices refer to 

specific syntactic and phonological features which are used by the narrator to indicate 

the point of the narrative and engage the reader in the story.  

 

 According to Toolan (2001), these choices of words correspond to ideational, 

textual and interpersonal choices in Hallidayan grammar. These choices seem to be 

relevant for the analysis of characters and settings and are interesting in narrative 

analyses since these choices highlight a delimited set of process types and participant 

roles (ideational function), the creation of a connected and coherent discourse (textual 
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function) and the expression of social relations such as engagement, attitude and 

graduation (Halliday’s interpersonal function and later Martin and White’s evaluative 

devices).  

 

 Sections 7.2.1.1 and 7.2.1.2 address the results regarding ideational, textual 

and evaluative choices and the way in which they contribute to creativity. 

 
 

 7.2.1.1. Differences between both levels regarding ideational and textual 

choices 

 

 The total number of narrative features in ESO are N=1866 and in Bach N=2473 

(see appendix VII.1.1 and/or section 6.2.1.1). The students of Bachillerato show a 

higher number of features used in their narratives (orientation: 843 in Bach compared 

to 804 in ESO, complication: 811 in Bach compared to 622 in ESO, evaluation: 702 in 

Bach compared to 334 in ESO and resolution: 69 in Bach compared to 61 in ESO) 

because their texts contain a higher number of words, consequently, they are longer-

length texts than those written by ESO students (20,233 words per segment in Bach in 

comparison with 12,812 in students of ESO). However, ESO students show generally 

higher frequency of factors used per text with the exception of evaluation (see table 7.1 

below). 

 

 Therefore, the statistical results show that there is a higher frequency of 

features located in the orientation in the texts written by ESO students. However, 

students of Bachillerato use a higher percentage of evaluation located in the 

complicating action. These findings indicate that younger students prefer to write longer 

introductions before reaching the climax of the narrative. However, students of 

Bachillerato use more evaluative language in the complicating action, which creates an 

effect of involvement in the reader in the actual story telling. This last feature can 

contribute to favour creativity. The percentages of ideational and textual features found 

in the different structural narrative elements are shown in table 7.1 with a more detailed 

explanation of the results. 
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Table 7.1. Summary of results I 

 

ESO STUDENTS BACHILLERATO STUDENTS 

Total frequency of ideational and textual 

features in the narrative components: 

Orientation 43.09% +++ 

→ Person description 3.11% 

→ Description of a past event 51.12% +++ 

Complication action 33.33% 

→ Material 63.67% 

→ Verbal 20.74% +++ 

→ Relational 7.56% 

Evaluation 17.90% 

→ Orientation 38.32% +++ 

→ Complicating action 61.38% 

Resolution 3.48% 

→ Expected 44.62% 

→ Unexpected 55.38% +++ 

→ One resolution 36.92% 

→ Multiple resolution 7.69% 

Total frequency of ideational and textual 

features in the narrative components: 

Orientation 34.09% 

→ Person description 9.02% +++ 

→ Description of a past event 40.09% 

Complicating action 32.79% 

→ Material 72.13% +++ 

→ Verbal 9.49% 

→ Relational 11.84% +++ 

Evaluation 28.39% +++ 

→ Orientation 28.21% 

→ Complicating action 71.79% +++ 

Resolution 2.83% 

→ Expected 68.57% +++ 

→ Unexpected 31.43% 

→ One resolution 34.29% 

→ Multiple resolution 34.29% +++ 

 

 

 The orientation prepares the reader and it is the first part of the story. As 

Rothery and Stenglin pointed out, it creates “a context for understanding what is to 

follow in the subsequent events” (Rothery and Stenglin, 1997: 236). Under orientation 

it is noted that younger students generally use more frequently ideational features, for 

instance, verbal processes which describe past events in their introductions. An 

example of a student’s narrative is provided to illustrate the results.  

 
 
15. NCSNASEF24  (description of a past event) 
 
El verano pasado fueron a Málaga, un lugar bonito y con mar. Llega- 
ron allí en tren. Entraron en el hotel que habían reservado. Era muy 
grande y las habitaciones estaban limpias. La familia entró en su habi- 
tación. Deshicieron sus maletas y bajaron a la playa. Era de día y el sol 
iluminaba toda la costa. Sonia y su hermana Ana se dieron un baño mien- 

                                                
24 NCSNASEF: narrative (N), in class (C), native tongue (NA), secondary education (SE), female (F) or 
male (M). Further information can be found in section 5.4.1. 
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tras sus padres tomaban el sol. Al mediodía, fueron a comer al hotel. Había 
barra libre y la comida estaba riquísima. Por la tarde estuvieron descan- 
sando en su habitación y luego dieron un paseo. 
Al día siguiente, hicieron la misma rutina. En el tercer día, algo increíble 
pasó. Resulta que estaban en el hotel 
 
 

 However, higher academic level students prefer to use more ideational features 

with regard to description of characters, for example: 

 
 
 1. NCSNABM  (description of characters) 

 
 
Su madre era cofundadora

25
, 

era una mujer guapa  e inteligente y se licenció en ingeniería. 
Toda su vida había vivido en la ciudad. Al contrario, su padre 
era un hombre seguro, resuelto y con muchas ideas pero solo 
había salido del pueblo para estudiar. Se licenció en Marketing y  
publicidad 

 

 Both levels show a high frequency of ideational features regarding orientation 

which suggests that students of ESO as well as students of Bachillerato provide a wide 

variety of linguistic devices, which result in elaborate settings and descriptive 

characters. These results confirm observations made by scholars such as Rothery and 

Stenglin, who point out that orientations introduce “main characters and establish a 

physical setting” (Rothery and Stenglin, 1997: 236) and Labov who claims that the 

orientation “provides information on the time, the place and the actors involved in the 

narratives” (Labov & Waletzky, 1967, Labov: 8). 

 

 Concerning complicating action, it is the recounting of actions. The 

complication is where we may find interpersonal meanings, “breaking up the sequence 

of events with evaluation, especially at key points” (Rothery and Stenglin, 1997: 239). 

Results show that students of ESO frequently use verbs of saying, direct speech and 

dialogues in the rising action which can be considered a creative characteristic since it 

creates a sense of involvement in the reader (Tannen, 2011). As Fisher claimed (2009: 

8): “A dialogue involves two or more people sharing ideas and taking account of 

different viewpoints”. At the same time, direct speech is “implicit in some part of 

Labov’s typology of evaluation devices” (Toolan, 2001: 161) and according to Wolfson 

(1982) the more a story has this feature a resource for highlighting the story’s main 

point, the better.  Two different examples of the use of evaluation are provided: 

                                                
25 Every excerpt is a faithful copy to the original including their grammar mistakes, their punctuation, new 
lines and so and so forth. 
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8. NCEFSEF (verbs of saying/dialogue) 

 
The pirates took Rebecca to a volcano and said: 
 
-We are not going to go to the jail so lived us go or the girl will die. 
- Ok you can live but leave the girl here- yelled the policeman. 
- Well Ok- and leave Rebecca- But make an space (=save room) for us to go. 
- Ok 
 
 

25. NCEFSEF (verbs of saying/dialogue) 

 
“This dream is too good”, said the girl “I’m so happy 

but I have to go to school” continued Rebecca. “No, you are not 

going to the school, you are coming with me”, said Pedro. “Who 

are you” asked Rebecca. “I’m your new manager  and you have 
to buy some new clothes, then go to prepare a song and after 

make a new cd”. 
“Wow this is incredible!”, shouted Rebecca. 

 

 Regarding students of Bachillerato, findings indicate that they use a higher 

number of material and relational verbs in the complicating action. Material processes 

usually answer the question, “What happened?” and relational processes are verbs of 

characterisation and verbs which express circumstantial relations. A high number of 

action verbs in the complication might signal a long string of events in the main body of 

the narrative, which can evidence a certain complexity in the text. Information about 

text complexity will be provided in section 7.3.3. According to Toolan (2001), the 

complicating action is the phase in which most of the clauses occur and he uses the 

term “the nucleus” for this structural element. (2001: 149). 

 

 Two examples follow; a narrative which is consists of relational processes on 

the one hand, and another example of narrative in which a sequence of material verbs 

is used, on the other. 

 
 
 15. NCEFBF26 (relational processes) 
 
June the 15th, (ellipsis: It was) exactly a month 
before the performance […]It was the day before the concert and she was still sick!  she felt 
impotent, but luckily, she had an idea she hid behind 
a track and waited until the policemen went away, then she returned to 
her place in the queue, but, wait! What was that? An vip pass was 
on the ground! […]and the members of Memphis May Fire were there! All of them! 
[…]in fact they had much in common, so they became friends. 

 

                                                
26 NCEFBF: narrative (N), in class (C), English as a foreign language (EF), bachillerato (B), female (F) or 
male (M). Further information can be found in section 5.4.1. 
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11.NCEFBF (material processes) 

 
suddenly a man stole Rebecca her travel bag, where she brought 
the camera, the maps, the money...But at this moment a young 
ran after the man who stole Rebecca. The young achieved him 
and caught the bag and he brought her bag. 
 

 

 Significant differences focus on the evaluation of the students’ narratives. With 

regard to ESO students, the evaluation section is mainly located in the orientation. 

Younger students prefer to establish a point of interest at the beginning of the story. On 

the contrary, Bachillerato students use a higher level of evaluation in the complicating 

action. According to Labov (1972), evaluation is particularly clustered around the point 

of the action and it is where the narrator’s personal involvement in a story is conveyed. 

As Maybin points out (2016: 29), “creativity here is involved both in turning an 

experience into a story, and in utilizing what Labov calls ‘evaluative devices’, to ensure 

that the story achieves maximum impact”.   

 

 The fact that these last students provide a heavily evaluated complication, 

which is the core narrative category, could reveal an expression of creativity in the 

participants’ texts. “Effective stories use evaluative language, often building suspense 

and emotion around the problem or high point” (Mccormick & Fisher, 2012: 47). As a 

confirmation what can be observed in the students’ narratives, Mason (2008: 32) 

defines evaluation as “the ability of a narrator to convey his/her own feelings about the 

story (s)he is telling”.  

 

 Different examples are provided in order to support the statistical results. The 

first example is concerned with evaluation in the orientation by a student of ESO and 

the other two examples show evaluation in the complicating action by two different 

students of Bachillerato.  

 

24. NCEFSEF (evaluation in the orientation) 

 
Rebecca’s family travells a lot. They love it. Her father, John likes 
the mountains, her mother Anne likes going to the beach and 
her brother Ben likes going to big cities like New York, Madrid, 
Barcelona etc…but Rebecca likes visiting another countries to 
learn more culture and learn different traditions. Each summer 
one of them decides were they wanted to go and this summer was 
Rebecca’s torn. She can’t decide wich country visit 
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13.NCEFBF  (evaluation in the complicating action) 
 
that was a problem for Rebecca’s parents because they told her that 
Adam was going to be only a “summer love”, That he won’t love her like she 
loves him. 
But Rebecca knew that it wasn’t true. She knew the form like their eyes look her, their 
smiles and all the things about him. 
Both parents where angry because about the distance but they know that they will be 
together, distance doesn’t matter. 
Adam lived in Spain and Rebecca in the Alps, 

 
 
1.NCSNABM (evaluation in the complicating action) 

 
La 2ª campaña fue parecida, el primer mes 
de adaptación y los tres meses siguientes la misma estrategia 
vender, vender y vender. Sonia se aisló de su familia, sabía que no 
podía entablar grandes amistades ya que esa experiencia duraria apenas 
4 meses. La 2ª campaña consiguió cubrir los gastos pero no hubo demasiadas 
ganancias. Las últimas dos semanas en Suecia le fueron eternas a Sonia 
que ansiaba volver a casa. Aún le quedaban 4 largos meses en 
Canadá 
 

 No significant differences have been found in the resolution between the two 

academic levels. However, it is worth mentioning that students of ESO have provided 

more unexpected resolutions than students of Bachillerato, which reveals signs of 

creativity. According to Jones, creativity is seen not only in the language used but also 

in the actions people do with language. He claims that “there may, therefore, be 

nothing intrinsically creative or poetic about a piece of language. What may be 

“creative”, rather, may have more to do with the strategic way it is used to solve a 

problem, alter a situation or realign a set of social relationships” (Jones, 2012: 7).  

 

 Therefore, it is the unexpected set of solutions to the problem which make it 

creative. Additionally, resolutions are relevant for the story because they must provide 

a sense of completion and they must satisfy the readers’ curiosity about the characters 

and their dilemmas, and create a certain emotional response. According to Polanyi 

(1985) surprising stories are conceived as texts that present dramatic events, out of the 

ordinary occurrences, unexpected developments or resolutions. However, students 

with a higher academic level provide more expected resolutions than the students of 

ESO.  

 

 Despite this fact, Bachillerato students provide more multiple resolutions than 

ESO students, which implies that they write more resolution clauses for the same or 

different problems. This is a sign of narrative structure complexity and that is discussed 

further in section 7.3.3. Telling a good story involves including “complex events with a 
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beginning, stating a problem, a development posing a solution to the problem, and an 

ending providing a solution” and the construction of solutions to multiple events 

embedded are signs of structural complexity (Kemper et al, 1990: 209). Three different 

examples are provided. The first example is a fragment of a text with an unexpected 

resolution by a student of ESO, the second example is concerned with an expected 

resolution and the last example shows an excerpt with multiple-resolutions. The last 

two examples are written by two different students of Bachillerato. 

 
 
15.NCEFSEF (unexpected resolution) 
 
They saw her dancing and they discovered 
that she also sing. They thought of making her a super- 
star and she agree […] “I like so much this, I would never 
believe these. This dream is too good” [… ] Rebecca composed a lot of songs. So much that 
she could make 2 cds […] “This is too tiering I prefere my normal day before 
I knew you”. “Ok then bye bye”. 

 
 
13. NCEFBF  (expected resolution) 

 
Adam went living to the Alps and now they are married and 
they have two children and a dog. 
 
 

2. NCSNABM (multiple resolutions) 

 
[...] iban en- 
contrando soluciones al gran problema. Un días, tras 
semanas de duro trabajo, el amigo presentó el pro- 
yecto ante todos los directivos; los cuales terminaron 
aceptando el proyecto, aunque a duras penas. Esa misma 
noche fueron todos a celebrarlo, y durante toda su 
estancia allí la felicidad corría por sus venas. La des- 
pedida fue dura, pero Sonia ya veía claro su futuro. 
Tras todos estos eventos, Sonia se puso a trabajar duro 
para "salvar al planeta" a través de la física y el conoci- 
miento, de la mano de la cultura; y a pesar de vivir 
en aquel lugar remoto. Tras años de duras investigaciones, 
Sonia consiguió un combustible a base de nieve, lo que 
la llevó a lo más alto y, quizás más importante, puso su 
granito de arena para "salvar al planeta", 
 
 

 7.2.1.2. Differences between both levels regarding evaluative choices. 

 
 

 The writer’s involvement is crucial in the production of creative texts. Some of 

the evaluative features mentioned in chapter 4 and 5 are, for example, the use of 

negation, repetition, character’s direct speech and constructive dialogues, intensity 

markers, instances of affective devices, use of irony, imagery and tropes, etc. This part 
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of the study has focused on analysing whether this set of evaluative features in the 

narratives contribute to creativity. Table 7.2 provides a summary of results concerning 

evaluative choices in relation to creativity. 

 
 

Table 7.2 Summary of results II 

 

ESO STUDENTS BACHILLERATO STUDENTS 

Total frequency of evaluative devices: 

 

Engagement 52.48% +++ 

→ Dialogic contraction  37.82% 

→ Dialogic expansion 62.18% +++  

Attitude 28.60% 

→ Affect 20.29% 

→ Judgement 15.88%  

→ Appreciation 63.82% 

Graduation 100% 

→ Focus 0.00%  

→ Force 100.00% ++ 

Intensification 60.44% 

Modes of intensification 9.33% 

Total frequency of evaluative devices: 

 

Engagement 47.82% 

→ Dialogic contraction  53.54% +++ 

→ Dialogic expansion 46.46%  

Attitude 32.26% ++ 

→ Affect 17.43%  

→ Judgement 17.26% 

→ Appreciation 65.31%  

Graduation 100%  

→ Focus 1.92%++ 

→ Force 98.08%  

Intensification 43.56% 

Modes of intensification 15.89% 

 
 
 In appraisal, the results found concerning the dimension of engagement, 

indicate that students of ESO use a higher number of evaluative devices regarding 

dialogic expansion, specifically the category of attribute. These students frequently use 

direct and indirect speech in their narratives. Many researchers such as Labov, 1972;  

Chafe, 1982; Ochs, 1979; Tannen 1982, 1983; Schiffrin, 1981 as cited by Tannen, 

1986 [2011] suggest that narration is more vivid when writers use direct speech rather 

than indirect speech, since presenting a first-person dialogue combines the 

involvement of spoken language with the integration of writing. Friedrich (1979:473 as 

cited by Tannen 1986) suggest that he sees “constructing dialogue as one such poetic 

process”. 

 

 This can be a creative factor since dialogue increases the story’s pace and 

makes it more dynamic. Dialogue is a creative factor because “it is open to variation, 

innovation and unexpected lines of inquiry. It is generative and open-textured and has 
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the potential to move in a multiplicity of directions and reach unexpected conclusion” 

(Fisher, 2009: 9). Carter (2004a, 2004c) also pointed out  that creativity can be 

expressed in many different forms in everyday language and conversation. 

Additionally, the use of dialogue moves the story in a more straight-forward way than a 

narrator’s explanation. Graham points out (2007: 88), “Stories move forward most 

efficiently through characters acting and speaking, so lesson one on dialogue is that it 

is a terrific way of keeping your story moving forward”.  

 

 What’s more, characters also evolve through dialogue generally providing 

information about the relationship between the characters, their personalities and their 

moods. According to Chafe (1980) and Tannen (1982, 1983, 1986 [2011]), dialogues in 

written discourse contribute to the creation of involvement; both the involvement of the 

readers and the sense of the writer’s own involvement in the story.  

 

 Examples of studies which take dialogue as a feature which creates 

involvement are Kirshenblatt-Gimblett (1974) and Tannen (1984) in stories by East 

European Jews, Labov (1972) in stories by Black Americans, Tannen (1986) in Greek 

stories. In addition, Tannen (1989[2007]: 107) claims that “The casting of thoughts and 

speech in dialogue creates particular scenes and characters, and it is particular that 

moves readers by establishing and building on a sense of identification between 

speaker or writer and hearer or reader”. The following examples are provided by 

students of ESO: 

 
 
22.NCEFSEF (dialogic expansion-attribute: direct speech) 

 
Tom sugested “Why don’t we go to other country in holidays?”  
 
“It’s a very good idea! Rebecca exclaimed. 
 
 “But I think that my father don’t like this idea. Where we are going to go? Rebecca boared 
 
“We can go to China” said Leo. “ 
 
But China is very far…”said Rich. 
 
 “We can go to an island” exclaimed Tom. “We can go 
 
to the Greek island. “Rebecca continued.  
 
“If Alexa come, she can come with us” said Leo, that is her boyfriend. 
 
 “Yes, this is a very good idea!” exclaimed Rich.  
 
“Ok, today we said to our parents and tomorrow we come here to said if yes or No. Said Tom 
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24.NCEFSEF (dialogic expansion-attribute: direct speech) 
 

She saw a poster that said: “Visit the best city on the world, visit Rome!” 

“That’s the place I want to go” she exclaim. “I want to go to Rome” 

After she told his parents and they agree. This summer they will go to Rome. 

The summer started and they had all the lauged prepared for going to Rome.  

They called a Taxi and the father said: “To the airport please” 

“Where are you going” enquired the driver.  

And really excited Rebeca answer: “To Rome, we are going to Rome”. 

They get to the plain and they flew to Rome 

 
 

15.NCEFSEF (dialogic expansion-attribute: indirect/reported speech) 
 

Rebeca told her story to his parents 

 

 On the other hand, students of Bachillerato use more frequently dialogic 

contraction such as the use of negation, which is highly significant, 30.94% compared 

to 20.35% and the same happens with the use of concession, 22.60% compared to 

17.47% (see section 6.2.2.1). Negation and concession are two common strategies to 

express opinions, adopt positions and agree or disagree. This could lead us to think 

that the differences in these two evaluative devices between both academic levels are 

not concerned with creativity. Nevertheless, it might suggest that students with a higher 

academic level, not only have a higher reasoning capacity because of their age, but 

they also have higher argumentative verbal skills than the other group of younger 

students. What’s more, the level of abstract thinking differs from younger students. 

These results are related to complexity and quality of writing which is discussed in 

section 7.3.3, especially the use of concession. Some examples taken from narratives 

written by students of Bachillerato are provided: 

 

15.NCEFBF (dialogic contraction-disclaim: deny) 

 
Moreover, her love for the Russian culture and here desire to improve her 
Russian weren’t the only reason why she wanted to travel there. 
 

   
15.NCEFBF (dialogic contraction-disclaim: concession) 
 
However, and even Rebecca’s high Russian level, at the restaurant they 
ordered something none of them liked, but Rebecca ate it all, just 
because it smelled well.  
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1.NCNABM (dialogic contraction-disclaim: deny and concession) 
 
A la madre de Sonia le apetecía mucho esa oportunidad y 
podría ser una gran fuente de beneficios. No tardó en convencer a su marido 
que aceptó la propuesta. 
Sin embargo Sonia no estaba muy convencida, le encantaba su pequeño 
pueblo y allí tenía toda su vida. Un año le parecía mucho tiempo fuera 
y desconfiaba del inversor norteamericano. Sus padres no contaron con su 
opinión y firmaron todos los papeles. 
 

 

 Regarding attitude, there are not significant differences between the two 

groups. However, students of ESO prefer to use more frequently words related to 

affect, which express emotions (positive and negative feelings) and students of 

Bachillerato use a slightly higher number of words related to judgement and 

appreciation, which means that they have a higher capacity for evaluating behaviours 

and processes. It is assumed that this ability is related to their older age. 

 

 Finally, results related to graduation indicate that the students of Bachillerato 

use more frequently the sub-category called focus, which leads us to understand that 

students with a higher academic level use more precise language, sharpening or 

softening the semantic focus, for example, “true love”, “kind of magic”. At the same 

time, under graduation, the students of Bachillerato almost always include the second 

major sub-category of graduation that is force in their narratives (98%) and always in 

the case of students of ESO (100%), which means that it is the subcategory most 

frequently used by secondary school students. Force is related to the intensity of a 

word or expression. It can be increased or lowered as the writer chooses (see chapter 

4, section 4.3.5).  

 

 Under force, students of ESO use a higher number of degrees of intensity such 

as very, completely, totally, etc. However, students of Bachillerato use a higher number 

of modes of intensification such as repetition. This fact might indicate creativity. Jones 

(2012: 22) claims that, “repetition can be immensely creative, and is particularly 

relevant to literariness and literary creativity” and he argues against the view of 

repetition as an uncreative feature of something previously produced. Acording  to 

Tannen, repetition is a powerful structuring resource in everyday talk in literary 

language (Tannen 1987; 1989 as cited by Toolan, 2016) and she also argues that 

repetition has coherence and involvement effects (see also Fischer 1994 and Toolan 

1996 as cited by Toolan, 2016).  Moreover, Tannen (2007) argues that repetition is an 

unlimited tool for creativity and interpersonal involvement.  
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 Other modes of intensification are metaphors, hyperboles and other literary 

devices, which can be a sign of creativity since the use of figurative language increases 

the creativity of texts. According to Carter and McCarthy (2004: 79), in the 

interpersonal management of discourse, it is evidenced that the use of “figures of 

speech, displays of metaphoric invention, punning, uses of idioms, and departed from 

expected idiomatic formulations and repetitions” take part of what they call “levels of 

creative interactions” which regularly result in “expressions of affective convergence 

and implicit signals of intimacy and symmetries of feeling”. Moreover, as pointed out by 

Cameron (2006), the use of metaphors draws an affective capacity for enjoyment in 

play with language and ideas. 

 

Examples of both sub-categories are provided below: 

 
6.NCEFSEM (graduation-force: intensification) 
 
The children are very powerful 
 

 
4. NCSNABF (graduation-force: modes of intensification-repetition) 
 
Los padres de Sonia no tenían vacaciones de trabajo ese verano y al comunicarselo a 
Sonia, ella se puso muy muy triste. Es por eso que los padres hicieron lo imposible para 
conseguir ir a la playa y lo consiguieron […] Ella en ese momento se convirtió en la chica más 
feliz del mundo […] se divirtió como nunca e hizo cantidad de nuevos amigos, aunque la verdad 
que sólo se interesaba por uno, el famoso David […] llegaron al acuerdo 
de no llorar jamás, reír y sólo reír y aprovechar el tiempo juntos. 

 
 
6.NCEFBM (graduation-force: modes of intensification-repetition) 
 
She fell in the snow but it was seven o’clock 
In the evening and anyone was around her… 
At eight o’clock anyone was around her, she was cool and 
she believe that she broke one leg… 

 
 

6. NCSNABM (graduation-force: hyperboles) 

 
Haciendola sentir la chica más afortunada del mundo 
 
 

1.NCSNABM (graduation-focus: sharpen) 
 
A la madre de Sonia le apetecía mucho esa oportunidad 

  
 
13.NCSNABF (graduation-focus:soften) 
 
La primera semana fue un tanto aburrido 
para ellas ya que estaban las tres solas 
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7.2.2. The relationship between the narratives written in both languages and 

creativity. 

 

 Creativity, which involves imagination, unconventionality, risk taking, and 

flexibility, might be a factor that affects foreign language students (Sternberg, 1985 

cited in Albert & Kormos, 2011). English as a foreign language is hypothesised in this 

dissertation to pose a barrier for the expression of creativity when students write their 

narratives. However, findings indicate that the foreign language affects participants’ 

creativity in this narrative task only moderately. Although narratives written in L1 tend to 

be longer than narratives written in L2, the percentages regarding evaluation in the two 

sets of narratives are roughly the same (23.07% in L2 and 24.58% in L1; see section 

6.2.1.1), which imply that the subjects employ almost the same level of evaluation, in 

other words, they express emotions, judgements and valuations almost equally in the 

mother tongue or the foreign language. Nevertheless, it is worth pointing out other 

significant differences, some of them in relation to creativity. Other studies related to 

creativity but focused on second language acquisition are Albert 2007, Albert & 

Kormos, 2011, Arashlou, 2014; Zabihi & Rezazadeh, 2013. Table 7.2 and 7.3 illustrate 

a summary of statistical results regarding ideational, textual and evaluative choices 

(further information can be found in chapter 6). 

 

 7.2.2.1. Differences between L1 and L2 regarding ideational and textual 

choices. 

 

 The total number of ideational and textual choices used (N=2020 in English and 

N=2319 in Spanish, see appendix VII.1.2.). Texts written in Spanish show a higher 

number of features used. As seen in appendix VII and/or section 6.2.1.2, there are 940 

choices used in Spanish compared to 707 choices in English in the orientation, 570 

choices in Spanish compared to 466 in English in the complicating action, 73 choices in 

Spanish compared to 57 choices in English in the evaluation and, finally, 69 choices in 

Spanish in contrast to 61 choices in English in the resolution. One of the main reasons 

might be that texts written in Spanish are generally longer than texts written in English 

(see chapter 6). However, narratives written in English show, to a large extent, a higher 

frequency of features with the exception of the complicating action (746 in contrast to 

687). 
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 Regarding percentages in relation to ideational and textual features within 

narrative structure (see table 7.3 below), statistical results show that there is also a 

higher frequency of features in Spanish, the participants’ mother tongue, than in 

English, the participants’ foreign language, with the exception of evaluation which 

barely varies.  

 

Table 7.3 Summary of results III 

 

NARRATIVES WRITTEN IN ENGLISH (L2) NARRATIVES WRITTEN IN SPANISH (L1) 

 

Total frequency of ideational and textual 

features in the narrative components: 

 

Orientation 35.00% 

→ Description 54.17% 

→ Background information 0.71% 

→ Narrator as a character 0.42% ++ 

→ Narrator addressing the readers 0.00%  

Complication action 36.93% +++ 

→ Behavioural 0.67%  

→ Relational 11.66% ++ 

Evaluation 23.07% 

Resolution 2.92% 

→ Unexpected 33.90% 

→ Multiple resolution 28.81% + 

 

Total frequency of ideational and textual 

features in the narrative components: 

 

Orientation 40.53% +++ 

→ Description 59.36% ++ 

→ Background information 2.98% +++ 

→ Narrator as a character 0.00% 

→ Narrator addressing the readers 0.74% ++ 

Complicating action 29.62% 

→ Behavioural 3.49% +++ 

→ Relational 8.15% 

Evaluation 24.58% 

Resolution 3.28% 

→ Unexpected 50.00% + 

→ Multiple resolution 15.79%  

 

 

 As shown in table 7.3, students frequently use a higher number of features 

when they write orientations in Spanish, for example, descriptions and background 

information of characters and places. The fact that the students provide more elaborate 

settings and descriptive characters in Spanish rather than in English might suggest that 

the foreign language may pose a barrier for the expression of creativity. We must not 

forget that setting is an important element in narrative. As Graham (2007: 93) 

highlights, “setting is a means by which you can make the world your readers imagine 

when they read your fiction more vivid, more real. Setting, in fact, is nearly as important 

as character and plot and can almost be a character in its own right”. Two excerpts of 
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orientations written in the participant’s mother tongue and in the participants’ foreign 

language are provided below. 

 

5.NCSNABF (description) 
 
 
Una enorme masa verde cubría todo el horizonte, todo tipo 
de especies animales exóticos vivían entre los árboles de 
los bosques y selvas. Playas de arena negra debido a las 
erupciones volcánicas. 
Lagos rodeados por más árboles, por volcanes. 
Colores rojos, anaranjados, amarillos, rosas eran los protagonistas 
en el ambiente de la ciudad. 

 
 
5.NCSNABF (background information) 
 
La madre de Sonia es profesora en el colegio del pueblo, 
enseña todas las materias a niños desde los seis años 
hasta los doce pero lo que más le gusta enseñar son los 
idiomas, nació en un pequeño pueblo francés y domina la lengua 
de la región a la perfección. Cuando se hizo mayor viajó 
a Inglaterra donde conoció al padre de Sonia 
 
 

4. NCEFBF (description) 
 
 
Rebecca wanted 
to stay with this boy and she accepted. The boy’s name 
was David and she was tall with a brown hair and 
she has a green eyes, he was very good-looking. 
 
 

13. NCEFBF (background information) 
 
 
Sunday the 17th of June Rebecca and her family decided to go to the river. The 
river was a place between the mountains and many families go there to 
spend their weekend or a day. Rebecca loves swimming. She swims in a team 
but in summer she doesn’t do it because the gym where she does it is closed. That’s  
why they went to spend their weekend to the river, to swim and to be in 
contact with nature. 
His parents are biologist and they are in a project about water plants. 
 
 

 Additionally, it is emphasised, on the one hand, that students make use of 

creative strategies when they write in their mother tongue, for example, 

authors/narrators who address their readers. This technique is an attempt to interact 

with the reader portraying a scene vividly and enables the reader to have first-hand 

experiences and be a direct witness to what is happening in the story. On the other 

hand, students also make use of another strategy which is the narrator becoming one 
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of the characters, which could be also considered unconventional and imaginative 

although this feature has only been found in texts written in the foreign language. 

 

 However, as seen in chapter 6 (section 6.2.1.2), the strategy used in the foreign 

language, narrator as a character has been used three times in all the narratives (see 

table above: 0.42%), and the strategy written in native tongue, that is, author/narrator 

addressing the reader has been used seven times (0.74%). Thus, the strategy which 

has been used more frequently is again the one written in Spanish, the participants’ 

mother tongue. See the examples of the two strategies in the texts written by two of the 

participants. 

 

17.NCSNABF (narrator addressing the reader) 

 
En el caso de nuestra protagonista, 
Le va a suceder de todo lo mencionado anteriormente, aunque 
nos falta por saber lo más importante para meternos en situación 

 
 
18. NCEFBF (narrator as a character) 
 
The other day I met Rebecca, now she is fifty 
and she is still excited when she remember this trip. 
She told me a sentence I won’t forget: 
“It was definitely a jouney to remember” 
 
 

 With regard to complicating action, students have used relational verbs more 

frequently in English and a higher number of behavioural verbs in Spanish than in 

English. These two differences could be interpreted as follows: “relational processes 

are the ones of characterization or identification […] which entail verbs expressing 

circumstantial or possessive relations” (Toolan, 2001: 111). This process, as defined by 

Toolan, is formed by verbs such as “to be” or “to have”, which are easier to use for L2 

students than behavioural verbs which imply “uncontrolled human activities” (Toolan, 

ibid) such as “staring, breathing, coughing, frowning” and so and so forth. These verbs 

indicate a higher level of proficiency in English than the one which many of the 

students have. Therefore, it can be assumed that the foreign language acts as a 

linguistic and creative barrier in comparison to the mother tongue. Two excerpts written 

in English and Spanish referring to the discussion of these results are provided below. 

 
12.NCEFBF (relational verbs) 
 
Alicie was a young girl at the same age that Rebecca, 
but she had a problem, she had cancer, and she 
will had died in 2 months. 
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15. NCSNABF (behavioural verbs) 
 
A Sonia el viaje le había sentado mal. Estaba mareada, le dolía la cabeza y si 
soltaba el brazo de su hermano, se caía […]Sonia despertó un par de horas 
después. 

 

 It has to be emphasised that, in the two languages, the highest percentage of 

process types refers to material processes; 63% in English and 72.13% in Spanish 

(see chapter 6 for further information). Since the complicating action is the section of 

the structure of a narrative in which events develop and become complex, and action 

processes play an important role, it is evident that the high percentage of processes of 

action found in the students’ texts suggests that these writers have an acceptable 

control of the complicating action. 

 

 Although not very highly significant differences have been found in the 

resolution, an increase can clearly be seen in the percentage referring to unexpected 

resolution when students write texts in Spanish (50% in Spanish compared to 33.90% 

in English). This finding also confirms that writing in L1 favours creativity, since 

providing unexpected or surprise endings are a sign of creativity.  

 

 Finally, the last result concerning multiple-resolutions shows a higher 

percentage in English than in Spanish (28.81% in L2 and 15.79% in L1). Surprisingly, 

students are able to pose multiple solutions to a problem or problems more often in the 

foreign language than in the mother tongue. Examples of different fragments are 

provided below: 

 

15. NCSNABF (unexpected resolutions) 
 
¡No podia dejar de pensar en esa chica! Las semanas siguientes fueron 
iguales: ya no iba a la playa, pasaba el día con Allyssa, y las noches sin poder  
dormir. 
Un día el día que tenía que irse, Sonia buscó a Allyssa para despedirse, pero no 
la encontró. Rompió a llorar en el banco en el que se conocieron y, entonces, solo 
entonces lo comprendió: estaba enamorada. 

 
 
8. NCEFBM (multiple resolutions) 
 
 
Firstly, they searched in a big cave while they were looking for 
a big terrible bear with two guns and it could talk, and the 
bear said them that he was going to tell the, but the mother, 
Gina, had a knife in her bag and she thought it, and 
the knife killed the bear. After that, the big monkey gave them 
two guns, and three knifes. 
When they were searching in a beach Billy found the first one under 
a big rock but a bad man who was searching too the skulls 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 7 

 

214 

 

wants to kill him, so Robert, the father, kill the bad man. 
Rebecca looked inside the man’s bag and there was another 
skull, 
 
[…] 

 
Finally, Billy, Robert and Rebecca stopped fight and the family 
pass the door. They were in the hotel and the old Chinese 
woman was there. It had just passed two minutes. They were 
very excited and after that, they visited Pekin, but the most 
interesting thing they did was enter on that room, the 301 room. 
 
 

 7.2.2.2. Differences between L1 and L2 regarding evaluative choices. 

 
 

 The statistical results concerning differences between L1 and L2 regarding 

evaluative features are summarised in table 7.4. 

 

Table 7.4 Summary of results IV 

 

NARRATIVES WRITTEN IN ENGLISH (L2) NARRATIVES WRITTEN IN SPANISH (L1) 

Total frequency of evaluative devices: 

 

Engagement 50.04% + 

→ Dialogic contraction  19.03% 

→ Dialogic expansion 31.00% +++  

Attitude  

→ Judgement 1.22% +++ 

→ Appreciation 0.73%++ 

Graduation  

→ Modes of intensification 11.41% 

Total frequency of evaluative devices: 

 

Engagement 49.34% 

→ Dialogic contraction 26.79% +++ 

→ Dialogic expansion 22.55% 

Attitude  

→ Judgement 0.00% 

→ Appreciation 0.00%  

Graduation   

→ Modes of intensification 16.21% 

 

 

 Regarding the category of engagement, statistical results indicate that students 

frequently use more epistemic modality and direct speech in the foreign language. This 

is due to the high percentage of ESO students who use these linguistic features (see 

section 7.2.1.2). On the other hand, students use a higher frequency of negation and 

concession when they write in Spanish, their mother tongue. The fact that the students 

write more concessive clauses might be related to complexity and quality in writing. It 

indicates that students are able to write more complex clauses in L1, which would 

reveal weaknesses in the students’ resources for their creative expression as 
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compared to the narratives written in their mother tongue. Examples of fragments 

written by the participants are provided: 

 

4. NCEFSEF (dialogic expansion-attribute: direct speech) 
 
-“The trip will last for three hours”.explained Elena. 
 
Her father Pedro added-“We will go to a village in the 
Alps and we will get hosted in a friend’s house” 

 

 
17.NCEFBF (dialogic expansion-entertain: epistemic modality) 

 
 
If you want, you can come to Australia with me for a month. 

 
 
11.NCSNABF (dialogic contraction: deny) 

 
Luego les dijeron que no podían bajar al canon… 

 
 
13.NCSNABF (dialogic contraction-disclaim: concession) 
 
La distancia era un problema, aunque no sólo ése era el problema ya que David tenía novia. 

 
 
 Under attitude, it is noteworthy that students provide creative lexical errors 

when they write in the foreign language. Errors in the sub-category of judgement and 

appreciation, which are provided in order to compensate for a lack of linguistic 

competence, a fact that evidences a sign of creativity. An example of each sub-

category follows: 

 
 
1. NCEFBM (attitude-appreciation: creative lexical error) 
 
She always get the bestworks (instead of the best marks or grades) 

 
 
14.NCEFBF (attitude-judgement: creative lexical error) 
 
I was a little bit terrorised (instead of terrified) 

 

 Finally, under the category of graduation, it can be pointed out that students 

use more figurative language (see table 7.4: modes of intensification) when they write 

in their mother tongue. The use of literary devices such as metaphors, similes, 

hyperboles and so on is an unconventional and creative manner to make settings and 

situations more vivid and make the characters and storylines come alive in the reader’s 
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mind. This fact evidences again that the use of the mother tongue of the participants 

facilitates the linguistic resources unlike the use of the foreign language. 

 

7.2.3. A comparison of the quantitative analysis and the qualitative analysis 
regarding creativity. 

 
 A significant relationship between quantitative analysis and qualitative analysis 

regarding creativity has been found. This means that the results of both analyses, 

which have been conducted following a holistic scoring procedure in the case of the 

qualitative analysis and an analytic scoring procedure in the case of the quantitative 

analysis, run parallel to each other. Therefore, it validates rigorous quantitative scoring 

evaluations. It is worth noting that despite the fact that the correlation between the 

communicative choices (ideational, textual and evaluative) is positive in both academic 

levels, the trend line in Bachillerato is slightly higher (R=0.60 in Bach compared to 

R=0.51 in ESO; see section 6.2.5 in chapter 6). The reason for this might be related to 

the fact that Bachillerato students use a higher number of linguistic, structural and 

evaluative features in their texts and they received a slightly higher score in the holistic 

creativity scale than the students of ESO (see chapter 6, figures 6.15 and 6.16). 

 

7.3. Age and gender differences 
 
 

 One of the aims of this dissertation is to examine possible age and gender 

differences in the participants’ narratives taking into account different linguistic, 

evaluative and structural features. This topic has always generated great controversy. 

There are different studies in relation to this topic (Abraham, 2015; Baer, 1998; Craft, 

2001; Karwowski, 2016; Kaufman et al, 2010; Lewis & Houtz, 1986; Martín-Úriz et al, 

2008 and so forth). For further information, see chapter 3, section 3.5. 

 

 This section addresses the results found in linguistic, evaluative and structural 

features found in the narratives written by females and males from two different 

academic levels. Additionally, differences in topics and genres in the participants’ 

narratives are presented. Finally, a discussion of the results concerning the degree of 

narrative complexity in the students’ texts is provided. The research questions 

addressed are the following: 

 

Research Question 5: Do age and gender factors affect students’ narratives? 
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Research Question 6: Are there any indicators of narrative complexity in the 

narratives written by students of Bachillerato (higher level students) compared to 

students of ESO. 

 

7.3.1. Age and gender differences regarding ideational, textual and evaluative 

features used. 

 
 The percentages of ideational, textual and evaluative features found in the 

different narratives are shown in table 7.5 continuing with a discussion of the results. 

 

Table 7.5. Summary of results V 
 

NARRATIVES WRITTEN BY MALES NARRATIVES WRITTEN BY FEMALES 

Total frequency of ideational and textual 

features in the narrative components: 

 

Orientation 39.36% 

→ Description 1.60% 

→ Place frame 12.68% ++ 

→Time frame 7.46% ++ 

Complication action 33.22%  

→ Material 73.75% +++ 

→ Verbal 8.81%  

Evaluation 21.46% 

Resolution 3.79% ++ 

→ Unexpected 27.27% 

→ Multiple resolution 30.30% +++ 

 

Total frequency of evaluative devices: 

Engagement 46.54%  

→ Counter 14.48% +++ 

→ Entertain 38.36% ++ 

→ Attribute 15.46%  

Attitude  

→ Affect 15.26%  

→ Judgement 14.17%  

→ Appreciation 70.57% +++ 

Total frequency of ideational and textual 

features in the narrative components: 

 

Orientation 37.02%  

→ Description 5.93% +++ 

→ Place frame 9.37% 

→ Time frame 5.86% 

Complicating action 32.90% 

→ Material 64.87%  

→ Verbal 18.15% ++ 

Evaluation 25.50% +++ 

Resolution 2.66%  

→ Unexpected 44.93% ++ 

→ Multiple resolution 13.09%  

 
Total frequency of evaluative devices: 

Engagement 51.43% +++ 

→ Counter 10.01%  

→ Entertain 32.66%  

→ Attribute 19.92%  

Attitude  

→ Affect 20.57% ++ 

→ Judgement 18.44% + 

→ Appreciation 60.99% 
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NARRATIVES WRITTEN BY MALES 

Total frequency of features 

Graduation  

→ Intensification 42.73% 

→ Quantification 41.82% +++ 

 

NARRATIVES WRITTEN BY FEMALES 

Total frequency of features 

Graduation  

→ Intensification 54.32% +++ 

→ Quantification 29.46% 

 
 
 

 This section focuses on gender differences because age differences have 

already been discussed in section 7.2.1.1 when differences between the two academic 

levels have occurred. Regarding ideational and textual choices, the findings indicate 

that females tend to provide more elaborate descriptions than males in the orientation, 

which makes them more imaginative than boys with regard to details of the setting. 

However, males generally perform better concerning temporal relationships, which 

mean that narrative events are temporally and causally connected in a more cohesive 

manner than in girls’ texts. Two excerpts written by the participants follow: 

 
 
4. NCEFBF (description) 
 
Rebecca wanted 
to stay with this boy and she accepted. The boy’s name 
was David and he was tall with a brown hair and 
he has a green eyes, he was very good-looking. 
Rebecca was very happy in this moment. 

 
 
2.NCEFBM (time frame) 
 
 
The 3 firsts days they were always walking in the street 
Looking at everything, but they started to get stressed. Because 
That, they decided to go on a trip to the mountains. 
They went together with tents and food to stay 
23 days there. First day, they were happy because the 
Freedom, the air, the sound, etc... 
They were very happy with camping. But, second day, her 
parents went for a walk, just they 2; leaving Rebecca 
and his brother alone. Hours later, Rebecca was worried 
because her parents didn’t come back. At night, she was 
frightened because she was learning weird sounds in the 
forest, like shoots. 
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6.NCEFBM (place frame) 

 
She travelled to Quebec, in a little village for practise 
snowboard, her favourite sport[…] Rebecca went to the airport at 8 o’clock in the morning 
with her parents because it was a long trip, they had 
the problem with the wear, It tell in the airport, 
but it wasn’t a very big problem. 
In Montreal they went to the hotel called 
“la maison de la grand-mére”[…] she forgot her 
board in her home, 
 

 

 Regarding complicating action, females generally use more verbs of saying 

and verbal processes than males, which seems to make them more communicative 

and open to dialogue, since the use of direct and indirect speech gives voice to 

characters and the way they relate to each other; what they say, how they say it, and 

the tone in which they speak provides the reader with considerable information. 

However, as perceived by the results, males prefer material processes and action 

verbs for this part of the narrative, which makes them more active and precise, since 

action verbs provide the sentences with strength, vitality and directness that attract 

attention and make the plot move forward. Examples taken by fragments written by the 

participants are provided: 

 
 
4.NCSNABF (verbs of saying/dialogue) 
 
cuando por fin su madre decidió romper el hielo. 
-Mira Sonia , ya que no te apetece venir a este viaje, pero es importan  
que vengas, tu abuela está enferma y necesita ayuda. 
-Ya lo sé-respondió Sonia -¿Qué me querías decir?- 
-Que tu amiga Paula también vendrá-dijo guiñándole un ojo-y que bajes 
ya, que vamos a perder el vuelo- 

 
 
13.NCEFSEM (material processes) 
 
One day, she went to the top of the mountain, to take snow to 
melt, and she saw a road. She went down the road, walking 
for two hours, and she saw a car. The car stopped, and 
Rebeca asked the man if he knew the camping. 
 

 

 Within evaluation, results indicate that females use more frequently evaluative 

lexis than males, which mean that females are more willing to express their feelings 

and emotions being able to involve the reader in the telling of the narrative. Other 

studies with similar findings are, for example, Martín-Úriz et al (2008), in which female 

writers took on a more emotional role than males and showed a higher number of 

clauses with processes of affection. An example of evaluative language written by a 

female student follows: 
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14.NCEFBF (evaluation) 
 
Later, we caught a plain to China. I couldn’t remember! 
In this moment, I was a little bit terrorised because I always heard 
scandalous things about this country; the wars, the pollution, the earth-quakes, 
etc…I was going to change my life and I was becoming a “city 
girl” 
After the long trip, we arrived to a small village. It was breathtaking! 
It was exactly like my home so, for the first time, I felt protected 
and confident in another village. 

 
 

 Finally, significant differences have been found in the resolution regarding 

gender differences. Females provide more unexpected resolutions, which makes them 

more creative in this category than males. On the other hand, boys generally provide 

multiple resolutions, which implies the use of more solutions to different problems than 

females. This seems to make them more pragmatic and resolute than girls. It also 

might be considered creative. According to Harper (2013: 284), “the writer who is able 

to provide potential solutions, apply his or her understanding and be confident might be 

considered to have a high level of situational knowledge and therefore be considered a 

cretative writer”. Two examples illustrate this discussion. 

 
 
4.NCEFSEF (unexpected resolution) 
 
 
they were go, Ian telled her that her parents 
had had an accident and they had died, so she had to stay 
with they until they could sent her with other parents 
 
 

20.NCSNASEM (multiple resolutions) 
Sonia se despertó la primera 
y se dio cuenta que la casa estaba completamente cubierta de nieve y aislada 
a causa de una avalanche […]Sonia cansada de esperar al rescate encontró una trampilla que 
llevaron de camino encontraron una salida y encontraron un coche, dentro había 
un hombre de mas o menos 50 años que les llevo asta la población mas 
cercana. 

 
 

 In Appraisal, significant differences have also been found. With regard to 

engagement, females use more dialogue than males. On the other hand, boys use a 

more frequently level of concession, which might imply that boys are more 

argumentative and girls more dialogic. Regarding attitude, females use a higher 

number of words related to emotions and feelings and also judgement. It seems that 

females employ more words, phrases and structures to negotiate emotions, 

judgements and evaluations. However, males employ more words related to 

appreciation. They focus on the evaluation of products, processes and entities rather 
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than evaluating human behaviours like females. Finally, under graduation, it is 

emphasised that females use a higher number of intensification and males employ 

more quantification, measuring the entity more frequently than females. Examples can 

be found in section 7.2.1.2. 

 

7.3.2. Age and gender differences regarding the topic and subgenre used. 
 
 

The percentages regarding topic and subgenre differences are shown in table 7.6 with 

a discussion of the results. 

 

Table 7.6. Summary of results VI 

 

TOPICS AND SUBGENRES TOPICS AND SUBGENRE 

Lower level students (ESO) 

Subgenre 

→ Fantasy 0.00% 

Topics 

→ Happiness and excitement 4.00% 

→ A new beginning 8.00% ++ 

 

Narratives written by males 

Subgenre 

→ Romance 6.52% 

→ Fantasy 6.52% 

Topics 

→ Love 6.52% 

→ Survival and fear 28.26% +++ 

Higher level students (Bachillerato) 

Subgenre 

→ Fantasy 10.00% ++ 

Topics 

→ Happiness and excitement 18.00% ++ 

→ A new beginning 0.00% 

 

Narratives written by females 

Subgenre 

→ Romance 27.78% +++ 

→ Fantasy 3.70% 

Topics 

→ Love 33.33% +++ 

→ Survival and fear 9.26% 

  
 

 Regarding age, the statistical results show that there are significant differences 

especially concerning the subgenre fantasy, which is more frequently used by the 

students of Bachillerato in comparison to the younger students. This is an unforeseen 

result since it is expected that this subgenre should be more popular among younger 

students. An example of an excerpt of this significant difference is provided: 
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19.NCEFBF (fantasy) 

 
In reality, it was a very specially storm because when 
they wake up in the morning, they weren’t the same 
persons as before. 
Rebeca could hear others thinking, her mother could teleport 
to wherever she wants, her father could fly and her dog 
could speak. 
 

 

 In relation to topics, younger students prefer a new beginning as a topic. Many 

narratives highlight the sad idea of being far from their hometowns and far from their 

friends because their parents have to work in a new place or a new country and they 

feel scared to start a new life somewhere else, being resistant to change because of 

the fear of taking that step into the unknown. However, older students prefer the topic 

related to happiness and excitement. Adolescence is a stage in which students feel 

more compelled to do new things and, unlike younger students, they feel more excited 

about the unknown. The following examples illustrate these results. 

 
 
5.NCEFSEF (a new beginning) 
 
Rebecca’s father had to work in Brazil the month 
they were there[…]the father of Rebeca 
sais to Rebecca and her mother that they had to live 
in Brazil because he had lost his in French but 
he had found another there in Brazil […]Juan the father of Rebecca enter  
the room were Rebecca is crying and he told her 
that is not bad to stay in Brazil because she 
will do move friends in her new school. She understand 
and she stop crying. 
 
Now she was happy because she would have  
a new life in Brazil. 
 
 

8. NCEFBM (happiness and excitement) 
 
Last summer, Rebecca and her family decided to pass their 
Holidays in a different country. So, they chose China. 
When they decided that country, everybody at home was very 
excited. 

 

2. NCSNABM (happiness and excitement) 

 
El viaje fue 
largo y algo caro, pero la idea y ganas de viajar  
superaban con creces el malestar temporal. Al llegar allí, 
a pesar de estar cansados, y de largo rato de bien- 
venida que tuvieron por parte del amigo, todos ellos 
estaban entusiasmados. 

 



Exploring secondary school written compositions: An analysis of linguistic and textual creativity    Chapter 7 

 

223 

 

 Regarding gender differences, adventure (65.22% males compared to 48.15% 

females) and fantasy as subgenres are more frequently used by males than by females 

(6.52% males and 3.70% females). In a study carried out by Craft (2001), she pointed 

out that males frequently used the concept of fantasy as important in creativity. 

However, women prefer romance instead and there are highly significant differences 

between males and females (6.52% males compared to 6.52% females). There is a 

high percentage of girls who choose love as theme with a final marriage as a happy 

ending. There are other studies which provide similar results, for example Baer (1998) 

and Abraham (2015). They both claimed that women tend to deal with the added 

expectations of pursuing marriage and family life in parallel.  

 

 As previous studies have shown, sociocultural explanations have been also 

discussed in the context of gender differences. For many years, societal constraints 

have prevented women from taking part in certain spheres of life, with a negative 

response to their achievements. On the other hand, a popular topic for males is 

survival and fear. Boys generally prefer more action and suspense in their narratives 

unlike females, who prefer more romantic themes. Fragments of the narratives which 

describe these results follow: 

 
2. NCEFBM (fantasy) 

 
When she was trying to sleep, she heard 
someone walking around the tent. She decided to see who was 
there, thinking that it was her father/mother. 
When she saw the creature who was there, she couldn’t believe 
that it was true. It was the BIGFOOT!!!. She quickly toke her 
brother and they ran into the forest. They ran very fast, 
but the bigfoot was faster and it toke them after a not very 
long time. They started to be not concients. When Rebecca started to be 
concient, she saw where she was, in the bifoot’s carvern!!! 

 
5.NCEFBF (Love-romance) 
 
It was a wonderful trip and I think I was in love to 
Jack […] before Jack asked me 
if I wanted to go with him for made the last photo. 
The sun was falling down and the village was beautiful. 
Sudenly he kissed me and at 
the same time the light of the flash turn on. 

 
 
13.NCEFSEM (survival and fear) 
 
she went lost. Desperately, she run and run looking for the camping, 
but she didn’t found it. 
She spent a week trying to find her parents, but she didn’t found 
them. She learned to survive in the nature, to make fire, where 
to take the water to drink… 
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7.3.3. Age and gender differences regarding narrative complexity. 
 
 

 The percentages regarding differences concerning narrative complexity are 

shown in table 7.7. Next, a discussion of the results is provided. 

 
Table 7.7. Summary of results VII 
 

ESO STUDENTS BACHILLERATO STUDENTS 

Total features of narrative complexity: 

 

Time frame devices 15.30%  

Evaluation 17.90% 

Elaborate settings and descriptive 

characters 40.80% 

Multiple actions 63.77% 

Multiple resolutions 7.69% 

Stylistic devices 9.77% 

Manipulation in the order of the narrative 

0.00% 

Subgenre within the narrative genre 

28.00% 

Total features of narrative complexity: 

 

Time frame devices 18.86% + 

Evaluation 28.39% +++ 

Elaborate settings and descriptive  

characters 44.84% + 

Multiple actions 72.10% +++ 

Multiple resolution 34.29% +++ 

Stylistic devices 18.35% +++ 

Manipulation in the order of the narrative 

0.25% 

Subgenre within the narrative genre 28.00% 

 
 

 The findings indicate that students of Bachillerato generally provide a higher 

number of indicators of complexity than students of ESO. Firstly, students of a higher 

academic level use more frequently time devices than students of ESO, which 

indicates that narrative events are temporally more connected, which may show a 

higher level of cohesiveness. Especially significant is the use of evaluative language, 

extremely frequent in comparison to the younger students. It seems that the results can 

confirm that students with a higher academic level and more maturity have developed a 

greater critical sense and have more evaluative skills than younger students because 

of their age. 

 

 Other findings show that older students are able to provide more elaborate 

settings and descriptive characters, although the percentage is not exceptionally high 

compared to the younger students (44.84% in Bachillerato and 40.80% in ESO). 

However, significant differences in narratives from the two academic years have been 

found, especially in the number of actions provided in the participants’ stories, number 
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of multiple-resolutions as well as stylistic differences between older and younger 

students. A detailed analysis revealed significant differences in the frequency students 

use stylistic devices; students with a higher academic level use more often devices 

such as repetition, graphological devices (use of capitalisation for emphasis for 

example), humour and irony, metaphors, similes and other type of figurative language 

(see chapter 6, section 6.3.4.). 

 

 An aspect worth pointing out is the higher number of abstracts and codas 

provided by the students of Bachillerato as well as the use of manipulation in the 

narrative such as the use of flashbacks. As seen in chapter 5, the abstract is located at 

the beginning of a narrative and the coda is located at the end of a narrative 

respectively. Toolan claims that “abstracts are often advertisements or trailers for 

stories” (Toolan, 2001: 150). It means that not only does a typical abstract summarise 

the story but also it tries to draw the attention of the reader. Codas can be seen to be 

related to abstracts. “A coda signals the sealing off a narrative, just as an abstract 

announces the opening up of one” (Toolan, 2001: 157). Moreover,Toolan remarks that 

“together with the coda, the abstract can be thought of as one of the optional margins 

of a narrative” (ibid: 149).  

 

 Additionally, Rothery and Stenglin claim that the coda is also “an optional and 

additional concluding stage for all the story genres and points implicitly to the “moral”of 

the story” (Rothery and Stenglin, 1997: 237). Therefore, the use of these two narrative 

structural elements, despite being optional, indicates that a certain degree of 

complexity and elaboration can be found in the participants’ narratives of Bachillerato. 

Examples of excerpts written by the participants have been provided in chapter 5 

(section 5.5.3.3.). As was hypothesised at the beginning of the study, the discussion 

concludes pointing out that age and gender affect students’ way of writing narrative and 

students with a higher academic level use more complex linguistic, structural, 

evaluative and stylistic features compared to students of ESO, younger in age. 

 

 Finally, it is confirmed that not only do age and gender affect students’ way of 

writing narratives, but also indicators of narrative complexity are more frequently used 

by participants with a higher academic level. Moreover, it is worth pointing out the 

relationship between narrative complexity and creativity resulting in a positive 

correlation between both of them. This implies that texts with higher numbers of 

complexity features tend to be more creative, which indicate, according to the results of 

this study, that text complexity contribute to creativity.  
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 However, it is noted that narratives written in English are those which show a 

stronger correlation regarding the relationship between text complexity and creativity in 

comparison to the narratives written in the mother tongue. This could be interpreted as 

an indication that creative choices are significant in the foreign language, where the 

lack of linguistic knowledge might awaken wittiness and creativity.  

 

7.4 Quality in writing 
 
 

 The final part of the study discusses results from quality. The research question 

addressed in this section is the following: 

 

Research Question 7: Is there a correlation between the quality of the students’ 

narratives in terms of writing skills and the degree of creativity? 

 

  In this study, quality has been assessed holistically using established criteria. 

An essay rating profile was used (see chapter 5, section 5.5.2.1) and two teachers 

evaluated each text to achieve more reliable results. As was expected, a great majority 

of texts written in the mother tongue score higher than the EFL texts. This result 

indicates that writing proficiency seems to be better in L1 than in L2. Several examples 

have been provided in table 7.8 

 
 
Table 7.8. Examples of texts with a higher score in L1 

 

NUMBER OF STUDENT/ESO SCORE IN ENGLISH SCORE IN SPANISH 

STUDENT 16 4.1 10 

STUDENT 21 4.4 9.2 

NUMBER OF STUDENT/BACH SCORE IN ENGLISH SCORE IN SPANISH 

STUDENT 9 3.5 9 

STUDENT 10 5.4 10 

STUDENT 21 2.5 9 

 
 

 However, there are other cases, in which the students are more proficient in L2 

than in L1 and obtained a better score in English rather than in Spanish. This fact 

seems to support the idea of time constraints, on the one hand, meaning that students 

needed more time to finish their narratives. On the other hand, the level of English 
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achieved in these students is such that they might feel even more comfortable writing 

in L2 rather than in L1 considering that two of them are enrolled in a bilingual 

programme. The examples are described in table 7.9 

 

Table 7.9. Examples of texts with a higher score in L2 

 

NUMBER OF STUDENT/ESO SCORE IN ENGLISH SCORE IN SPANISH 

STUDENT 3 7 5.4 

STUDENT 21 8.1 4.9 

NUMBER OF STUDENT/BACH SCORE IN ENGLISH SCORE IN SPANISH 

STUDENT 17 7.2 5.8 

 
 

 Other results indicate that more proficient writers in L1 are also more proficient 

writers in L2. This indicates that both texts have the same quality, no matter the 

language used. See table 7.10, below. 

 

Table 7.10. Examples of texts with the same score in L1 and L2 

 

NUMBER OF STUDENT/ESO SCORE IN ENGLISH SCORE IN SPANISH 

STUDENT 14 7.1 8.6 

STUDENT 24 7.5 8.6 

NUMBER OF STUDENT/BACH SCORE IN ENGLISH SCORE IN SPANISH 

STUDENT 15 10 10 

STUDENT 3 7.8 7.8 

 
 

 Another important issue that should be raised is the fact that narratives written 

by participants of Bachillerato have obtained a better score in comparison to students 

of ESO. Students with a higher academic level have generally obtained a better grade 

in writing quality compared to younger students. This result might have also contributed 

to the fact that texts written by students of Bachillerato are more elaborate and complex 

as was evidenced in the previous section. For further information about the results, see 

appendix VII. 

 

 Regarding the relationship between quality and creativity, there seems to be a 

positive and significant correlation between them (r=0.61 and r=0.49 in ESO and 

r=0.78 and r=0.17). The statistical results have shown that, in general terms, degree of 
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quality in writing is related to degree of creativity as was hypothesised in this study. 

This implies that the students who have obtained better marks in writing quality, have 

also provided a higher number of linguistic, structural and evaluative features in their 

narratives.  

 

 The strongest correlation was found in EFL texts written by Bachillerato 

students (r=0.78), which shows one more time that writing quality is found to a larger 

extent in students with a higher academic level, because they have a higher capacity to 

create more elaborate texts. At the same time, quality is correlated to creativity, 

especially in foreign language texts. The reason could be the necessity for these 

students to solve problems due to their lack of linguistic competence in the foreign 

language, which makes them search for more creative solutions to linguistic problems 

of expression. 

 

 Additionally, a significant relationship between writing quality and complexity 

has been found (r=0.78 and r=0.83) as well as a significant relationship between both 

holistic analyses; the writing quality analysis and the creativity analysis (r=0.86 and 

r=0.92). The magnitude of the correlation in both cases is particularly strong, which 

reveals that quality is closely related to complexity. Regarding the positive correlation 

between both holistic analyses, it is worth noting that the score that students obtained 

for quality runs parallel to the score that students received for creativity. 

 

7.5. Chapter summary  

 
 
 This chapter summarises the findings in chapter 6, providing a discussion of the 

results and illustrative examples for the various categories analysed. The first important 

finding based on the results of the statistical analyses is that there is a positive 

correlation between the quantitative and qualitative analyses, which validates precise 

analytic scoring procedures. This indicates that a significant relationship between 

creativity in the quantitative analysis and creativity in the qualitative analysis was found. 

 

 The second important finding is that differences between both levels concerning 

linguistic and structural features, the most notable differences in relation to creativity 

are that Bachillerato students use more evaluative language in the complicating action, 

which creates an effect on involvement in the reader contributing to creativity. 

However, it is noteworthy that students of ESO provide more unexpected resolutions 
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than students of Bachillerato, which shows signs of creativity. What’s more, students of 

ESO use a higher number of verbs of saying and dialogue in the rising action, which 

can be considered creative. In other words, there seem to be more creative 

characteristics in the texts written by the younger participants in relation to these types 

of features. Perhaps, as argued by different authors, more experienced participants 

might rely on their past experience and their ideas generated might be more 

automatised thus losing flexibility and, consequently hindering the expression of 

creativity (Langer, 1989; Runco, 1996; Hang Wu et al, 2005) 

 

 The third important finding regarding evaluative devices is that students of ESO 

use a higher number of evaluative features regarding dialogic expansion, in other 

words, these students frequently use direct and indirect speech. This fact is considered 

particularly creative since the use of dialogue increases the story’s pace bringing 

dynamism. As seen in section 7.2.1.2, the use of dialogue defines characters by giving 

them voice and creates a sense of involvement in the reader. Nevertheless, students of 

Bachillerato also show creative characteristics in their texts, such as the use of modes 

of intensification under graduation. Results have confirmed that they provide a higher 

number of stylistic devices, for example, metaphors, similes, hyperboles and repetition. 

The use of figurative language in narration always shows a sign of creativity. 

 

 A fourth important issue that should be raised is the difference between L1 and 

L2 concerning ideational and textual choices. Findings suggest that the compositions 

written in the foreign language reveal weaknesses in the students’ resources for their 

creative expression compared to the compositions written in their mother tongue. 

Statistical results show that students frequently use a higher level of ideational and 

textual features when they write orientations in their mother tongue, in other words, 

they write more elaborate settings and descriptive characters in L1. What’s more, 

participants make use of creative strategies in narratives written in Spanish such as 

narrators who address the reader, which creates an interaction between the writer and 

the reader portraying a vivid scene.  At the same time, they also provide more 

unexpected resolutions. Finally, with regard to evaluative features, another difference 

between L1 and L2 is, for example, the use of literary resources under graduation 

when they write their narratives in their native tongue. 

 

 The fifth important issue regarding the results of the study concerning age and 

gender differences. It has been shown that age as well as gender affects students’ way 

of writing narratives. With regard to gender, women provide more elaborate 
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descriptions than males, which make them more imaginative in this respect than boys. 

They also use more verbs of saying and dialogue, which indicates females focus more 

frequently on the communicative dimensions of story development and character 

interaction. Besides, females produce more unexpected resolutions than boys. Girls 

also use more dialogue and write a higher number of words related to emotions and 

feelings. All these factors contribute to providing a creative and unconventional text, 

which is abundant in details of descriptions, dialogue and words referring to emotions 

and feelings. This may suggest that female creativity focuses on strategies of reader 

involvement, which include the features mentioned above (use of dialogue and 

reference to emotions and feelings, and detailed descriptions). On the other hand, 

males seem to provide more indicators of complexity such as a high number of 

concessive clauses, cohesive markers, and material verbs in the complicating action, 

which contribute to text complexity rather than creativity. However, males provide a 

higher number of multiple-resolutions. This may suggest that creativity in males 

focuses on the development of the plot and the complicating action, together with the 

production of multiple resolutions as different solutions to a problem.  

 

 The sixth finding concerns with differences in topics and subgenres, in which 

results show that females generally prefer romance as subgenre and love as a topic. 

However, males prefer fantasy and adventure as subgenre and survival and fear as 

topics. Other differences regarding topics and subgenres, but this time between the two 

academic levels, are the preference for the topic a new beginning, which reinforces the 

fear of being far from home and the obligation by circumstance to start a new life 

somewhere else. On the other hand, Bachillerato students prefer risks and they choose 

excitement and happiness as a topic. 

 

 A seventh finding concerns with age differences in relation to narrative 

complexity. Students of Bachillerato provide more indicators of complexity than 

younger students, for example, a higher level of cohesiveness, more elaborate 

descriptions of places and characters, more action verbs in the complication, a higher 

use of multiple resolutions, stylistic devices, number of abstracts and codas and use of 

flashbacks. It is assumed that older students have more knowledge in relation to 

experience, quality of thinking and language ability, which makes them write more 

complex narratives. Results also show that the quality of texts is higher in students of 

Bachillerato and when students write in their mother tongue. 
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 To finish with, a group of important findings worth highlighting are the positive 

and significant correlation between narrative complexity and creativity, writing quality 

and creativity, writing quality and narrative complexity and finally, both holistic analyses 

of writing quality and creativity. It is noted that there is a relationship between creativity, 

writing quality and text complexity. 



Exploring secondary school written composition: An analysis of linguistic and textual creativity      Chapter 8 

 

232 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

“Educational  actors  have  the  power  to  unlock  the  creative  and  innovative  

potential of the young” 

      

      (Ferrari, 2009: iii) 
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Chapter 8: Conclusion        
 
 

8.1. Introduction  
 
 
 The previous chapter summarises the study and discusses the results of the 

three different variables of this dissertation: degree of creativity, gender differences and 

quality in writing. This final chapter presents the conclusions obtained regarding the 

three variables and discusses the possible contributions of the study. In addition, this 

last chapter highlights the pedagogical implications for teachers in order to promote 

creativity in the classroom, followed by limitations of the study. Finally, the chapter 

suggests further research and concluding remarks. 

 

8.2. Summary and review of the study 
 
 
 The present study explores the phenomenon of creativity focusing on language 

as product among secondary school students. It investigates the relationship between 

narrative texts and creativity. The concept of creativity is understood in this study, 

firstly, as a form of everyday creativity, secondly, as a linguistic manifestation of a 

writer’s creative skills, and finally, as linguistic and structural choices in narrative which 

are related to the expression of evaluative language. The findings indicate that age and 

gender differences can account for certain differences in the participants’ performance 

in relation to creativity. This dissertation also examines creativity and its relation to the 

quality of a text, assessed holistically. 

 

 The motivation arises due to the fact that creativity is a highly debated capacity 

in school contexts and is one of the curriculum objectives in secondary education. 

Therefore, education and teachers are seen as being central in fostering creative skills 

as a fundamental educational goal. Nowadays, since we live in a complex and 

uncertain world, the issue of creativity plays an important role to find solutions for the 

development of the 21st century society. As Ferrari (2009: iii) claimed, “Creativity is 

conceptualised as a skill for all.  It  is  an  ability  that  everyone  can develop  and  it  

can  therefore  be  fostered  or,  likewise,  inhibited”.  

 

 The literature on creativity is reviewed in chapter 2, which describes the concept 

of creativity and provides a historical perspective of creativity paying special attention 
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to the distinction between “big C” creativity, which refers to inspired geniuses who 

deviate from the norm in order to create something original and new, and “small c, 

ordinary and everyday creativity for every individual, in order to solve daily problems 

and deal with new situations (Cameron, 2011; Carter and McCarthy, 2004; Carter, 

2007; Jones, 2012; Hidalgo Downing, 2016b; Maybin & Swann, 2007; Pennington, 

2012; Richards, 2010, among others). Chapter 3 offers a review of the literature, which 

focuses on creativity in education discussing the teacher figure and the role of creativity 

in the curriculum, followed by research in the field. Next, chapter 4 is concerned with 

the importance of writing creatively and it provides a general overview of the 

conception of the narrative genre, describing Labov’s narrative structure and genre 

approaches such as Halliday’s Systemic Functional Linguistics and Martin and White’s 

Appraisal Theory.   

 

 Chapter 5 presents the methodology, with the main aim of identifying creativity 

in narrative texts written by secondary school students in two different academic years 

within a bilingual and a non-bilingual programme. This was achieved through the 

analysis of a set of linguistic, structural and evaluative features in the collected data. 

Other objectives in the study are to compare narratives written in L1 and L2 and to 

examine the students’ narratives, in order to determine whether there is a relation 

between age and gender and degree of creativity, text complexity and writing quality. 

 
 In chapter 6, the statistical results of the various features in the narratives show 

that (1) choices at the ideational level and in the narrative structure following Labov’s 

model contribute to the expression of linguistic creativity; that (2) choices at the textual 

level and in the narrative structure following Labov’s model contribute to the expression 

of textual creativity, (3) that choices at the interpersonal level in the form of evaluative 

language and the expression of appraisal contribute to the expression of linguistic 

creativity; (4) that the degree of creativity in the narratives written in the foreign 

language is different from that achieved in the mother tongue; (5) that age and gender 

affect participants’ narratives regarding topic and subgenre used (6) that indicators of 

narrative complexity are more frequent in students with a higher academic level; and 

(7) that there is a relationship between quality of writing and creativity. 

 

 The discussion of these findings in chapter 7 suggests that there is a relation 

between lexical, grammatical and structural choices and perceived degree of creativity 

in the narratives of the two academic levels. However, more creative features are 

shown in texts written by younger students concerning these communicative features. 
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Regarding the use of evaluative devices, as seen in the previous chapter, students of 

the two academic levels show a high level of evaluative language in their narratives. It 

is worth pointing out that although students of ESO and Bachillerato express evaluation 

in different manners, the use of evaluative language in both cases contributes to 

creativity, generating a sense of involvement in the reader. This study also shows that 

narratives written in the foreign language reveal weaknesses in the resources the 

students select to produce creative texts, compared to the texts written in the 

participants’ mother tongue. It evidences that the students use more creative strategies 

in Spanish than in English and that the foreign language seems to be a barrier for the 

participants’ creative capacity. 

 

 Concerning gender differences, the results reveal that texts written by females 

provide a higher manifestation of linguistic creativity than texts written by males that, on 

the other hand, show more indicators of text complexity. Additionally, topics and 

subgenres chosen by males and females also show differences between them. While 

females generally prefer love and romance as a topic and subgenre, males opt for 

topics such as survival and fear and subgenres such as adventure and fantasy. With 

regard to age, younger students seem to be concerned with the idea of starting a new 

life away from home and a great number of them write about the topic: a new 

beginning.  On the other hand, students of Bachillerato prefer to write about risk-taking, 

happiness and excitement, typical in adolescence.  

 

 The next variable of the study seeks to explore the relationship between age 

and gender and degree of text complexity. The results indicate that students with a 

higher academic level are able to write more complex texts and, as shown by holistic 

scoring, higher quality texts. This finding is possibly due to the fact that more 

experienced participants are more proficient in the use of their native language and 

have also developed critical thinking skills. Finally, the study also shows a significant 

positive correlation between creativity and writing quality, creativity and text complexity 

and writing quality and text complexity. 

 

 In conclusion, the findings of this study contribute to shed light on the analysis 

of creativity in writing as product although more research is needed. 
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8.3. Contribution of the study 
 
 
 The results contribute to the research field of everyday creativity and to the 

research in the field of first/foreign language writing in general. Additionally, this study 

contributes to the analysis of interlanguage27 since the participants produce 

interlanguage texts when they write their narratives in the foreign language. Moreover, 

the instruments designed for the quantitative analyses show interesting results, which 

seem to play an important role in the differentiation of the expression of creativity in the 

two academic levels and between females and males. A relationship between the use 

of evaluative language and perceived degrees of creativity in the participants’ 

narratives has been proven.  

 

 At the same time, it has been demonstrated that a correlation exists between 

the two analyses conducted, the qualitative and the quantitative. What is more, the 

linguistic instrument designed for this study, which has been validated by rigorous 

quantitative results, could be of great use for other studies on creative writing, allowing 

them to quantitatively measure creativity in writings. This could also be a useful tool for 

teachers, investigators and writers amongst others, who simply wish to improve their 

creative writing level or that of their students in the field of creative writing. This study 

will help give professionals a better understanding of how to improve and even quantify 

creativity 

 

 The main aim of this study, which is the exploration of creativity in students’ 

writing, is certainly challenging and not only interesting from an academic point of view, 

but also, and perhaps most importantly, from a pedagogical perspective.  This 

dissertation contributes to gain a better understanding of students’ written production in 

terms of creativity. As seen in chapter 5, psychologists, linguists and educators pay 

particular attention to narrative as a creative form of communication between people in 

the form of stories (Trzebinski 2000 as cited by Alberski, 2012) and the travel narrative 

genre tends to be more open to a creative and a transformative discursive work (Kress, 

2000 as cited by Dolougham, 2006). Therefore, the analysis of the L1 and L2 writing 

task of the students has also shown an important pedagogical implication, which is the 

necessity of highlighting creative writing in the classroom.  

 

                                                
27

 Interlanguage is an emerging linguistic system that has been developed by a learner of a second 
language (or L2) who has not become fully proficient yet but is approximating the target language. 
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 In general, teachers know how to foster creativity through their teaching, 

however, most of them perceive creativity in their students intuitively. The results of this 

study have identified different linguistic parameters which contribute to enhancing 

creative writing in the classroom. Therefore, the teachers can objectively promote 

these features in order to allow the students to realise their creative potential, not only 

academically but as individuals, developing creative skills which can help them in all 

different areas of life. As defined by Harper (2015:498) “Creative writing is the action of 

writing creatively, informed by the human imagination and the intellect, employing both 

personal and cultural knowledge”. Hence, this study has proven that creative writing 

also requires linguistic knowledge. 

 

The analysis of creative language has been of great importance and everyday 

creativity in language has been influential within applied linguistics in recent years. 

Creative uses of language are manifested in many different contexts. Creative uses of 

spoken language have been extensively investigated. Many scholars have focused 

their studies on the analysis of everyday spoken interaction such as Adolphs & Carter, 

2003; Carter 2004; Carter and McCarthy, 2004; Chiaro, 1992; Cook,1996, 2000; 

Crystal, 1998; Gillen, J & Goddard, 2000; Labov, 1972. Other studies related to 

everyday creativity in language include Cropley, 2005; Hidalgo Downing, 2013, 2015, 

2016; Jones, 2010, 2012; Maybin & Swann, 2007; Rodney, 2012, 2013 among others. 

However, this study opens up the exploration of aspects of language creativity and 

provides some innovative findings in relation to students’ written productions in terms of 

linguistic and textual creativity. Nevertheless, there are still very few studies related to 

linguistic creativity in the classroom, therefore, more studies related to creative writing 

in Secondary Education are needed. 

 

8.4. Further Research 
 
  
 Although this dissertation has contributed to the analysis of linguistic creativity 

in narrative texts, further research involving more participants would be necessary in 

order to generalise these findings to other contexts. The research context included only 

one secondary school in Madrid, Spain. A much larger corpus was collected for this 

study; however, the students did not have the necessary proficiency level to take part 

in this research. Thus, a much larger corpus and other research contexts are needed in 

order to make generalisations. 
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 As mentioned above, this study has identified the need for further research and 

the results have opened up new research areas. An interesting research domain is the 

possible differences in the younger participants’ writing performance four years later, 

that is, when they have reached the same academic year as the group of older 

students analysed in this study, those in 1st Bachillerato. This hypothetical study would 

reveal whether the same participants follow similar paths or, on the contrary, whether 

their higher level of experience, knowledge, thinking style, critical skills and language 

ability may account for different performances due to their different age range.  

 

 In summary, although this study sheds some light on the issue of creativity in 

narrative texts, the impact of creativity research on education has not been as strong 

as it could be and further investigation is required. 

 

 

8.5. Concluding remarks 
 
 
 The main goal of this study has been to provide a better understanding of 

students’ written production in terms of creativity. The preponderance of language 

creativity has immediate implications in various sectors, including education. Creative 

learning and innovative teaching is key to an educational system which values 

creativity in the classroom. Therefore, stimulating creativity will have positive effects in 

learning skills, and teachers who include creativity as part of the regular curriculum will 

provide their students with confidence and competence in their creative expression. We 

must not forget that creativity is seen nowadays as an essential factor for a more 

competitive and dynamic society. 
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     APPENDICES 

 

Appendix I. Data collection 

 

I.1. Initial Cloze test  
 

 

Name: _________________________________________________ Group: ______________ 
 

For questions 1-32, read the text below and think of the word which best fits each gap. Use only 

word in each gap. There is an example at the beginning (0). Write your answers in CAPITAL 

LETTERS. 

 

My First Trip to Greece 

 
I didn’t know what to expect from a country like Greece. I had heard good and bad things about it. 

 

The trip was a long 22 (0) HOURS and I can remember hoping that (0) IT was worth the trouble to get 

(0) THERE. 

 

When the plane landed in Athens (1) __________w e had to wait for ten (2) __________for another 

domestic1 flight to Kos, (3)__________is the island my dad comes (4) ___________. When we got to 

Kos all (5) __________ relatives were waiting for us. We (6) ____________up our  luggage and it took 

(7) ____________ half  hour to get to the  (8) ___________that my father comes from. It (9) 
__________the most exhausting day I ever (10) ___________. When we got to my grandmother’s (11) 

__________I was very tired. The only (12) ____________I really wanted to do was (13) 

_____________sleep. 

 

It was a bit unfair (14) _____________I had never seen them. Before (15) ___________knew it, I was 

fast asleep. (16) ____________, at the crack of dawn I (17)___________awake, not because I wanted 

to, (18)___________because the roosters2 were so loud (19)____________they wouldn’t let anyone 

sleep. That (20) ____________one time that I would have (21)_____________to be in a place that 

(22)__________no roosters to wake me up. 

 

(23)____________breakfast we went to the city (24) ______________. There I saw some shops which 

(25)____________me of Sydney. I didn’t think (26)_____________Greece was that modern. The city 
(27)____________a pizza bar and many café (28)____________. I also went to Neapolis which 

(29)____________a port city, situated on the (32)___________Greece is a very beautiful country.  

 

The whole trip nested seven weeks (almost two months). These weeks went by quickly which proves 

time does fly when you’re having fun. 

1. A domestic flight is the one which happens within one particular country. The term is commonly known as 

national flights. 

2. A rooster is an adult male chicken; used mainly in American English. 
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I.2. Simple parental consent form 
 
 
Estimada familia/tutores: 

 

 

Como profesora del IES Severo Ochoa y doctoranda en la Universidad Autónoma de 

Madrid me pongo en contacto con ustedes con el fin de comunicarles que estoy 

realizando un estudio de investigación en lingüística aplicada al inglés. Para ello he 

solicitado la realización de una tarea escrita en los alumnos que están cursando 1º de 

bachillerato y 1º de la ESO sección bilingüe. El objetivo de dicha actividad es ampliar 

conocimientos en la expresión escrita en alumnos de secundaria. En ningún caso 

aparecerán datos personales.  

 

 

Estoy a su disposición para cualquier aclaración o sugerencia que consideren 

conveniente. Mi dirección de correo es la siguiente:  

silviamonteromunoz@educa.madrid.org  

 

 

 

Un cordial saludo. 

 

 

Silvia Montero 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

mailto:silviamonteromunoz@educa.madrid.org
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I.3. Task 1 collection: Compositions written in English 
 
 

Make up your own story     

 
Read the orientation provided below and write your own story based on 

this opening paragraph. 

 
Rebecca is a young girl at the age of fifteen. She lives in a small 

picturesque town outside Geneva in Switzerland surrounded by 

snow-capped mountains. Her family loves going on exciting 

journeys every year. Last summer they took a wonderful trip which 

changed her life forever. It was definitely a journey to remember. 
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I.4. Task 2 collection: Compositions written in Spanish  
 

 

 Inventa tu propia historieta  

 

Lee el texto que se te proporciona a continuación. Úsalo como introducción 

a la historia que escribas tú basada en este primer párrafo.  

 

 

Sonia es una jovencita de quince años que vive en un pequeño pueblo de los 
Pirineos, bastante pintoresco, siempre rodeado de montañas nevadas. Su 
familia disfruta viajando y guardan en su memoria viajes fascinantes. El 
verano pasado se aventuraron a hacer un viaje que cambió la vida de Sonia 
para siempre. Un viaje digno de recordar y que jamás olvidará. 
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Appendix II. Evaluation of compositions regarding quality 
 
 

II.1. General essay rating profile assessing “quality” (Martín-Úriz, 2005) 
 

 

ESSAY RATING PROFILE28 

 
Genre: ___________________ 

 

Student: __________________    
 

 
 
 

Content: topic and context; purpose/thesis: defined, supported; 

generalizations and details; content: original, persuasive; 

audience/reader interest 

Evaluation (0.5-2.50) Justification 

Excellent            2,5  

Good                   1,7  

Satisfactory        1,1  

Unacceptable     0.5  

Rhetorical structure: plan connected to purpose or thesis: 

developed: topic sentences; logical order; paragraphs coherent, 

unified; introduction and conclusion 

Evaluation (0.5-2.50) Justification 

Excellent             2,5  

Good                   1,7  

Satisfactory        1,1  

Unacceptable      0.5  

Grammatical form: sentence construction; coordination; 

subordination; grammatical structures; S-V and pronoun agreement; 

plurality in NPs; accuracy. 

Evaluation (0.10-2.10) Justification 

Excellent             2,0  

Good                   1,5  

Satisfactory        1,0  

Unacceptable      0.5  

                                                
28 This essay rating scale was elaborated by Ana Martín Úriz, professor of the university Autónoma de 
Madrid. 

 



Silvia Montero Muñoz         Appendices 

 

288 

 

Diction and tone: word choice; word form mastery; vocabulary; 

tone 

Evaluation (0.10-1.70) Justification 

Excellent            1.6  

Good                   1,2  

Satisfactory         0.8  

Unacceptable      0.4  

Mechanics: punctuation, capitalization; spelling 

Evaluation (0.10-1.20) Justification 

Excellent             1.2  

Good                    0.9  

Satisfactory         0.6  

Unacceptable      0.3  

 
 
 

Essay rating profile scores Composition scores 

Excellent 10 Sobresaliente 8.5 up to 10 

Good 7 Notable 6.5 up to 8.4 

Satisfactory 4.4 Aprobado 5 up to 6.4 

Unacceptable 2.3 Suspenso 1.7 up to 4 
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II.2. Composition scoring analytic rubric (Ferris, D.R., & Hedgecock, 2014) 
 
 

RHET 105A – Composition I 
Essay Rating Profile 

NAME: 
 

Essay 

Title: 

INSTRUCTOR: Date: 

 

Record Score  
here 

Grade Score 
range 

 

                                                                   Content  

 
 

A 

 

24-27 

 

Superior understanding of topic and writing context; 

valuable central purpose/thesis defined and supported 

with sound generalizations and substantial, specific, and 

relevant details; rich, distinctive content that is original, 

perceptive, and/or persuasive; strong reader interest 

 
 

B 22-23 Accurate grasp of topic and writing context; worthwhile 

central purpose/thesis clearly defined and supported 

with sound generalizations and relevant details; 

substantial reader interest 

 
 

C 

 

19-21 

 

Acceptable but cursory understanding of topic and 

writing context; routine purpose/thesis supported with 

adequate generalizations and relevant details; suitable 

but predictable content that is somewhat sketchy or 

overly general; occasional repetitive or irrelevant 

material; one or two unsound generalizations; average 

reader interest. 

 
 

D/F 5-18 Little or no grasp of the topic or writing context; central 

purpose/thesis not apparent, weak, or irrelevant material; 

one or two unsound generalizations, or needless 

repetition of ideas; insufficient, unsuitable, unclear, 

vague, or weak content; minimal or no reader interest; 

less than specified length 
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                                                                   Rhetorical Structure 

 
 

A 

 

21-23 

 

Exceptionally clear plan connected to thesis/purpose; 

plan developed with consistent attention to 

proportion,emphasis, logical order, flow, and synthesis of 

ideas; paragraphs coherent, inified, and effectively 

developed; striking title, introduction, and conclusion 

 
 

B 18-20 Clear plan related to thesis; plan developed with 

proportion, emphasis, logical order, and synthesis of 

ideas; paragraphs coherent, unified, and adequately 

developed; smooth transitions between paragraphs; 

effective title, introduction, and conclusion 

 
 

C 

 

16-17 

 

Concentional plan apparent but routinely presented; 

paragraphs adequately unified and coherent, but 

minimally effective in development; one or two wea topic 

sentences; transitions between paragraphs apparent but 

abrupt, mechanical, or monotonous; routine title, 

introduction, and conclusion 

 
 

D/F 5-15 Plan not apparent, inappropriate, undeveloped, or 

developed with irrelevance, redundancy, inconsistency, 

or inattention to logical progression; paragraphs 

incoherent, underdeveloped, or not unified; transitions 

between paragraphs unclear, ineffective, or non-existent; 

weak or ineffective title, introduction, and conclusion 

                                                                   Grammatical Form 

 
 

A 

 

18-20 

 

Sentences skilfully constructed, unified, coherent, 

forceful, effectively varied; deftness in coordinating, 

subordinating, and emphasizing ideas; harmonius 

agreement of content and sentence design; impressive 

use of grammatical structures 

 
 

B 16-17 Sentences accurately and cohrentely constructed with 

some variety; evident and varied coordination, 

subordination, and emphasis of ideas; no errors in 

complex patterns; effective and clear use of grammatical 

structures 

 
 

C 

 

14-15 

 

Sentences constructed accurately but lacking in 

distinction; minimal skill in coordinating and 

subordinating ideas; little variety in sentence structure; 

clarity weakened by occasional awkward, incomplete, 

fused, and/or improperly predicated cluases and 

complex sentences; marginal to adequate use of 

grammatical stuctures 

 
 

D/F 1-13 Sentences marred frequently enough to distract or 

frustrate the reader; numerous sentences incoherent, 

fused, incomplete, and/or improperly predicated; 

monotonous, simple sentence structure; unacceptable 

use of grammatical structures 
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                                                                   Diction and Tone 

 
 

A 

 

16-17 

 

Diction distinctive, fresh, precise, concrete, economical, 

and idiomatic word choice; word from mastery; 

appropriate; consistent; and engaging tone 

 
 

B 14-15 Clear, accurate, and idiomatic diction; minor errors in 

word form and/or occasional weaknesses in word 

choice; generally clear, appropriate, and consistent tone 

 
 

C 

 

12-13 

 

Satisfactory diction; generally accurate, appropriate, and 

non-idiomatic word choice, though occasionally 

predicatble, wordy, or imprecise; limited vocabulary; 

clarity weakened by errors in S-V and pronoun 

agreement, point of view, word forms; mechanical and/or 

inconsistent tone 

 
 

D/F 1-11 Diction unacceptable for a college-level essay: 

inappropriate, non-idiomatic and/or inaccurate word 

choice that distracts the reader or obscures content; 

numerous word form errors; inappropriate and/or 

inconsistent tone 

                                                                   Mechanics 

 
 

A 

 

12-13 

 

Clarity and effectiveness of expression enhanced by 

consistent use of conventional punctuation, 

capitalization, and spelling; appealing manuscript form 

 
 

B 10-11 Flow of communication only occasionally diverted by 

errors in conventional punctuation, capitalization, and 

spelling; attractive manuscript form 

 
 

C 

 

8-9 

 

Adequate clarity and effectiveness of expression, though 

diminished by punctuation, capitalization, and/or spelling 

errors; satisfactory manuscript form 

 
 

D/F 1-7 Communication hindered or obscured by frequent 

violations of punctuation, capitalization, and/or spelling 

conventions; manuscript form unattractive 

Total Score 
(out of 100) 

Grade  COMMENTS: 
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Appendix III. Evaluation of compositions regarding creativity 
 
 

III.1. Informed consent of the raters 
 
 

Informed Consent: 
 
 
Thank you for participating in this task. Your feedback is important. Please 
read the narratives and rate them. The purpose of this task is to help the 

researcher measure the degree of creativity in each piece of writing according 
to the parameters explained in the instructions. 
 
If you have any questions or concerns that occur as a result of your 
participation, you can report them to silvia.monteromunoz@educa.madrid.org 
 
 
All information collected will be used only for this study and will be kept 
confidential. There will be no connection to you specifically in the results or 
in future publication of the results. 
 
Your signature below indicates that you have decided to volunteer as a 
research participant for this study and that you have read and understood 
the information provided above. 
 
 
 
Subject’s Name _____________________________ 
 
 
 
 
Subject’s Signature ____________________________ Date: __________ 
 
 
 
 
Investigator’s Signature _________________________    Date: ___________ 
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III.2. Instruction of the task 
 
 
 

INSTRUCTIONS OF THE TASK 
 
 
 
 
 
This is a task for a PhD research Project entitled ’Exploring Secondary School 
Written Compositions: An Analysis of textual creativity in narrative texts by 
students in different academic years and in bilingual and non-bilingual 
programmes', by Silvia Montero at UAM. 
 
In the task you are asked to rate forty narrative compositions according to their 
degree of creativity. In the rubric below, creativity is measured according to 
three parameters in terms of which types of creativity are approached in the 
present study:  
 
1) Novelty and originality 
2) Structural narrative resources 
3) Language choices, use and adaptiveness.  
 
Each of the parameters is described and/or illustrated below.  
 
 
Please notice that you are asked to evaluate ONLY the degree of   
creativity in each piece of writing. This means that other features   
such as language accuracy and possible spelling or grammatical   
errors/mistakes should not be penalised and condition your evaluation   
of creativity. Invented words which solve a lexical problem, if adequate and   
adaptive, should be considered creative. 
 
The results of the task will be used anonymously in the research Project 
mentioned above. Thank you for agreeing to participate in the study.  
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III.3 General Essay Rating Scale assessing “writing creativity” (elaborated 
by the researcher with the help of her supervisors, 2016) 

 
 
 

Rating scale 1/3 

 

 

 

ESSAY RATING PROFILE 

 
 

Student: __________________ 
 

 

 

NOVELTY AND ORIGINALITY 

A. Topics that engage the reader and make the story interesting 

and original.  

B. Ability to write imaginative settings and characters. 
Evaluation Justification 

3 points: High degree of Creativity 

 
 

2 points: Moderate degree of 

creativity 

 

 

1 point: Low degree of creativity 

 
 

STRUCTURAL NARRATIVE RESOURCES 

A. Complex events creating suspense and unexpected resolutions. 

B. Manipulation of narrative structure. 

C. Use of embedded subgenres within the main narrative genre. 
 

Evaluation Justification 

3 points: High degree of Creativity 

 
 

2 points: Moderate degree of 

creativity 

 

 

1 point: Low degree of creativity 

 
 



Silvia Montero Muñoz         Appendices 

 

295 

 

LANGUAGE CHOICES, USE AND ADAPTIVENESS 

Creative linguistic choices:  

A. Students use vivid language with original lexical and 

grammatical choices. 

B. Students have the ability to produce new words, phrases, use 

language transfer or use their mother tongue in order to solve 

problems and compensate for a lack of vocabulary. 

C. Students use figurative language such as the use of metaphors, 

hyperboles, irony and humour, etc. 
 

Evaluation Justification 

3 points: High degree of Creativity 

 
 

2 points: Moderate degree of 

creativity 

 

 

1 point: Low degree of creativity 

 
 

 

 

 

 

Essay rating profile 

scores 
 

Very good 9 

Good 
 

7-8 

Satisfactory 5-6 

Average 3-4 
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III.4 Reliability Sheet29 
 

 
 

RELIABILITY SHEET 

 

RATERS 1 AND 2 

 

 1 2 3 4 5 6 7 8 9 10 

Rater 1 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Rater 2 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Discrepancies found 

 

(write X) 

 

Resolution by discussion?  

 

(Write X) 

New scores rater 1 

 

New scores rater 2 

 

Another rater is needed  

 

(write X) 

 
 
 
 
 
 
 
 
 
 
 

                                                
29 This reliability sheet has been adapted to the one used by Barrio, M. in Experimental study of textual 

development in Spanish students of English as a foreign language in “segundo de bachillerato”: Features 
of written register in compositions of argumentative genre. Doctoral Thesis. Universidad Autónoma de 
Madrid, 2004. 
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Appendix IV. Corpus sample30 
 

 IV.1. Composition samples written by students of ESO in English as a 
foreign language  
 
  
1. NCEFSEM31 
 

The family went to Alcobendas because the father 

found work in Alcobendas, it is the first 

time the family come to Alcobendas the family 

was sorpresed by the city, because is very clean 

and have beautiful  gardens. 

 

The family loves Alcobendas and the parents 

of the girl decided to stay in Alcobendas but 

only one year because of the contract of work 

of his father. 

 

The girl learnt Spanish and she’s prerared 

to go to the school Severo Ochoca which she 

did a lot of friends and she loves one boy 

of the highschool. 

 

The girl said to him that she loves and he  

said that also loves her. 

                                                
30

 The participants’ narratives mentioned in chapter 5 and 7 and also some other additional narratives 
have been included in this section. 
31 The participants’ narratives have been identically typed into a Word processor in order to maintain the 
exact text written by the students, including all the spaces, punctuation, spelling, lexical and gramatical 
mistakes and capitalisation with the purpose of keeping the authencity of the participants’ writings at all 
times. 
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The time is passing faster, the boysfriends 

was 1 month join. It is the time to go to 

French and girl and the boy are very sad. 

 

The girl don’t want to go home and she 

said to her mother that she is going to 

buy a house and stay in Alcobendas, 

but her mother said no because she’s 

small and she can come to Alcobendas 

more years ago, the girl crying accepted. 

 

3. NCEFSEF 

 

It was the last  

day of school, Rebecca came really excited. She knew that 

her parents were planning the most wonderful trip. 

When she arrived, she couldn’t believe her eyes; they 

were going to Paris! the city of love. Rebecca dreamed 

for a real love. So she preapeard her luggage with 

her favourite clothes. She was so nervous. 

 

When she arrived to the airport she had an stomachake 

because of the nervous. She entered the plane. And when 

Rebecca and her family sat down, the Captain said 

by the microphone: “I have a present for one of you, 

there is a sit free on the first class. So if someone 

want to go…? Rebecca offered volunteer. It was perfect! 
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The travel on plane had finish, but the trip had really 

start. “Paris is beautiful” Rebeca said. “Is so wonderful!” 

The hotel in which they were going to sleep was the Palace. 

And her bedroom had a window in wich you could see the 

Eiffel Tower. 

 

The next morning they visited all the places of Paris. 

But in the afternoon something happened. Rebecca’s 

Parents let her 20 minutes to go shopping, alone. But to 

be alone is a big responsibility and Rebecca didn’t 

know this. She forgot that she didn’t  

know the streets and she didn’t had a plan of Paris. 

 

The first ten minutes were awesome, but when Rebecca 

Realised she didn’t know wich way to go and on which 

Place was, she got scared. 

 

But affortunately, she found a good idea, she could 

ask someone where she was Rebecca was very shy, 

but in this case not. She asked a good boy she saw. 

The boy very polite enquired her. She found the 

way back home and she bring a very good friend 

from Paris. 
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4. NCEFSEF 

 

-“Rebecca”-called Elena, her mother.-We must hurry up, we’re 

Going to loose the plane”- 

-“Ok mum, I’m going”- replied Rebeca picking up her luggage.-“Le’s go!”- 

When Rebeca and her mother Elena arrived to the airport, her 

father was waiting for them there, they took the tickets and 

they runned into the plain. Once they were in the plane, the  

trip begun. 

-“The trip will last for three hours”.explained Elena. 

Her father Pedro added-“We will go to a village in the 

Alps and we will get hosted in a friend’s house, he is called 

Ian, I think you know him, but you were very young, mavey 

You don’t remember him. He also has a son, he is called Angelo”-said her dad 

-“I’m not very happy to share home with a boy called Angelo or 

however and I don’t want to go to the Alps neither, It is really 

cold!”-yelled her. 

 

-“Ok honey we will see what can we do”-said Elena. 

When they arrived, it was very cold, so they hurried into the 

House and at the entrance, an enormous dog appeared and 

Rebeca shouted. 

 

-“Ah!”-she exclaimed-“stupid dog, you frightened me”- 

-“Stop arguing with the dog and hurry in Rebeca”-said her 

Dad. 

She didn’t pay attention, she was really angry, but suddently, a 
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Boy with black hair and blue eyes appeared and shouted to her: 

-“What the hell are you doing over there, you little…- 

-“Shut up, my parents kidnaped me and brought me here, now this stupid 

dog has broken my Tous scarf, and now you shout to me”-she shouted 

-“sily girl”-murmured him, and with this, he turned around and runned 

away. 

When she entered the house, the luggage was still in the hall, she 

Stared at it for 30 seconds when finally her mother appeared and 

telled her that they were going back to their house and she was staying 

there. She got really angry, so she whent up to her new “room” and 

she started crying. 

-“We’re going”-advised her dad. 

-“Honey, can we enter”-asked her mom while she knocked in the door”-It’s 

us”- 

-“LEAVE ME ALONE!”-she shouted. 

-“Okay”-agreed her dad”-“Let’s go Elena”- 

Three days after they were go, Ian telled her that her parents 

had had an accident and they had died, so she had to stay 

with they until they could sent her with other parents. 

-“I got angry and I couldn’t tell them goofbye and now they’re 

Gone, I’m so stupyd” 

And that was her last thought. 

 

5. NCEFSEF 

 

Rebecca and her family went to Brazil one month 

For summer holidays. They went to a five stars Hotel 
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Rebecca’s father had to work in Brazil the month 

they were there. Rebecca gets sad because she want 

to have a holiday month with all her family and her 

father can’t. 

 

They went to the beach, they have fun…¡n 

Brazil. It was a great summer except for her 

father that had to work instead of having fun and enjoid. 

 

The month past and they had to go to French. One 

day they  were having dinner and the father of Rebeca 

sais to Rebecca and her mother that they had to live 

in Brazil because he had lost his in French but 

he had found another there in Brazil. 

 

Rebecca start to cry because she want to 

go to French to stay in her house and with her friends, 

but she can’t.  Juan the father of Rebecca enter  

the room were Rebecca is crying and he told her 

that is not bad to stay in Brazil because she 

will do move friends in her new school. She understand 

and she stop crying. 

Now she was happy because she would have  

a new life in Brazil. 

 

A month later all Rebecca’s friends of French went 

to visit her to Brazil. She was very happy. 
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And now they have a new house, school, friends, she  

had a great life there. 

 

6. NCEFSEM 

Then she talk about the trip and she 

said “My trip is very interesting I want 

to talk about this experience” Rebecca 

talk about the trip all the time 

that she found with a friend, she 

go to the swimming pool most bigger 

on the world and the most important 

thing she is with her family in the trip. 

But one thing changed her life for ever 

she is going to love with a boyfriend. 

she is going to joint with Daniel the 

boyfriend of Rebecca. They have children and 

the children are very powerful. She live 

with her boyfriend in French and 

with his children but when Rebecca 

don’t have work in French so they has to 

traveling in another country. They decided 

to travel to Spain because they can have more 

work in this country. 

 

After, the children became more old and now 

they have towork and they have more power 
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than the fathers. 

 

Finally the children of the fathers have a  

boyfriend or a girlfriend and they have 

children and the children became older 

and they became president of Spain and 

they have more money and more power on 

Spain. 

 

8. NCEFSEF 

 

That special journey that change her live was to Hawai. They went to the 

airport at 6:00 in the morning, Rebecca was so tired she can sleep all the day long 

the 2 hours in the plane were boring, she hadn’t anything to do. When they  

first arrive to Hawai, 2 or 3 girls come with a necklace of flowers. 

 

They went to theirhotel, it was full of people , and took the keys of their 

Bedrooms. The next day they went to visit all the monuments that were a few, 

of the island. On Monday, they went to visit all the monuments that were a few, 

of the island. On Monday, they went surfing, all excep her mom Sara that 

was taking a massage when they meet all together; they ate and 

finally they went for a long walk through the beach. 

 

On Tuesday, they went to the beach and Rebecca meet a beautifull 

boy called Kai; he was tall, fit, acth the blond hair. He also 

wad in love with her. 
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The night come and Rebecca go to sleep but suddenly a group of pirates 

came and took her with other things of her family. Kai, that slept 

in the hotel, heard the noise but he came too later. He followed 

the pirates till they stoped in front of a mountain and said. Open 

Sésamo. Firstly nothing happened but then a big cave opened 

all the pirates enter and also Kai. The cave was like a place 

that ones in wich you can put your tent and camping but instead of 

that they were selling things, and also Rebecca Kai went to 

save her but a big policeman said- not now. 

 

That big policemen was called Alfonso and he was there, spying the 

Illegal market, to stop themarket. He took Kai by the arm and 

Kai followed him to a tunel in the rock. Alfonso called some 

Othes policemas that enter into the market and breaked everything 

The pirates took Rebecca to a volcano and said. 

-We are not going to go to the jail so lived us go or the girl will die. 

- Ok you can live but leave the girl here- yelled the policeman. 

- Well Ok- and leave Rebecca- But make an space for us to go. 

- Ok 

 

The pirates went through the space, lend Rebecca, and run to the  

port but some policemans were waiting for them. When Rebecca 

was with Kai all the preocupations gone. He was alive, he was 

save. 

Kai and Rebecca get married and had 2 sons. Gabriel and 

Marcos that one day will hear this story. 
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13. NCEFSEM 

 

She was at the mountain, with her family, and went away to explore and 

to try to see some animals. She went far away from the camp, and 

she went lost. Desperately, she run and run looking for the camping, 

but she didn’t found it. 

She spent a week trying to find her parents, but she didn’t found 

them. She learned to survive in the nature, to make fire, where 

to take the water to drink… 

One day, she went to the top of the mountain, to take snow to 

melt, and she saw a road. She went down the road, walking 

for two hours, and she saw a car. The car stopped, and 

Rebeca asked the man if he knew the camping. 

Affortunnately, the man lived there, so he knew the zone. 

He took Rebeca back with her parents and she never ever will 

go away from the camping. 

 

14. NCEFSEM 

The trip was going to take about a month in Brasil, and another in Peru. 

They were acostumbrated to be in France, in snow between mountains. 

When they arrived in Brasil, they were amecement, they have lots of animals they 

Didn’t see or thought, Everyone was dancing samba, something from there, not 

From France. 

 

When they came to the hotel, all the people give a good day to them, they  

were very pleaded. When they arrived to the door, a woman said how did 
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the could open the door with the card, because they didn’t know it. 

All was fabulous until the last day, it was raining, and they had to go to 

Peru. The travel was long for Rebecca she thought she was sleeping for to 

hours, and they were only 4. 

 

When they arrived, something occurred to the plane, it fell down. 

to the floor, Every one died there, except Rebecca, and this wasn’t all. 

All the city in Peru was destroid. She was afraid. The secondary, she 

losted she went to a jungle by accident, she fell down to a very big hole 

in the ground, where extrainchly there were trees and animals. 

 

She was there for two years, until she discovered all the underground 

jungle.  When she discovered the an exit cave. But she didn’t see 

a giant spider of two metres long, she didn’t saw it never. 

 

She killed the giand spider by firing it. She scpaed of there and 

found a civililitation where she lived fo five years, recounding money for 

a plane that went into France or near the village of her parents, grandparents 

and live with them. 

 

 15. NCEFSEF 

 

They went to London, when they arrived, they stayed at the 

hotel till it was time for dinner. The family went to the 

hotel’s restaurant. Rebeca ate meat. The next day, they 

went to the beach. Rebeca played cards with his family and 

later, she swam in the sea. When she was swimming, 
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a jellyfish bit her on her leg, she couldn’t move. Her parents 

were laid on the sand and they didn’t see her Rebeca  

tried to swim but it was impossible. At the moment, a boy 

called Alex carried her to the beach. Rebeca started to 

remember everything and when she looked at Alex, she 

got in love with him and Alex got in love with her. 

From that moment, everyday that passed, more they liked 

to each other. They swam together and played together. 

When Rebeca told her story to his parents, both of them 

kissed Rebeca and met Alex and his family. 

They became really good friends and now, both 

families go together for a trip during summer. 

 

17. NCEFSEM 

 

We were in the plane but suddenly the 

water started to slip because there was something 

broken I was worried but we arrive normaly. 

We were in the streets of Abu Dabi, we went 

to see formula one races. It was a beautifull 

day there was a lot sun. The race 

Started. A driver death in an accident,  

that changed my life. 
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18. NCEFSEF 

 

I’m going to 

tell you the story. Last summer, her family and her, went to 

the pyranees. They were going to stay in a little house of wood, near the 

mountains. Rebecca liked it a lot. They were planning some 

activities for those days. They were going to be there a week. 

The first thing they wanted to do, was to visit the nearest 

city to their house. It was called: Andorra. The sky started 

to get darker and darker until It became bight. Rebecca 

and his brother Eddie, were sleeping, in the car, when they arrived 

the house. The next day, they wanted to be resting at home. 

They were all the day watching TV, reading or listening music. 

When it was morning, they ate breakfast, they ate beacon 

with eggs, their favourite breakfast. When they finished 

eating, they prepared themselves, to go to an excursion to 

the mountains (Pyranees). They took sticks to climb the 

mountain and the apropiate clothes and shoes. When all 

the family was ready, they went to the car, and her 

father, started drivinh. They arrived at 12:00 o’clock. 

It was very beautiful. All the mountains were covered by 

white and freezed snow. They were climbing, when suddenly 

Rebecca tried to catch a rock but she couldn’t, so she 

was going to fall. His brother Eddie took her and finally 

she could catch the rock. In a moment she could loose her 

life! But thanks to her brother she was there, climbing. 

They continued climbing till the top. When they arrived to 
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the top, an helicopter took her and his family to the ground. 

She lived an extremely dangerous situation. Rebecca was always 

going to remember that time of her life. 

 

22. NCEFSEF 

 

Rebecca live in a town of the French Alps, she loves the 

snow and she never go to the beach. In the French Alps, are 

her friends Leo and Rich, her best friend Alexa and her boyfriend 

Tom. One day Tom sugested “Why don’t we go  to 

other country in holidays? All, we can go”. “It’s a very good 

idea! Rebecca exclaimed. “But I think that my father don’t  

like this idea. Where we are going to go? Rebecca boared 

“We can go to China” said Leo. “But China is very far…” 

said Rich. “We can go to an island” exclaimed Tom. “We can go 

to the Greek island. “Rebecca continued. “If Alexa come, she can 

come with us” said Leo, that is her boyfriend. “Yes, this is a very good 

idea!” exclaimed Rich. “Ok, today we said to our parents and 

tomorrow we come here to said if yes or No. Said Tom decided. 

Tomorrow all the friends go to the place of yester- 

day very happy because they can go, and also Alexa. “My 

parents can’t come with us” Said Rebecca very sad. “But my ________ 

of 18 years need to go to Greek island because the job. He 

go tomorrow and he has got a house in front of the beach 

and with 2 steps” said Alexa very happy. “Ok. Tomorrow we go with 

your brother Alexa. Bye” said Tom “Byes” said all. Tom and 

Rebecca go together to the house so they were talking. 
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“This is very good!” exclaimed Rebecca. “I know” said Tom. “We can go 

to a beach for first time” continued Tom. At home Rebecca put in the bag 

the mobile, clothes, music…When she finish, she called Alexa “How much 

we are going to be on the island?” asked Rebecca. “2 weeks Is the time is 

my brother in the work” answered Alexa. Tomorrow, in the airport they 

were very excited, and in the plane more. When they stopped they go 

running to the house. The house was very big. In the first step was a 

living room, a kitchen, a bathroom. And in the second were all the bedroom. 

Rebecca and Tom sleep toguether, Alexa and Leo also, Rich in an own 

bedroon and the brother of Alexa also. The next day, they go to the beach 

and this one week, but the second week was diferent. The day that change 

Rebecca’s life was the last day when they go to a volcano very strange 

because never someone come to say who is the volcano. Tom was the first, then 

Rebecca, Alexa, Rich and Leo. When they went in the volcano, they saw a very  

beautifull lake and they go to see. In the lake, they see a waterfall and 

they swim to enter. They see a lot of people in a party, and they 

go to dance. They never come. This change the life of Rebecca. 

 

23. NCEFSEF 

 

She went to an island. In there the temperatures were hot and she 

could have a bath in the sea. On the island they were only 

Rebecca and her family. One day Rebecca went alone to discover 

things about the place. She walked through many places till she 

found a boy. She was a little scared but the boy told her that 

he wasn’t a bad person. Rebecca asked if they were more people 

in that island, so the boy took her to a cave that was 
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hidden between the trees. He switched on the lights and it 

was a really big garden full of plants and flowers, and a big 

swimming pool, there were also many people having a party. Rebecca 

made a lot of friends and she went all days to see them. 

Next month she had to go back to her house. She was sad 

But she promised her friends she would visit them again. 

 

24. NCEFSEF 

 

Rebecca’s family travells a lot. They love it. Her father, John likes 

the mountains, her mother Anne likes going to the beach and 

her brother Ben likes going to big cities like New York, Madrid, 

Barcelona etc…but Rebecca likes visiting another countries to 

learn more culture and learn different traditions. Each summer 

one of them decides were they wanted to go and this summer was 

Rebecca’s torn. She can’t decide wich country visit but suddenly 

She saw a poster that said: 

“Visit the best city on the world, visit Rome!” 

“That’s the place I want to go” she exclaim. “I want to go 

to Rome” 

After she told his parents and they agree. This summer they will 

go to Rome. 

The summer started and they had all the lauged prepared for 

going to Rome. They called a Taxi and the father said: 

“To the airport please” 

“Where are you going” enquired the driver. And really excited 

Rebeca answer: 
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“To Rome, we are going to Rome”. 

They get to the plain and they flew to Rome. When they 

arrived they called another taxi and the driver took them 

to the hotel where they were going to stay for 15 days. 

The hotel was so nice. The family of Rebecca loved it. 

The hotel had swimming pool, spa, and also activities 

to do. The first thing they did was to leave the laugage 

in the room and after the bought a plan of Rome and 

started to do turism. The first day they saw the “Plaza de 

España”, the “Fontana de Trebi” and they ate on a pizza restaurant. 

They loved pizza and that pizza was the best one they prove 

in their lives. When they got to the hotel Rebecca saw the 

activities for tomorrow and she can’t belive that they had 

basketball. Rebecca loves basketball is the thing apart of travelling 

she likes to do the most. 

The next day Rebecca went to the basketball activity and some 

Professionals watchers that went there liked a lot the way she 

played. That day the talked to Rebecca and asked her 

if she wanted to play in a professional basketball team. She 

accepted and that day change her live. Now Rebecca is very 

famous, everybody likes her ay of playing basketball. 

And that is the story of the best trip of her live and 

thanks to that Rebecca now is famouse. 

 

END 
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25.NCEFSEF 

 

The trip she was going to take was to USA. 

At the beginning it was a trip like all the others 

but one day a reporter came and saw her dancing. “This 

girl is a very good dancer” thought the reporter “I can 

take a photo of her and show it to my partners”. So 

that is what she made and when her partners so that they 

wanted to speak with Rebecca. “Where does she live” asked a 

boy. “She lives in the next street, I think we could visit her” 

“That sounds a great idea” said the director. “We will visit  

her tomorrow, please can you tell her about our visit? Thanks!” 

 

So, the next day they saw her dancing and they discovered 

that she also sing. They thought of making her a super- 

star and she agree with that idea because on the one side, she 

would have money, and on the other side, she will be doing what 

she always liked. 

 

One day she saw her face in the new paper and what she 

was going on the street there were a lot of people saying to 

her that if the could take a photo with her of if she can 

sign a picture for them”. I like so much this, I would never 

believe these. This dream is too good”, said the girl “I’m so happy 

but I have to go to school” continued Rebecca. “No, you are not 

going to the school, you are coming with me”, said Pedro. “Who 

are you” asked Rebecca. “I’m your new  manager  and you have 
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to buy some new clothes, then go to prepare a song and after 

make a new cd. 

“Wow this is incredible!”, shouted Rebecca. “I know but 

come on we have a lot of to do”. Replied Pedro. 

 

Then they went to the shopping centre and she bough a lot 

of dresses but she also bough shoes. “Who much soes it 

cost’” asked Rebecca to the worker. “560 euros please”. “What? 

I don’t have so much money! repied Rebecca. “It doesn’t 

matter Rebecca I have that money”. Said Pedro. “Really? But  

You cannot pay me all this is too much”. “Yes I can because 

I have a lot of money”. “Ok then, thanks I will give you back 

the money!. “No, you don’t have to, well now we have to 

go to invent new songs” “Ok we can go now”. 

 

When they arrived Rebecca composed a lot of songs. So much 

that she could make 2 cds. “Ok, now we have to go to 

make a cd and make that everyone can hear you: Ok” 

 

“This is too tiering I prefere my normal day before 

I knew you”. “Ok then bye bye”. 

  

IV.2. Composition samples written by students of ESO in Spanish as 
their mother tongue 
 
 
4. NCSNASEF 

Sonia estaba terminando de cerrar la maleta cuando escuchó unos 

pasos en la escalera, seguidos de unos golpes en su puerta. Se levantó 
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y  la abrió, su madre estaba allí, se quedaron unos segundos en silencio 

cuando por fin su madre decidió romper el hielo. 

-Mira Sonia , ya que no te apetece venir a este viaje, pero es importan  

que vengas, tu abuela está enferma y necesita ayuda. 

-Ya lo sé-respondió Sonia -¿Qué me querías decir?- 

-Que tu amiga Paula también vendrá-dijo guiñándole un ojo-y que bajes 

ya, que vamos a perder el vuelo- 

Sonia muy sorprendida bajó corriendo las escaleras y se montó en el taxi que 

les estaba esperando. ¡Qué contenta estaba! 

Cuando llegaron al aeropuerto,  y allí, en efecto, estaban Paula y su madre, se 

dieron  un abrazo y se despidieron de Elena, la madre de Paula y su madre, se 

dieron un abrazo y se despidieron de Elena, la madre de Paula. Veinte minutos 

más tarde, ya estaban en el avión rumbo a Ávila. 

En cuanto aterrizaron, llamaron un taxi y fueron a la casa que tenían 

allí alquilada. 

 

-Ya hemos llegado-anunció Carlos, el padre de Sonia-podeis bajar chicas- 

Era una casa blanca con tejado verde que a Sonia le pareció muy bonita. 

Subieron a sus respectivas maletas y se prepararon para cenar. Eran las 

ocho y media, empezaba a atardecer cuando Sonia y Paula que estaban en 

el salón viendo la T.V, escucharon ruidos que provenían del tejado. Pensando 

que sería pájaros, no le dieron importancia y se fueron a dormir. 

 

Justo cuando Paula comenzaba a entrar en sueño, noto como si alguien  

la observaba por la ventana asustada encendió la lamparita de noche y al no 

ver a nadie, se preguntó si sería esquizofrénica, pero descarto la idea pensando  

que    _____      impresiones suyas. 
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Durante los últimos 5 días, siguió oyendo ruidos en el tejado y notando que la 

observaban, asustada, se lo contó a Paula y esta le dijo que no se preocupase que 

ella iría a mirar que pasaba, Sonia fue a tirar la basura, cuando regreso y 

entró en el salón, oyo a Paula gritar, subió a su habitación y la encontró 

muerta, asustada salió corriendo de casa y sus padres la sacaron de allí  

y se fueron a casa desde entonces, esa casa está desabitada y 

Sonia quedó traumatizada para siempre. 

 

6. NCSNASEM 

 

Era de noche, Sonia iba a cenar con sus padres y su hermano 

pequeño. Sus padres decidierón hacer unas vacaciones imprevistas 

que le regalarón. Sonia les dijo a sus padres que cuando sería  

ese viaje. Los padres le contestarón que ese viaje será mañana por 

la tarde. 

 

Al día siguiente Sonia se despidió de su familia y de sus 

 amigos pero antes todos decidierón hacerle una fiesta de des- 

pedida montando una pequeña fiesta. Había castillos hinchables, 

camas elásticas, piscina de bolas…Sonia estaba muy contenta 

y quiso jugar con todos y probar todos los cacharros. 

 

Por la tarde Sonia se despidió de todas sus amigos y su fa- 

milia con un gran beso. 

 

A la mañana siguiente Sonia hizó la maleta y metió en ella: 
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Unos cascos de música, una caña de pescar, su ordenador, un balón, 

ropa y muchas cosas más. 

 

Llego la tarde, Sonia y su hermano pequeño se metieron en el 

asiento trasero del coche y sus padres delante. El viaje duró cinco 

horas, ya que el pueblo estaba muy lejos. Cuando llegarón al pueblo 

parecía que no había nadie y un poco viejo el pueblo. Su madre 

dijo a Sonia que no se preocupará, que habrán salido y luego volverán. 

Sonia tenía miedo y no sabía que hacer. Sus padres buscarán la casa que 

les correspondían, también era vieja. Se metierón en la casa y parecía que 

no la usaban desde hace siglos. Se colocarón en una habitación y su 

madre comenzó a hablar. Les comentó que por que no todos ayudaban 

en la casa y hacían todos juntos una limpieza a fondo. Al principio  

a Sonia, a su hermano y a su padre les pareció una mala idea y 

rechistarón pero lo hicierón. Al final la casa queda limpia e impeca- 

ble. Se pasarón todo el día limpiando la casa, ya que estaba muy  

sucia.   

Al anochecer la familia decidió celebrarlo saliendo al bosque haciendo  

una hoguera y comer nubes asadas. 

Allí en el bosque se encontrarón un pequeño lago y dijerón que 

porque no por la mañana iban de pesca. La madre no quiso ir 

y se quedó por la mañana en casa con el hermano de Sonia. El 

padre y Sonia cogieron las cañas y partieron hacia el bosque. 

A Sonia le pareció algo extraño que todavía no viniesen los 

ciudadanos, ya que la ciudad estaba todavía desierta. 

Estuvierón dos horas y no picó en el anzuelo. Esperarón 

otra hora más y ya casi se iban a ir pero en el anzuelo de 
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Sonia picó algo grande y le pidió ayuda a su padre 

Para que no se le escapará, vierón algo extraño como un 

Tentáculo gigante. 

La bestia salió del agua y resultaba ser un Kraken. El 

padre le dijo a Sonia que como vivía hay un Kraken en este 

espacio tan pequeño. Sonia se asustó y salieron co- 

rriendo hacia la casa. Le gritarón a us madre y a su her- 

mano. Los dos bajaron corriendo hacia el coche. Le dijerón a  

Sonia y a su padre que cual era su razón  por la que  

Gritaban así de asustados, el padre le contestó que venía un 

Kraken hacia aquí. Se fuerón del a ciudad muy rápidamente 

 

Al final todo encajaba porque no había habitantes porque allí  

había un Kraken y volvieron al pueblo y se lo contarón a 

todos esta experiencia  traumatizadora  y a la vez muy intersante. 

 

8. NCSNASEF 

 

Este digno viaje fue a Finlandia pero no a su capital Reikjavic sino 

A un pueblo del norte llamado Rockhand. Era muy pinturesco y rural. 

 

Sonia y su familia salieron de España y estuvieron en el aire 5 horas para 

Llegar a Dinamarca donde se quedaron un día visitando y yendo a la playa por 

primera vez. Después, al día siguiente, se subieron a otro avión y esperaron 

1 hora y media para llegar a Reikjavic y 2 horas para llegar al 

pueblo . Sonia estaba agotada. 

Al día siguiente se despertaron a las 9:00 de la mañana para desayunar. 
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Mientras Sonia cogía su desayuno conoció a un chico llamado Carter. 

Era alto, rubio, y con ojos azules. Sonia pensó que era su príncipe azul). 

La dijo que el también era de Pirineos pero que vivía al sur. Mientras 

Hablaba se giró a la mesa de sus padres que charlaban con los de 

Carter acerca de lo que iban a visitar y como era lo mismo decidieron 

Hacerlo juntos. Sonia se sintió la chica más afortunada del mundo. 

Después de desayunar fueron a visitar el pueblo y sus cercanías 

hasta que no hubo ni un solo callejón por explorar. Lo último 

que hicieron fue ir a visitar un glaciar. Contrataron a una guía que 

les mostró el equipamiento necesario. Con mucho gusto se lo pusieron 

y empezaron la visita. Entraron a una maravillosa pero enmarañada  

telaraña de túneles y pasillos, muchos de ellos con algún símbolo de prohibido 

el paso, que se entrecruzaban entre ellos. Todos daban a una gran sala 

llena de estalactitas y estalagmitas por todas partes, que era el 

salon hacia donde se encaminaban. Cuando iban hacia ella Sonia 

se tropezó y calló. El único que pareció percatarse fue Carter que se 

dirigió hacia ella para ayudarla pero el también resbaló y se 

deslizaron por lo que parecía un tobogán de hielo. Aterrizaron 

en un bloque de hielo que volaba en el mar. 

 

Carter se asustó mucho pero Sonia no porque era una gran 

seguidora de el programa “El último superviviente” y sabía que hacer 

para salir de esa. Hicieron luego con unos palos que se encontraron 

flotando y con unas piedras. Uno de esos palos y un cordón de zapato 

sirvieron de caña con la que pescaron un par de peces 

deliciosos. Al cabo de unas horas llegaron a una pequeña isla 

donde encontraron lo necesario para sobrevivir. 
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Al día siguiente hicieron una gran hoguera y un helicóptero 

Vino y los rescató. Se fueron a los Pirineos, a us casa, pero 

Sonia y Carter siguieron en contacto. Salieron, se casaron en  

Rockhand y tuvieron hijos que algún día sabrán de esta 

Historia. 

 

9. NCSNASEF 

 

Su familia y ella fueron a Inglaterra porque decidieron adoptar 

a un niño huérfano. Cuando llegaron a Londres, su familia y ella 

visitaton los lugares más hermosos de la ciudad. Tenían quince 

días para recoger a Johny, el niño huérfano, del orfanato. Lo 

recogieron el primer día, juntos visitaron el Big Ben, El Puente de 

Londres y muchos sitios más de aquella maravillosa ciudad, pero 

cuando estaban visitando un museo, Johny se perdió. Sonia y su  

familia buscaron por todas partes pero no lo encontraron. Sonia, muy 

preocupada, corrió hasta llegar a la comosaría más cercana. El policía 

lo encontró a los cuatro días de su desaparación, el niño había vuelto  

al orfanato porque no quería dejar a sus amigos. La familia de Sonia  

aceptó la voluntad de Jhony. 

 

Sonia muy triste cogió el avión de regreso a España, el sueño de 

tener un hermanito se había roto en mil pedazos como si una copa de 

cristal se hubiera caido al suelo. La niña muy deprimida se encerró en 

su habitación y empezó a llorar desconsoladamente. Pasaron 2 horas 

y la madre entró a hablar con ella, hablarón durante un rato y cuando  
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terminaron la madre le dio la feliz noticia de que estaba embarazada. 

 

11. NCSNASEM 

 

Se fueron a Estados Unidos, visitaron muchas  

ciudades pero Sonia queria ir al cañón del 

Colorado porque según la antigua leyenda 

hay en una cueva un tesoro de valor 

increíble. Tardaron unas pocas horas en llegar 

desde Los Angeles pero a Sonia se le hizo 

eterno. Luego les dijeron que no podían 

bajar al cañón a si que se fue a buscar 

unas escaleras, por el camino se encuentra 

a un niño mexicano llamado Curro. 

Estuvieron un rato hablando y se hicieron buenos 

amigos, despues de estar un raro hablando Curro 

le dijo a Sonia que había descubierto una 

escaleras metálicas en la montaña. Decidieron 

ir los dos juntos, les costo bajar pero al final 

llegaron, y vieron el laberinto de piedra rojo 

que se extendía a su alrededor. 

se pusieron a andar, pero como se estaban perdiendo 

Se les ocurrió hacer dibujar en las piedras, llevaban 

ya un buen rato andando cuando se empezaron a  

preocupar por sus padres y decidieron escribir 

un mensaje pero cambiaron de sitio cuando pensaron 

que si lo escribian les buscaria la policía. Cuando 
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empezaba a anochecer  encontraron una cueva con 

una “x” encima y entraron. Había letras extrañas 

que segun Curro eran mayor, además no 

vieron ninguna puerta, despues de dibujar 

un mapa en un cuaderno que Sonia llevaba 

prometio volver de mayor, cuando fuera una 

famosa arqueologa.  

 

12. NCSNASEM 

 

El verano pasado, llamaron a la puerta de Sonia unos 

hombres. Le pidieron a la madre de Sonia hablar 

con ella. Después de un cuarto de hora los hombres 

salieron del salón, y se fueron a la casa. Inmediatamente, 

la madre de Sonia les contó a toda la familia lo 

que había ocurrido. La madre dijo que ese verano 

irían a una isla recién descubierta, porque habían 

sido elegidos para probar las instalaciones de la 

isla. Los hombres le dieron una carpeta a su madre, 

que contenía tres billetes de avión, 1 catálogo y  

una nota. Los billetes de avión era para el 14 

de Julio a las 17:00 horas. La nota decía que 

fueron a Washington el día 14 con los billetes de 

avión, donde cogerían el avión privado que 

iría a la isla. El catálogo ofrecía una extensa 

información sobre las instalaciones y la 

expedición que harían a una cueva. La isla 
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era pequeña, con una montaña en el centro y 

mucha vegetación. 

 

El día que llegaron a la isla, fueron a su lujosa  

habitación, con un montón de cosas. Cuando se 

instalaron, un botones les llevo a una sala, donde 

un hombre les explicó que iban a hacer. 

Sonia pregunto para que íban a la cueva, y el 

hombre les explicó amablemente que querían 

explorarla para ver si podía hacer futuras 

expediciones con los turistas. Hasta que hicieran  

la expedición, probaron todas las instalaciones. 

Una semana después, se prepararon para adentrarse 

en la cueva. 

 

La cueva era humeda, con muchas grietas y 

desniveles. Al cabo de un rato, el guía se paro 

en una grieta de donde salía luz. Al cabo de un 

rato, se dieron cuenta de que no estaban en una 

montaña, sino en un volcán. Se íban a dar media 

vuelta cuando cayeron unas piedras del techo. 

El instructor dijo que tendrían que buscar otra salida. 

Estuvieron buscando, hasta que el instructor pisó 

una grieta y se cayó a una caverna. Mas tarde 

la familia siguió sin el hasta que vieron la luz 

del día, pero la lava estaba cayendo hacia ellos. 

Se refugiaron en un agujero para esquivarla, 
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Cuando dejo de caer lava, corrieron a la salida,  

pero estaban en un precipicio, y tuvieron que 

escalar para bajar del volcán. Cuando bajaron, 

un hombre les llevó a un helicóptero, donde 

escaparon de la isla, que ya estaba en llamas 

por culpa del volcán. 

Cuando estuvieron en su casa, recibieron un 

sobre con un millón de euros, que le mandó 

la compañía por las molestias. Gracias a 

este dinero, se mudaron a una gran ciudad 

donde mejoró mucho su calidad de vida. 

 

13. NCSNASEM 

 

Sonia estaba en el aeropuerto con su padre y su madre cuando se oyó por megafonía: 

“Pasajeros del vuelo 1234 con destino a Canarias, por favor embarquen por la puerta ABC” 

Compraron un aperitivo y se fueron al avión. Todos estaban muy emocionados, porque  

era la primera vez que subían a un avión. 

 

Tras unos 50 minutos de vuelo, el piloto anunció que había un fallo en un motor, y que  

probablemente caerían al mar. Así como lo dijo, tras unos largos minutos, cayeron 

al mar. Los toboganes de emergencia se hincharon y todos bajaron al mar y se pusieron 

el chaleco salvavidas. 

 

Pasaron unos cinco o diez minutos, los cuales se hicieron eternos, y vieron llegar unos 

barcos socoro, los cuales los llevaron a tierra. Casi sin darse cuenta, habían  

llegado a canarias. ¡Esas fueron las mejores vacaciones de su vida 
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14. NCSNASEM 

 

Aquel verano, sus padres y ella, se fueron a Escocia, y alquilaron una 

habitación de un hotel para hospedarse allí durante una semana aunque 

en realidad, no fueran a utilizarlo. 

 

Salieron hacia al aeropuerto a las once y media de la mañana, para coger el 

avión de las once y media. Llegaron justo a tiempo para cogerlo, pero por ser los 

últimos en llegar, y además, como era el aniversario de la compañía aeria, les 

invitaron a primera clase. 

 

Llegaron dos horas y media más tarde, y eran ya las tres, según horario Español 

asi que fueron a un restaurante, y como su madre sabía algo de Escocés, pudieron 

comunicarse con ellos, para que algún ciudadano les indicase uno. Un buen hombre les 

ayudo, y además, él iba a ese mismo restaurante, asique le acompañaron. La 

comida estaba exquisita, y aunque era algo caro, lo pagaron con gusto. Se despidie- 

ron del hombre, y fueron derechitos al hotel, los dueños eran Londinenses, y tenía 

una decoración antigua, que provenían de sus parientes. Aquel fue un día 

agotador, asique nada más llegar, los tres se hecharon a dormir. 

Se quedaron acostados hasta las ocho, pero aun así seguían cansados. Comieron 

ligero y se volvieron a acostar. 

 

Sorprendentemente al despertarse, estaban rodeados de campesinos de la Edad 

Media, los cuales se quedaron sorprendidos al verles con tales atuendos, tan 

distintos a los suyos. Sin saber por que, les llevaron ante el rey, qué 

casualmente provenía de la península, y sabía castellano antiguo. El rey al verles 

creía ser obra de brujería, y les condenó a muerte por la guillotina. Pero la princesa 
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les vio y fue a su cuarto rápidamente y cogió un libro; se lo mostró a su padre 

y el rey sorprendido les concedió la libertad. Y les rogó y suplicó que fuesen a 

rescatar a su hijo, el príncipe, que había sido hecho prisionero por el “Mago” 

que tenía un ejercito de miles de esqueletos y troles, y según la leyenda 

unos extranjeros salvarían a su hijo. En aquel momento partieron. 

 

Pero pasaron seis días, y no volvieron, asique les dieron por muertos, pero 

después de unas horas, por la noche volvieron con el príncipe y se cayeron desplomados al 

suelo y se quedaron dormidas, pero al darle la vuelta ya no estaban allí, y fueron 

conducidos a la realidad. Pero justo antes de que desapareciesen, el príncipe les 

regalo un perro hermoso, de gran linaje, y una mochila que contenía cinco 

rubies, una copa de oro, y mil monedas de oro como recompensa. 

 

15. NCSNASEF 

 

El verano pasado fueron a Málaga, un lugar bonito y con mar. Llega- 

ron allí en tren. Entraron en el hotel que habían reservado. Era muy 

grande y las habitaciones estaban limpias. La familia entró en su habi- 

tación. Deshicieron sus maletas y bajaron a la playa. Era de día y el sol 

iluminaba toda la costa. Sonia y su hermana Ana se dieron un baño mien- 

tras sus padres tomaban el sol. Al mediodía, fueron a comer al hotel. Había 

barra libre y la comida estaba riquísima. Por la tarde estuvieron descan- 

sando en su habitación y luego dieron un paseo. 

Al día siguiente, hicieron la misma rutina. En el tercer día, algo increíble 

pasó. Resulta que estaban en el hotel, Sonia y Ana estaban jugando a pasar- 

se la pelota. En uno de estos pases, a Sonia se le fue la pelota y fue co- 

rriendo tras ella. La pelota se coló en un cuarto y está entró en él. Al ir  
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a coger la pelota, Sonia palpó un sobre, Lo abrio y se quedó asombrada, ha- 

bía 3.000.000 euros. Sonia estaba entusiasmada pero a la vez confusa. No sabía  

si quedárselo o devolverlo al hotel por si alguien lo había perdido. Sonia 

decidió hacer la segunda opción. Una vez devuelto el sobre, la niña se lo 

contó a sus padres y estos le dijeron que había hecho lo correcto. 

Al día siguiente, la policía entró en la habitación de la familia. El jefe les 

dijo que el dinero que habían encontrado había sido robado y nadie 

sabía donde estaba.  La policía felicitó a Sonia por lo que había hecho y 

a cambio, les regaló el dinero a la familia. Los padres estaban boquia- 

biertos y Sonia daba saltos de alegría. Los padres ingresaron el dinero en 

el banco, pero la mitad se lo ingresaron a Sonia en recompensa por haber 

sido honesta. 

En el último día, la familia fue a la playa y luego cogieron el tren de vuel- 

ta a su casa. Habían sido las mejores vacaciones de sus vidas. 

 

16. NCSNASEM 

 

Su familia y ella viajaron a Estados Unidos, cual 

ella imaginaba una ciudad enorme, luminosa y fascinante. 

Después de un largo viaje de tres horas (cual dos 

de ellas estuvo dormida y la otra estuvo leyendo) llega- 

ron a Estados Unidos. A sus padres no les pareció  

el lugar maravilloso que su hija imaginaba, pero a 

Sonia le parecía el mejor lugar del mundo. 

 

Al dejar atras el aeropuerto se adentraron en 

la enorme ciudad que es Nueva York. Despues de ir 
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preguntando a la gente estatal e ir mirando en 

mapas encontraron un hotel, reservaron habitación y se 

fueron a comer. 

 

A sus padres no les hizo mucha gracia, pero 

Sonia les pidio comer hamburguesas; y eso hicieron. 

Despues de haber comido, decidieron ir a dar una 

Vuelta por la ciudad. Mientras caminaban, Sonia vio una 

Figurita muy graciosa en el escaparate de una tienda, 

Y decidio entrar en la tienda y comprarla. Al salir 

de la tienda la enseño a sus padres la figurita con 

mucha ilusión y siguieron caminando. 

 

Al llegar la noche, volvieron al hotel cansados de 

tanto andar. Sonia se sento en una de las cinco sillas 

que había en balcón, junto a una mesa vieja, cual 

parecía que se iba a romper solo con tocarla. De rre- 

pente vio como una estrella pequeña se iba agrandando 

poco a poco. Pero enseguida se dio cuenta de que en 

realidad no se agrandaba sino que se estaba acer- 

cando. Con prisa, fue a decírselo a sus padres, que es- 

taban durmiendo. Les llamo unas cuantas veces, pero 

tras un intento fallido, volvió al balcón y vio como 

la supuesta estrella caía en la parte superior del 

hotel. Salió de la habitación y subió las escaleras 

hasta llegar al ático. Allí vió como la supuesta estrella 

se envolvía en llamas, y despues como poco a poco las  
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llamas de reducían poco a poco. 

 

Despues de haberse apagado las llamas intento 

tocar la estrella, pero se apartó en aullidos de dolor, 

pues aun estaba caliente. Mientras tanto pudo ver como 

la estrella se abría y salió un ser misterioso, muy pare- 

cido a un humano. Ella asustada le pregunto por su nombre 

pero el no respondió, simplemente dijo que venía a ayu- 

sarles. Sonia, curiosa, empezó a preguntar y obtuvo res- 

puestas. Descubrio que aquel ser venía de otro planeta 

para avisarles de que iban a conquistar la tierra y 

echar a la especie humana. Aquel ser tenía un sexto 

sentido que le otrorgraba el poder de cambiar de forma 

(por eso parecía humano) y adivinas las desgracias del 

futuro (por eso venía). A Sonia le hizo gracia su poder 

de cambiar de forma, pues le recordava a un cama- 

león , y así empezó a llamarlo, Camaleón. 

 

Ella se lo contó a sus padres, sus padres a la 

Policía y de la policía llego la noticia a las presi- 

dentes de todo el mundo. Al final el mundo entero con- 

siguió abandonar la tierra, e irse a vivir a Marte. 

Camaleón insistió en quedarse en la tierra para prote- 

gerla. Sonia, antes de que Camaleón se quedara en la 

tierra, le entrego el subenir antes comprado, y sonrio mien- 

tras lagrimas caian de sus ojos. 
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18.NCSNASEF 

 

Esto es lo que sucedió. 

Cuando llegaron a Santillana del Mar (Cantabria), después 

de dos horas de viaje, se hospeadaron en el hotel: 

“Naturaleza”. Lo hicieron Sonia y su hermano 

Miguel nada más llegar, fue irse corriendo a la ha- 

bitación , soltar las maletas de un golpe e irse a ex 

plorar el hotel, mientras su madre guardaba la ropa 

en los armarios y su padre se tomaba un refresco  

viendo la televisión. Cuando Sonia y su hermano se 

conocían hasta el último milímetro del hotel, se fue- 

ron a la playa sin avisar a sus padres, pero no lo 

hicieron. Cuando llegaron a la orilla. Miguel se  

quitó la ropa hasta quedarse en bañador. Sonia 

supuso lo que le iba a hacer pero cuando le iba a 

llamar la atención, ya era demasiado tarde ¡se 

había metido en el agua aunque hubiese bandera 

roja! Miguel no se daba cuenta pero cada vez iba a- 

lejandose más de la orilla, así que, Sonia echó a 

correr hacia el agua y fue nadando hasta que cogió a 

su hermano y le trajo de vuelta a la orilla. Si no se 

hubiese dado cuenta. Miguel estaría perdido. 

 

20.NCSNASEM 

 

El día empezó Sonia estaba 
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entusiasmada a causa del viaje que ivan a realizar ella y  

su familia, prepararon el equipaje y subieron al coche. Sonia 

no sabía a donde ivan porque su madre le comento que era una 

sorpresa, ella solo sabía que el viaje era de 7 horas. Aunque 

estaba nerviosa por no saber a donde se dirigía no tardo mucho 

en dormirse. Su madre la despertó diciéndola que habían llegado, 

ella se levanto de un salto y salió del coche, estaban en los Alpes 

Sonia se puso muy contenta al ver la casa: era pequeña y estaba cubierta 

por nieve recogieron el equipaje y se adentraron en la casa. Tenía  

una chimenea muy grande, una cocina pequeña, una cama de matrimonio 

y una pequeña para Sonia, también contenía un pequeño baño. Estaban 

muy cansados y comenzaron a dormir. Sonia se despertó la primera 

y se dio cuenta que la casa estaba completamente cubierta de nieve y aislada 

a causa de una avalancha. Ella comenzó a gritar y a despertar a sus  

padres continuamente los padres se pusieron muy nerviosos al averse 

dejado la comida en el coche después de tres días estaban ambrientos pero 

Sonia cansada de esperar al rescate encontró una trampilla que llevaron 

de camino encontraron una salida y encontraron un coche, dentro había 

un hombre de mas o menos 50 años que les llevo asta la población mas 

cercana. Sonia no olbidara esta anegdota en su vida y después de 

todo lo que le gustaba la nieve. 

 

21.NCSNASEF 

 

En el verano pasado, Sonia y su familia se fueron de 

 vacaciones a Valencia, un sitio muy caluroso y con 

unos jardines estupendos. Se instalaron en una bonita casa, 
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tenía tres pisos, una piscina enorme y como estaban aislados 

en el bosque, unas maravillosas vistas. 

 

La familia de Sonia era muy grande, estaba su padre, Arturo, 

su madre, Raquel y sus seis hermanos: Raúl, el mayor, Juan y 

Luis, los gemelos, Lucía, Laura y Beatriz, unas hermanas muy 

Amistosas. Eran tantos que el dinero se les acababa  

rápido, pero siempre podían contar con la ayuda de los  

abuelos, Juana y Francisco. Además, les tocó la lotería! 

 

Al día siguiente, después de haber colocado todas las cosas 

en su sitio, llegó una camioneta blanca, con un hombre 

viejo, calvo y muy gruñón. Resulta que ofrecía un labrador 

acambio de comida. Sonia sin consultarlo con sus padres, 

lo cogió por la cintura mientras preguntaba si era gratis. 

Como lo era, se llevó al labrador a su cuarto para jugar, y 

depaso le guió al hombre hasta la cocina. 

 

Casi se terminaba el verano, y Sonia seguía sin decirles nada 

a sus padres. Ya era de noche y Sonia salió corriendo después 

de haber acabado la cena, salió por la puerta trasera de  

la casa, abrióla puerta del garaje, hasta que de pronto, el 

labrador, llamado Guly, empezó a soltar lágrimas por sus  

ojitos negros y pequeños, Sonia que no le pasaba nada  

bueno, asique le rebeló a sus padres de lo de Guly. Los padres 

no estaban enfadados, pero si tristes. Arturo llevó corriendo al  

labrador al veterinario, pero era muy difícil de curar, 
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asique Guly murió. 

 

En la fría mañana del día siguiente, todos enterraron al perro, 

los niños recitaron poemas, excepto Sonia, lo que hizo fue estar  

callada, pensando en lo que habían hecho juntos, mientras 

una enorme lágrima le caía por su mejilla. 

 

23.NCSNASEF 

 

Se fueron a una pequeña 

Casa en el campo. Estaba sucia y abandonada, así que decidieron 

Limpiarla. Toda la casa quedó impecable. Sonia fue a colocar unos 

muebles en su habitación, cuando de pronto, vio una puertecilla en 

el techo. Ella con la intriga de saber que podría haber detrás 

de esa puerta, la abrió y con la ayuda de una escalera entró. 

Era un desván, estaba lleno de objetos viejos, Sonia decidió 

investigar todas las cosas, cuando vio un baúl. Lo abrió, y  

un rayo de luz la enfocó y la metió dentro, abrió los ojos 

y apareció en una cueva fría. Ella, asustada, empezó a gritar 

en busca de ayuda. Un perro que hablaba la dijo que frotara 

dos piedras y así lo hizo. Volvió a la casa y n o volvió 

a abrir ningún baúl. 

 

24.NCSNASEF 

 

Todo comenzó como cada 

verano, uno de la familia de Sonia elegía donde quería 
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ir, y ese verano era el turno de Sonia. La chica, no 

sabía a donde ir así que fue a la agencia de viajes 

que había al lado de su casa. Cuando llegó preguntó 

por algunos catalogos y la chica que trabajaba 

allí, amablemente le recomendó algunos lugares y le dio 

un monton gigantesco de catálogos pero sin darse cuenta 

la chica que trabajaba allí le dio a Sonia por equivocación 

un catálogo de hace muchísimos años y Sonia sin darse 

cuenta lo cogió y se lo llevó a casa. Cuando llegó a 

su casa comenzó a leerlo, y más o menos a la 

mitad del catálogo vió un pueblecito precioso, lleno de 

flores y casa blancas. Cuando Sonia lo vió supó enseguida 

donde quería ir ese verano, y a ellos tambiñen les encantó y 

accedieron encantados a ir. Prepararon las maletas y se enca- 

minaron al pueblecito, fue un viaje largo y cuando llegaron, 

y se bajaron del coche descubrieron que debajo de sus 

narices tenían un pueblo abandonado, sin color, sin plantas 

y sin vida. Al llegar, los padres de Sonia decepcionados 

se subieron al coche, pero ella no. Ella quería restaurarlo, 

le contó la idea a sus padres y les pareció genial. 

Tardaron mucho tiempo en restaurarlo pero al final,  

consiguieron un pueblo precioso y cada vez venían más y 

más gente. 

Finalmente Sonia y su familia, al ver el gran trabajo que 

Habían hecho decidieron mudarse allí. Todos acabaron felices 

Porque el padre de Sonia fue nombrado alcalde y los habitantes 

Decidieron llamar al pueblo como su restauradora: Sonia. 
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V.3. Composition samples written by students of Bachillerato in English 
as a foreign language 
 
 
1.NCEFBM 

 

Rebecca and her family only were travelled in Europe but they  

had never travelled to another continent. Rebecca was a great  

student, she always get the bestworks in her high school. She  

worked very hard because she wanted to study a career in United  

States. Sheliked sing too and she sang in the high school Choral for 

5 years but she left it because she hadn’t spare time. 

She often enjoyed singing with her friends but there was nothing  

serious. Her true passion was the ski, she practiced evey day. She had 

won two bronze medals in the Europe competitions, She never won  

the gold medal. The champions were two sweddish athletes that she  

hates. This year the winner of this competition and the second  

will reach the possibility of participate in the World Competition  

in Canada. The winner will receive a spectacular trip in two 

places for prepared the Championship. 

Then she he trained a lot and finally she won  

the gold medal. Immediately she used the first trip. She and 

her family visited Argentina for one month.  The trip around 

Argentina was amazing.  They had a lot of free trips but Rebecca 

had to train. Inj the 2nd place thay she chose she could relax  

for prepare the championship. She definitely chose USA where 

she wanted travelled since she was little. So she cought a plane 

and they arrived Argentina. Rebecca  trained once a day and the most 

of the day Rebecca and her family knew a beautiful places 
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in Buenos Aires. 

They were enjoying so much the first trip. They discovered Argentine’s 

culture and life. It was incredible! The month of the travel and 

they must to leave the hotel and they returned  to the French Alps. 

They rest one week to get strength again. Then they travelled to USA, 

they arrived to New York. For this family  was unbelievable this experience 

And they enjoyed the best month of their lifes. In NY they 

knew an American helper who showed them New York. This 

family thinked that NY was the modernest city of the world. 

They travelled to Los Angeles, Miami, Washington  

and Boston. Each city was more spectacular than the last. 

Rebecca  was prepared for the World Championship of Canada. 

She was concentrated but she didn’t win. Rebecca finished 

5th ski athlete of the world. She didn’t mind, she passed 

near to this family the best experience ever. She was so 

excited when his experience ended and she continued to train 

for improve his results. Two years later Rebecca reachs 

the gold medal. She was the youngth athlete to win the 

World Championship. She reached two dreams in her life. 

 

2.NCEFBM 

 

They decided to go to the USA for first time, because one of 

her father friends leaved there. For them, the USA was 

an amazing country, because the number of people, 

the number of stories and the mod of life. 

The 3 firsts days they were always walking in the street 
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Looking at everything, but they started to get stressed. Because 

That, they decided to go on a trip to the mountains. 

They went together with tents and food to stay 

23 days there. First day, they were happy because the 

Freedom, the air, the sound, etc... 

They were very happy with camping. But, second day, her 

parents went for a walk, just they 2; leaving Rebecca 

and his brother alone. Hours later, Rebecca was worried 

because her parents didn’t come back. At night, she was 

frightened because she was learning weird sounds in the 

forest, like shoots. While the day became more 

dark, she felt the “sounds” like if they were 

less far away. When she was trying to sleep, she heard 

someone walking around the tent. She decided to see who was 

there, thinking that it was her father/mother. 

When she saw the creature who was there, she couldn’t believe 

that it was true. It was the BIGFOOT!!!. She quickly toke her 

brother and they ran into the forest. They ran very fast, 

but the bigfoot was faster and it toke them after a not very 

long time. They started to be not concients. When Rebecca started to be 

concient, she saw where she was, in the bifoot’s carvern!!! 

There she saw all her family unconcient. Suddenly, th bigfoot 

became angry because Rebecca. When it was going to kill 

her, the friend of the family arrived and he killed the bigfoot 

with a gun. When all the family was concient, they ran 

as fast they could to the city. Next day, they toke a fly  

to return to France and be safe. When they arrived, they 
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started to believe in things that were “not real”, but it was 

so late because the yeti, bigfoot’s brother, was there waiting for them, 

until the perfect moment to take vendetta... 

 

 

3.NCEFBF 

 

Last June, Rebecca’s parents were decideing where were they 

going to pass their summer holiday. They had seen snow and mountains 

all year long, so they wanted to go somewhere sunny, without 

any cloud or possibility of rain. 

They thought about it a lot of time and, finally, one day. 

Rebecca brought the answer. She had been studying  wild animals 

in school and when she was studying the lion, inspiration had arrived. 

Her parents agreed and began to put everything in order 

to arrange the plane and the hotel. They were going to go 

to Kenia. 

Rebecca was extremely excited, so she decided to study 

a little the place where they were going. She studied the 

lions and the other animals that live there, she studied the 

culture, the tradicitons... 

At last, the day had arrived. Rebecca was nervous when she 

got into the plane but she fell asleep in a few minutes and 

she woke up when they were arriveing, so she didn’t even 

notice the flight. 

When they arrived they used a safari car to go to their hotel 

which was in the top of a big tree. People explained them it was 
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made like that to put all the tourists away from wild 

animals. 

Next day, they decided to do a safari tour, to see in person 

Wild life, and to see also the dessert. 

There was a lot of people there and Rebecca’s parents told 

her to don’t get lost, because if that would happen, it will be 

very hard to find her again. 

But Rebecca was very brave and, she decided to walk 

alone in one of the stops, to see if she was able to  

find a lion by her own. She couldn’t and she came back 

to the car, but all the people was gone. They had forgotten 

her! She became angry but a few hours ago she realised 

it was her fault and she only wanted to come back to 

the hotel. Nobody came to look for her and she passed all 

night hidden behind a big tree. She didn’t want to find 

a lion anymore! When  the day arrived, she listered a 

car and she became happy, her parents were there! They couldn’t 

look for her yesterday because it was late and nobody can 

go to the dessert without any light. They came back to the 

hotel and after that episode, they passed an amazing holiday. 

Rebecca realised that she couldn’t go on her own in places 

like that, and since then, she has been so much mature. 

At last, she enjoyed that journey! 

 

4. NCEFBF 

 

Last summer Rebecca and her family went to the beach because 
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Rebecca was only in the beach one time when she was little. Last 

summer, it was the second time that she went to see the beach. 

Rebecca was so nervous because it was always in the mountains 

With sky’s things. She known swimming very well because in 

her house she has a climated swimming pool. 

The trip was to long and very tired but she said that it was 

a good experience. 

Her family and she went to a hotel with five stars because 

they are rich. 

In the hotel, there was a lot of activities, a lot of young people 

but Rebecca was so shy and she didn’t know how she must 

do friends. One day when she was in the hotel swimming pool 

one boy talked her about a thing about the hotel and she 

answered him. In this moment Rebecca was falled in love and 

the next day in the beach the boy went to her to talk 

with her and go out with boy’s friends. Rebecca wanted 

to stay with this boy and she accepted. The boy’s name 

was David and she was tall with a brown hair and 

she has a green eyes, he was very good-looking. 

Rebecca was very happy in this moment. 

Rebecca was in the hotel two weeks and every days she 

was with David and her friends. 

Last week David said Rebecca that he loved her. And it was 

The reason ehy the trip changed her life. Because 

Now, she has a boy friend, she loves her and they boy is David. 

Now, they have a plans for the future, they think that they 

Are going to married in the same place where was meet. 



Silvia Montero Muñoz         Appendices 

 

342 

 

5. NCEFBF 

 

They went 

to a important mountain next to their village with some 

friends of her parents. One of the child who went 

with them was jack, a handsome guy that she loves since 

the last time they stayed together. The trip started at eight 

on the morning, they must walked for four hours around a 

amazing forest and at the end of the tryp they stop in 

the store of a breathtaking river. The tryp was wonderful, 

it was a nice weather, every people was excited and it 

was very funny. The youngest children were playing to 

a funny play, they searched all type of animals 

that you can found in a forest. The parents were speaking 

about their things and I helped Jack with one school 

project that he must do. He explain me that when her 

biology teacher knew that he’ll go to this forest, she asked him to 

search de lives of different trees and plants and some flowers 

too. At first time, this project loocked stupid but when we started, it 

became amazing. We discovered a lot of plants and we played to 

found strange lives. 

When we finished the game, Jack decided to take photos with 

his new camera. He loves take photos, he’s a professional, 

he can make that a simple place, thing or a person look 

the most beautiful. We decide go a little far of the rest of 

the group, at first time it wasn’t a good idea, we went to far  

away but we found the river so we decide continue the shore 
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like we had a swim-suit we can swam in the river. 

It was so funny, the water was very cold but it 

didn’t matter. He went out the water and he tooke his 

camera, he decided to make a new album and the 

principal subject was me. I was very surprised and 

nervous, it was a terrible embarrassed situation, the guy 

that I love wanted make me photos! We went to different 

places, he asked me that I swim in the river, that I 

jump of a rock to fall down in the water, that I hid behind 

some trees...And some times he left the camera in a tree or 

a stone and we made photos together. We continued to walk to 

the shore of the river and at the end we found our parents. 

They were worried because they didn’t found us but we explained 

was happened and we were apologize. When we were all together, we 

ate next to the river. I played with the children and 

sometimes I stayed with Jack. 

At five in the afternoon we must returned to the village. 

It was a wonderful trip and I think I was in love to 

Jack. 

When we arrived we went to the village restaurant 

for take something for eat, we were very tired and it 

was time to go home. But before Jack asked me 

if I wanted to go with him for made the last photo. 

The sun was falling down and the village was beautiful. 

We went to a field next to the church. He left the 

camera on the floor and he explain me how we 

must stay for the photo. Sudenly he kissed me and at 
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the same time the light of the flash turn on. 

 

6.NCEFBM 

 

She travelled to Quebec, in a little village for practise 

snowboard, her favourite sport. 

Rebecca went to the airport at 8 o’clock in the morning 

with her parents because it was a long trip, they had 

the problem with the wear, It tell in the airport, 

but it wasn’t a very big problem. 

In Montreal they went to the hotel called 

“la maison de la grand-mére”, her room was the 

number 13 but she didn’t considered it a problem. 

At the morning she saw the mountain with the snow 

and she decided to do snowboard but she forgot her 

board in her home, she believed that the travel was 

A desaster. 

When Rebecca rented the board she started to do 

Snowboard. 

The oder days was the same history, but the 

day four was a disaster, while she was doing snowboard 

She fell in the snow but it was seven o’clock 

In the evening and anyone was around her… 

At eight o’clock anyone was around her, she was cool and 

she believe that she broke one leg… 

At this time in the Hotel her father’s excited because 

every people was around the ski slope, there doughter 
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Was lose. 

The people that worked in the ski slope searched Rebecca 

in the ski slope, but Rebecca was lose. 

She was cool, she wanted wather and food, she was 

very bad. 

After the night every people searched Rebeca but, she wasn’t 

apearing. Rebeca dead in the snow. 

After a month the police saw a body in the snow 

anyone knew that It was, she was Rebbeca. 

 

7.NCEFBF 

 

They went 

to a very beautiful camping in the US, very close to the Colorado. It was summer 

and everyday was sunny and hot. There, they had a swimming pool and there were 

a lot of people. 

Rebecca was having a bath on the pool when Lyra fell into the ground. 

Rebecca helped her, also she asked how old was she. She was fifteen too. So, Rebecca and 

Lyra started talking about themself asking questions, telling hobbies...Lyra  loved 

listening to music and go out with her friends, like Rebecca. She was from Quebec, 

Canada, so they could talk in French. The next day they met at the swimming pool at 

4 pm, since this moment they had been meeting at this time, in the same place. Their parents 

become friends too, so the two families went to the Colorado together. There, 

while Lyra and Rebecca were taking photos their parents, their parents continued walking.  

Lyra and Rebecca get  lost 

Lyra thought that they should wait for their parents there because they have to 

turn back, but Rebecca said that they should continue walking to look for their parents. 
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They did what Rebecca said. So they get more lost. Three hours 

walking, they felt tired, so they stopped to eat some chocolate from 

their bag, and also some water. They did not feel frightened and the took more 

photos, for them, it was exciting. Lyra and Rebecca turned back, because their parents 

will be frightened. They saw a lot of wild animals and the view was marvelous 

and amazing. 

At the end of this exciting trip, they saw their parents, who were at first angry 

but then not. When Rebecca and Lyra came back home, they continued talking by 

Facebook. Everybody saw their photos and commented because they were beautiful. 

So, today, is also summer, Lyra and Rebecca are in the US, at Colorado, they have 

40 years, and their children are there too, all together, all friends. But this time anyone 

get lost. Every year, the two families go on a special exciting journey and Lyra and 

Rebecca have fun like the first time they met. 

 

8.NCEFBM 

 

Last summer, Rebecca and her family decided to pass their 

Holidays in a different country. So, they chose China. 

When they decided that country, everybody at home was very 

excited but they had a terrible problem. Who will speak chineese? 

Her father, Robert, bought a dictionary and they studied some 

importants words like hello, thank you, etc. It was wonderful 

because the little Rebecca’s brother, who was 8 years old, spoke very 

well. 

When 1st July arrived, they went to the airport, her father, 

her mother, and her little brother were waiting for three 

hours because there was a problem in the plane. 
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After ten hours in a plane, they arrived to China’s airport. 

They got their bags and they went to the hotel. 

In the hotel, they decided to have a nap because they were 

so tired, but Billy. Rebecca’s brother didn’t want to sleep 

and he came downstairs and he started to revise all the  

hotel, when he found a little letter. It said: go to the 301 room. 

Open with this key and introduce you in a wonderful world! 

Billy went to his room and he woke up his family. Anyone believed 

what he said but finally, the family went to the 301 room. 

While they were opening the 301 room’s door, an old Chinese woman said 

them: if you want to enter, you will have an amazing trip. 

So, the family opened the door and they were in a big jungle. 

They found another letter. It said that they should find the 

three gold skulls and brought them to a big monkey and 

they will can return the hotel. 

Firstly, they searched in a big cave while they were looking for 

a big terrible bear with two guns and it could talk, and the 

bear said them that he was going to tell the, but the mother, 

Gina, had a knife in her bag and she thought it, and 

the knife killed the bear. After that, the big monkey gave them 

two guns, and three knifes. 

When they were searching in a beach Billy found the first one under 

a big rock but a bad man who was searching too the skulls 

wants to kill him, so Robert, the father, kill the bad man. 

Rebecca looked inside the man’s bag and there was another 

skull, so they hadn’t had one skull yet. 

It was the big monkey who had it. The family make a plan 
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for kill him and have the last gold skull. 

Robert fought with the bog monkey, but his soldiers fought with 

Rebecca and Billy. While they were fighting the mum, Gina, caught 

the last skull and, when she put the three gold skulls and 

a big door appeared. 

Finally, Billy, Robert and Rebecca stopped fight and the family 

pass the door. They were in the hotel and the old Chinese 

woman was there. It had just passed two minutes. They were 

very excited and after that, they visited Pekin, but the most 

interesting thing they did was enter on that room, the 301 room. 

 

11.NCEFBF 

 

For the fist time she travelled to Europe, to the love’s city, Paris. 

She went with her family, her father, her mother and her sister. 

The trip was a surprise, it was the present for her fifteen anniversary. 

They visited the spectacular “Champs Elysées”, The Triumph Arc, the 

Opera, the “Bastille” and the most famous landmark in paris; the 

Eiffel Tower, an enormous tower in the center of the city. When 

Rebecca saw it at fisrt she can’t say any words and after she 

said: is the most beautiful thing I’ve never seen in all my life. 

Her family and she bought the tickets and up the tower, it was a  

little beat expensive but it didn’t mind because the vire was 

Breathtaking and so beautiful. 

When all the family downed, there were so many people and 

suddenly a man stole Rebecca her travel bag, where she brought 

the camera, the maps, the money...But at this moment a young 
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run after the man who stole Rebecca. The young achieved him 

and caught the bag and he brought her her bag. When Rebecca 

saw him, the young who recovered her bag, she felt in love with him 

and the young the same. The name of the young was Pierre. 

Pierre and Rebecca met some days in Paris, he saw her the city, 

they ate in beautiful restaurants near the Sena River. It was completely 

a teenager’s love story. He was nineteen and she fifteen, but 

the age didn’t mind because they was in love. 

But the trip was finishing and Rebecca would return home. Rebecca didn’t want 

return she wanted stay in Paris and live with Pierre, The Rebecca’s parents 

didn’t want that, they said that Rebecca was so young. The parents gave up 

and Rebecca stayed in Paris with her love. 

It have already spent more than four decades and she still living in Paris 

with Pierre. They have two children and they visited Rebecca’s parents very 

often. 

The teenager’s love stories don’t always end badly. 

 

12.NCEFBF 

 

This journey was very important because she knew a very 

Especial person, named Alicie. 

Alicie was a young girl at the same age that Rebecca, 

but she had a problem, she had cancer, and she 

will had died in 2 months. 

Rebecca went to Hamaica for her summer holidays, and she 

thought that she was stayed all time boring in the beach. 

But one day, when she was reading a book in the 
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beach, she saw a Alice. 

Alice was stayed in the beach, near to the shore 

of the see, and she was very happy, but her aspect 

was very damaged, she was very white face, she hadn’t 

hair and she was very thin. 

Rebecca decided to go to her, and she will start to 

talk. Alice told her all about her life. 

Rebecca felt very sad and she decided to help her, for 

that the 2 months of the Alice’s life will be 

fantastic. 

They planend the breathing things like, 

do riskes sports, like “puenting”, “rafting”, have a date 

very romantic, etc. 

And they will do all their plans and the same time she 

found a beautifull friendship. 

At the end of Rebecca’s trip, when she went to say 

good bye Alice, Rebecca learned that Alice was died. 

Rebecca was so sad because she loved her friend, and 

she didn’t can to say good-bye her. 

When she returned home, she saw all the photos that 

their have, and she says: 

“I never forgor Alicie” 

 

13.NCEFBF 

 

Sunday the 17th of June Rebecca and her family decided to go to the river. The 

river was a place between the mountains and many families go there to 
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spend their weekend or a day. Rebecca loves swimming. She swims in a team 

but in summer she doesn’t do it because the gym where she does it is closed. That’s  

why they went to spend their weekend to the river, to swim and to be in 

contact with nature. 

His parents are biologist and they are in a project about water plants. So,  

by the time they work, Rebecca could be swimming. They want out at 5 o’clock 

a.m and they arrived at 8 o’clock. The place was a little bit far so they 

have had to wake up early. When they arrived, they took out their bags and all 

their things. Then, they went in to the little wood house where they will be staying for 

7 days. 

After that, they went for a walk to know the zone. It wasn’t very big but 

it was a place with a lot of families. Rebecca put her swim suit and she went 

swimming. Rebecca was a funny and open-minded person so she will be able to make 

friends quickly. The first day, she met Adam and she felt in love at first time. 

They started to go all the days swimming to the river because as Rebecca, Adam 

was a national swimmer with six gold medals in his category. They became 

true friends and they started to see that they could be more than friends. Adam 

has seventeen years, that was a problem for Rebecca’s parents because they told her that 

Adam was going to be only a “summer love”, That he won’t love her like she 

loves him. 

But Rebecca knew that it wasn’t true. She knew the form like their eyes look her, their 

smiles and all the things about him. 

Both parents where angry because about the distance but they know that they will be 

together, distance doesn’t matter. 

Adam lived in Spain and Rebecca in the Alps, they know that they couldn’t be all the 

days together but that wasn’t a matter. 

Holidays where finishing and time to be together aswell. They promise that they 
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will never lose contact. Finaly the day arrived. The day that they will never be 

together, Adam gave her a t-shirt with their names and their date and Rebecca 

gave him a photo with a letter. They thought that they will never be together again, but 

destiny is intelligent. Adam went living to the Alps and now they are married and 

they have two children and a dog. 

The most important thing is that is that impossibles could be and that live is a surprise with 

many presents, moments… 

 

14.NCEFBF 

 

My parents didn’t tell me where were going to go, so it was a 

mysterious trip. The day before the trip, they told me to prepare 

everything and I must take clothes to cold. That night, I couldn’t  

sleep because I was so nervous. 

While I was sleeping, my parents waked up me earlier in the morning. 

Later, we caught a plain to China. I couldn’t remember! 

In this moment, I was a little bit terrorised because I always heard 

scandalous things about this country; the wars, the pollution, the earth-quakes, 

etc…I was going to change my life and I was becoming a “city 

girl” 

After the long trip, we arrived to a small village. It was breathtaking! 

It was exactly like my home so, for the first time, I felt protected 

and confident in another village. 

I decided to go for a walk and see the small village called 

Saam…It couldn’t be, it had the same name that my village but 

with another order. 

I continued my walk. It was a big forest where there are any houses. 
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But, suddenly, I found one exactly like mine. That begun to be 

strange. 

I’m very courage, so I went in the house… 

My parents were in the resort so I was completely alone there… 

But when I was inside the house, I saw my parents and I 

saw me! I went immediately and I called my parents. I 

didnt hear any mobile phone…I talked with my mother and 

she told me that they continued in the resort. I replied her that it 

was imposible and she said to me that I discovered the reason of 

the trip. I went in the house for a second time, and I decided 

to talk with “my family”. They were twins of me and my 

family. They talked in the same way and they did everything like 

we. 

I returned to my real family and they told me the story. They were 

our twins. My family and they were born at the same time, in 

the same day. It was very amazing and breathtaking, sure, but 

it was frightening too. 

A few months later, I learnt to live with this and I learnt 

To not be frightened with this special situation.  

 

15.NCEFBF 

 

Every year, Rebecca’s younger sister chose where the family would go, 

but this year, it was Rebecca who chosed. She wanted to go to Moscow. 

She had always loved the eslave’s culture and Russia was the 

greatest example of the country she wanted to live in, at least she 

though that. 
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Moreover, her love for the Russian culture and here desire to improve her 

Russian weren’t the only reason why she wanted to travel there. 

Her favourite group, Memphis May Fire were going to perform some songs 

at the National Theatre of Moscow on July the 15th, and she couldn’t 

miss the opportunity of seeing them in the                       . 

At first, her parents didn’t like the idea very much, because the trip was 

going to be expensive and none of them except Rebecca knew Russian, 

but it was their douther’s wish, so they bought some tickets and gave them 

to Rebecca the day of her birthday. June the 15th, exactly a month 

before the performance. 

I swear her face was shining, shining, I said! Even if she tried, she 

couldn’t stop smiling, and I bet she cried a little bit who wouldn’t 

care if he knew his dream was going to happen just in a month-time? 

The night  before the flight, Rebecca couldn’t sleep at all, she left 

every single past of her body full of adrenaline, or whatever, and 

she spent the whole night listening to Memphis May Fire and making sure 

she knew all the lyrics. 

Once in Moscow-they arrived the 10th of July and were going to stay 

two weeks. Rebecca guided her parents and sisters through the unknown 

streets and places, because she had read and seen so many about the 

city that she, by her own could not like a guide. 

However, and even Rebecca’s high Russian level, at the restaurant they 

ordered something none of them liked, but Rebecca ate it all, just 

because it smelled well. Bad idea that food brought her about a 

stomachache, a terrible one, and she had to go to the hospital 

because it was soon the pain that she was almost crying. 

At the hospital, the doctors told her she had been intoxicated by something 
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and they had to make her a stomach pump. Normally, people recover all 

strength and stuff the day after, but the stomach pump made her puke and 

feel bad for almost 4 days. And ,suddenly, she realized it was only the 

14th. It was the day before the concert and she was still sick! Fifteen 

years waiting to see them, and an intoxication wouldn’t stop her. So she 

escaped home, or hotel, or whatever. 

She escaped and went to the National Theatre of Moscow, where was 

a queue of almost 1 km of length. She couldn’t do anything but wait. 

After a few hours waiting to pass, some policemen came with a 

megapone, and said: “Rebecca Moore. Rebecca Moore, precise come 

here” she felt impotent, but luckily, she had an idea she hid behind 

a track and waited until the policemen went away, then she returned to 

her place in the queue, but, wait! What was that? An vip pass was 

on the ground! She quickly took it and put it around her neck, and then 

just went straight to the door, showed the vip pass and entered. 

The room was dark, very dark, but she saw a light at her right. 

She went there, but was blinded with the light. When she recovered 

her sight, she realized she was at a room full of people, and the  

members of Memphis May Fire were there! All of them! She didn’t  

know what to do, but she was a brave girl, so she went straight through 

the people and reached the lead singer. She started talking with him, 

and in fact they had much in common, so they became friends. 

Half an hour later, the lead singer went to the scene to perform, 

and Rebecca stood there, looking at him and enjoying. 

Unfortunately, she started feeling the pain, and fell down. Some 

good friends took her to the hospital, where she had her stomach 

pumped once again. 
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When she woke up, she saw her family and, Memphis May Fire! Looking 

at her and wondering whether she was or nor okay. She smiled 

and the lead singer explained her he liked her very much, and 

wanted her to go with them on they tour in Europe. Her parents 

didn’t want to, but finally they allowed her and she visited 

almost 15 countries with the group. 

It was the best holiday experience ever. 

 

16.NCEFBM 

 

They all got 

a plane and flew to the Carabean. 

They were reaching the islands when they when they saw an incredible 

shiny blue sea. That’s when they noticed they were in the Carabean 

islands. When they landed, a man came and took them to the hotel as 

a choffer. On the way they saw the fabulous cities that had 

enormous skyscrapers, many colours, cars and strange restaurants 

with wild music. 

When they arrived to the hotel, they were astonished by the 

giantness and luxury of it. Everything was marvellous. The beach was 

nearby and also the city, there were loads of palm trees and the place. 

Rebecca had an incredible time visiting all the places of the 

island. They ever made scooba diving on the beach. 

At night, Rebecca and her sister Sally whent to the city to 

have some party. There was lots of people dancing with incredible 

dresses the music of the discotecs. 

They days passed in the Caribean islands and Rebecca’s family had, 
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surfed, dived, eaten spicy food and gone to a safari. They surely had had a 

great time. However, Rebecca has also many other journeys to remember. 

She and her family had gone to many other places 

such as Egypt, Mexico, Canada, India, Greace and other countries I can’t 

remember. As you may see, Rebecca’s family don’t waste their time 

staying home on holidays. 

 

17.NCEFBF 

 

One day, a letter arrived. It was to Rebecca for Andrea. Andrea was 

her best friend at school, but she went to live to Australia eight years 

ago, because her father worked here, and the family wanted to be 

and live with him. 

Rebecca haven’t seen her since they had seven years, but they sometimes 

wrote letters and talked by skype, they were and they are the best 

friends on-line. 

But the letter changed Rebecca’s live, it said… 

“Dear friend Rebecca, 

I miss you so much, I want to see you …[…] 

So if you want, you can come to Australia with me for one month, 

after this, maybe I go to retourned for one week to the French Alps to see my 

grand-father because he’s ill. 

I want that you come so I give you this money… ;  ) 

YOU MUST COME, I LOVE YOU” 

Rebecca was excited and funny, she accepted! His parents didn’t like 

the idea, because they thought that she was very little, but… 

they accepted too. 
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Her trip started the 1st of July. It was the first time she was in airplane, 

she was frightened because she was only 

but in the airport, after a lot of hours, her best friend Andrea was 

waiting her. They were together now. They were in a dream. 

For one month, they make a lot of things. 

Andrea showed her a lot of breathtaking views, she met with her 

friends, they took a lot of photos, they talked about boys, studys, 

family, all the things interesting in their lives. 

But the 31 arrived and they were said, they cried a lot…and hugs. 

Rebecca returned to the French Alps. 

Now, she remember this travel how the best trip on her life. She 

continue talking and seen on-line to Andrea all the days. 

But…she didn’t know that Andrea as a surprised for her. 

She’s going to Rebecca’s city the next month! 

 

18.NCEFBF 

 

A year ago, Rebecca’s parents decided to have a baby. 

Rebecca was alone at home and they thought it would  

be a good idea. But it wasn’t possible, Rebecca’s mum, Allie  

had some serious problems and she lost the baby. 

It was a really sad news, everybody were so happy with 

the pregnant. 

One day while Rebecca was watching TV, she saw something 

that she loved. It was  an addvert releated with kids 

in Africa. An organisation called “Life in your hands” 

was asking for money to buy medicins for kids. She  
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thought it was a good idea and a good way to help 

them, she found there the posibility to have a “brother” 

helping him. She was really excited and she run to tell 

their parents, but what she didn’t know was that 

their parents decided to adopt one of those kids. 

-it was amazing-thought Rebecca. 

They began to prepare all the documents, pass the 

Interview… 

And now, the moment have arrived. 

They were exiceted but very nervous too. 

The trip was so long and when they arrived to Senegal 

they were really tired, but it won not a problem to 

meet the new member of the family. 

They went to the orphonat. It was an old house made 

of stone. Inside it was freezing althought being 

on Afrique. 

It’s difficult to describe what Rebecca felt when she saw 

the happy boy with his brown curly hair and his brown 

litle face. 

It was a strange situation. After live in an orphanat with 

others boys and girls during 3 years and not to 

see your mum because she doesn’t want to, it’s weird 

to being a new live with a new family. 

His new home was arounded of love. 

Simon was so happy with his parents and he 

loved his sister. 

When they arrive to France, Simon was impresioned 
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With the sight, the big mountains, the green trees… 

his life had changed. 

The other day I met Rebecca, now she is fifty 

and she is still exiceted when she remember this trip. 

She told me a sentences I won’t forget: 

“It was definitely a journey to remember” 

 

19.NCEFBF 

 

All begun when Rebecca get lost while she was walking 

her dog. It wasn’t her fault, it was because of her dog, 

well, in reality, it was weather’s fault. It was strange, the 

sun was shining but a very big cloud hide it. In four 

seconds the clouds were all over the sky. 

So Salt, Rebeca’s dog, get frightened and just  

start running, so when Rebecca try to chased 

salt, they get lost.  

Rebeca’s parents goes out to try to find her, but by the 

time the four of them where together it was already 

raining. 

When they were at home, they change their wet clothes and goes to 

bed. 

In the morning, they felt a bit stange, but they 

think that it was nothing and anybody said a word. 

But the storm of the last night wasn’t a normal 

storm. 

In reality, it was a very specially storm because when 
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they wake up in the morning, they weren’t the same 

persons as before. 

Rebeca could hear others thinking, her mother could teleport 

to wherever she wants, her father could fly and her dog 

could speak. 

They didn’t know anything of this until the summer ends, 

but it is another story. 

Yes, it was a journey to remember, a trip that they  

will never forget. 

 

24.NCEFBM 

 

I tell about 

how changes her live. Last summer Rebecca travelled 

to America with her family. They went to the Amazonas 

jungle. They did a trip for a river by ship. They 

looked animals, plants, …They went with a driver-ship 

but, suddenly when they were relaxed, fell 

for a waterfall. The ship broke because  

fell in a stone. They were good but were in the 

middle of the jungle without water, eat, telephone…They 

can’t call to someone for help. They walk for the jungle and 

found a cave with lions. When a 

lion woke up, Rebecca and her family began to run 

very fast. They arrive to a little mountain and found a 

family, run to a house. They followed to the monkeys 

and found a man in the house. They told the story to 
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the man and he gave a phone for call. They  

call to the police and they went to the jungle in helicopter. They 

caught to Rebecca and her family and went to the hotel. 

        

IV.4. Composition samples written by students of Bachillerato in Spanish 
as their mother tongue 
              

   
1.NCSNABM 

 

Todo comenzó años atrás 

cuando su padre fundó una empresa de Ski muy innovadora. Sonia 

siempre había demostrado unas cualidades innatas por el dibujo y  

ayudaba a su padre en lo que podía. Su madre era cofundadora, 

era una mujer guapa  e inteligente y se licenció en ingeniería. 

Toda su vida había vivido en la ciudad. Al contrario, su padre 

era un hombre seguro, resuelto y con muchas ideas pero solo 

había salido del pueblo para estudiar. Se licenció en Marketing y  

publicidad y conoció a su mujer. Ambos decidieron vivir juntos en 

el pueblecito que habitan actualmente, un lugar apartado del agovio de 

las grandes ciudades y donde siempre habían deseado pasar su vida. Al 

tiempo de mudarse tuvieron a Sonia que se crio en un 

ambiente apaciguado, tranquilo en el que le gustaba vivir. No le  

importaba pasar su juventud en un entorno rural sin grandes 

preocupaciones. 

Skydreams, empresa familiar, estaba funcionando realmente bien por 

el Norte de España. Con tan solo tres años habían pasado de 5 a 

50 trabajadores multiplicando su producción y sus beneficios. Las cosas 

iban sobre ruedas, estaban ganando grandes cantidades de dinero 
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y se pagaron un viaje a Estados Unidos. Visitaron casi toda la  

costa Este. En New York conocieron a un inversor llamado  

Kyle Bremer. Pasaron varios días con él y le contaron su proyecto. 

Kyle era canadiense y muy aficionado a los deportes de nieve. 

Casi a punto de acabar el viaje les ofreció una financiación de un 

año entero vendiendo sus productos en tres puntos estrategicos, Chile, Suecia 

y Canadá. A la madre de Sonia le apetecía mucho esa oportunidad y 

podría ser una gran fuente de beneficios. No tardó en convencer a su marido 

que aceptó la propuesta. 

Sin embargo Sonia no estaba muy convencida, le encantaba su pequeño 

pueblo y allí tenía toda su vida. Un año le parecía mucho tiempo fuera 

y desconfiaba del inversor norteamericano. Sus padres no contaron con su 

opinión y firmaron todos los papeles. Era el momento de marchar, 

el primer destino era Chile, cuando partieron era verano y cuando llegaron 

a Chile era invierno. El primer mes fue de adimetación. Sonia estaba  

triste y no tenía nadie con quién hablar. Los chilenos atraidos  

por las grandes ofertas de Skydreams compraron sus productos. La 

campaña fue un éxito y los padres de Sonia estaban ciegos por  

el dinero. Negociaron las condiciones y los porcentajes con el inversor, 

ambos ganaron mucho dinero. La 2ª campaña fue parecida, el primer mes 

de adimetación y los tres meses siguientes la misma estrategia 

vender, vender y vender. Sonia se aisló de su familia, sabía que no 

podía entablar grandes amistades ya que esa experiencia duraria apenas 

4 meses. La 2ª campaña consiguió cubrir los gastos pero no hubo demasiadas 

ganancias. Las últimas dos semanas en Suecia le fueron eternas a Sonia 

que ansiaba volver a casa. Aún le quedaban 4 largos meses en 

Canadá. Llegaron a territorio canadiense pero sin embargo esta campaña 
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falló, el inversor retiró su patrocinación y les dejó en Canadá solos. 

Sus padres estaban destrozados y regresaron a España habiendo perdido 

mucho dinero. 

A los pocos días su madre cayó enferma y murió, Sonia  

estaba pasando los peores momentos de su vida y entró en depresión. 

Comenzó una terapia de ayuda en la que relato su experiencia un 

año atrás. Muchos adolescentes habrían soñado con ese viaje pero 

sus padres estaban locos por el dinero. Consiguió recuperarse y pensó con 

su padre que por recordar a su madre celebrasen un torneo 

 de Ski. El torneo tuvo gran expectación y fue creciendo año 

tras año. 

Actualmente es todo un éxito y su padre dedica parte de su dinero  

a ayudar a jóvenes con problemas. Sonia acabó sus estudios de 

arte gráfico y colabora con su padre en Skydreams. 

 

2.NCSNABM 

 

Ese año decidieron ir a China, a casa de un antiguo 

amigo de la infancia de su padre. El viaje fue 

largo y algo caro, pero la idea y ganas de viajar  

superaban con creces el malestar temporal. Al llegar allí, 

a pesar de estar cansados, y de largo rato de bien- 

venida que tuvieron por parte del amigo, todos ellos 

estaban entusiasmados. Los primeros días fueron algo 

extraños, ya que desconocían todo por completo, pero 

pronto la familia se adaptó y empezó a disfrutar 

al máximo el estar allí. Un día, Sonia acom- 
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pañó al amigo a su trabajo en una gran fábrica/ 

empresa, en la que era físico. Todo allí, para ella, 

era fascinante; pero pronto se encontró con algo muy 

chocante: La gran polución que allí se producía, y el 

completo desinterés que se mostraba ante ello. 

Sonia, quien quería ponerle remedio a pesar de sus ínfinas 

probabilidades de hablar siquiera con el "jefe", empezó 

a analizar el problema junto con el amigo, mano a 

mano, puesto que tres meses de verano dan para mucho, 

y más en China. Al principio todo era tonterías 

y delirios sin sentido; pero poco a poco, entre los dos, 

y mientras la familia se iba de turismo, iban en- 

contrando soluciones al gran problema. Un días, tras 

semanas de duro trabajo, el amigo presentó el pro- 

yecto ante todos los directivos; los cuales terminaron 

aceptando el proyecto, aunque a duras penas. Esa misma 

noche fueron todos a celebrarlo, y durante toda su 

estancia allí la felicidad corría por sus venas. La des- 

pedida fue dura, pero Sonia ya veía claro su futuro. 

Tras todos estos eventos, Sonia se puso a trabajar duro 

para "salvar al planeta" a través de la física y el conoci- 

miento, de la mano de la cultura; y a pesar de vivir 

en aquel lugar remoto. Tras años de duras investigaciones, 

Sonia consiguió un combustible a base de nieve, lo que 

la llevó a lo más alto y, quizás más importante, puso su 

granito de arena para "salvar al planeta", trabajo a terminar por generaciones  

futuras. 



Silvia Montero Muñoz         Appendices 

 

366 

 

4.NCSNABF 

 

Los padres de Sonia no tenían vacaciones de trabajo ese verano y al comunicarselo a 

Sonia, ella se puso muy muy triste. Es por eso que los padres hicieron lo imposible para 

conseguir ir a la playa, lo consiguieron y la dieron una sorpresa a Sonia, la 

llevaron a la playa, a Torrevieja. Ella en ese momento se convirtió en la chica más feliz 

del mundo ya que iba a aprovechar la playa al máximo. Los primeros días 

no conocía a nadie y pasaba los días al lado de sus padres, aburrida y 

echando de menos a sus mejores amigas. Pero un día ella estaba tomando 

el sol con los cascos y su móvil y se la acercaron unos jóvenes, de su edad 

aproximadamente, que la iban a pedir el balón de futbol que estaba al lado de 

su toalla de rayas. Ella en el instante de quitarse los cascos y mirar a aquel 

grupo de chicos se enamoró de uno de ellos, les dejó el balón y acepto jugar con 

ellos. Esa tarde para ella fue genial, se divirtió como nunca e hizo cantidad de 

nuevos amigos, aunque la verdad que sólo se interesaba por uno, el famoso David. 

David era un chico alto, moreno, con ojos verdes y de piel morena por el sol, 

ella decía que era un chico ideal. 

La noche del sábado Sonia fue invitada a una fiesta en la playa, como era 

por la noche Sonia pensó que no la dejarían pero la respuesta de sus padres la 

pintó una sonrisa de oreja a oreja ya que fue un sí. Esa noche Sonia 

se puso un vestido azul turquesa precioso que hacía juego con su gran sonrisa 

Esa noche fue la mejor para Sonia, David se la declaró. La dijo que si quería ser 

su novia, que llevaba tiempo fijandose en ella, ella sin pensarlo dos veces 

aceptó. Fue una noche perfecta. 

Pasaron unos días perfectos. Sonia se lo contó a su madre su madre la 

felicitó pero ambas se dieron cuenta de una cosa... el verano no dura 

para siempre y Sonia volvía a los Pirineos en cuestión de tres días. 
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En ese momento a Sonia se le cayó la sonrisa al suelo se puso tan 

triste que comenzó a llorar como la niña más infeliz del mundo. 

Llegó la hora de quedar con David y este le preguntó que la pasaba, ella 

se lo contó y ambos se preocuparon por la situación. Llegaron al acuerdo 

de no llorar jamás, reír y sólo reír y aprovechar el tiempo juntos. 

El día de la despedida fue el peor pero David la dijo: 

-Estes donde estes siempre te recordaré. 

Ella bañada en lagrimas le dió un beso que ambos jamás olvidarían. 

Fue por eso que el verano de Sonia fue inolvidable, ella conoció su primer 

amor. 

 

5.NCSNABF 

 

La madre de Sonia es profesora en el colegio del pueblo, 

enseña todas las materias a niños desde los seis años 

hasta los doce pero lo que más le gusta enseñar son los 

idiomas, nació en un pequeño pueblo francés y domina la lengua 

de la región a la perfección. Cuando se hizo mayor viajó 

a Inglaterra donde conoció al padre de Sonia que estaba 

acabando la carrera de turismo. Empezaron a conocerse, a 

ir juntos a clases de inglés, buscaron un trabajo juntos donde 

poder practicar el idioma y a los pocos meses se enamo- 

raron. Cinco años después, llegó a su vida Sonia. 

Sonia es adoptada, nació en una aldea de Guatemala, llegó 

a su familia con apenas siete meses ya que su madre no 

podía tener hijos. Siempre ha sabido sus origenes aunque por 

alguna razón, no necesariamente extraña, nunca ha mostrado ningún 
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interés especial por conocer el lugar donde nació ni cual 

podría ser su familia biológica. 

Cuando cumplió        años, su padre puso en marcha la idea 

de enseñarles tanto a ella como a su madre las que él 

consideraba las siete maravillas del mundo. 

Con la facilidad en el dominio de los idiomas de la madre 

de Sonia y con todo lo que él sabía de turismo y otras 

cosas; un 24 de junio, el octavo cumpleaños de su hija, 

pusieron rumbo a su primer destino: Paris. Durante un mes, 

recorrieron con detenimiento cada uno de los puntos más 

famosos de la ciudad del amor. Sonia aún recuerda como 

su padre intentaba impresionarlas con miles de historias, divertidas 

y fantasiosas sobre todos aquellos monumentos. 

Al otoño siguiente bajaron a España; este viaje duró algo más, 

visitaron Santiago de Compostela en Galicia, Barcelona, Segovia, 

Madrid, Sevilla, Córdoba y Granada. 

El décimo cumpleaños de Sonia lo pasaron en Inglaterra, visitaron 

todos los lugares donde sus padres se habían conocido. 

Un año más tarde viajaron a                    y al año siguiente a 

Moscú. 

Cuando Sonia cumplió trece años, su padre les llevó a 

China, con catorce a                   y a los quince...Después 

de infinitas horas de vuelo, Sonia abrió los ojos en un país 

conocido, el día de su decimo quinto aniversario, su padre les 

llevó a Guatemala, para él no era solo la última de sus 

siete maravillas por su majestual belleza en casi todos los sentidos 

sino porque este país le había regalado su más precioso tesoro. 
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Después de este viaje, después de haber vivido una experiencia 

como aquella, Sonia no podía imaginar como nunca antes 

se había parado a pensar como podía ser este lugar. 

Aunque el año anterior habían estado en                 , el 

paisaje de este lugar, por muy parecido que fuese a muchos 

otros paises, no se podía comparar con ninguno. 

Una enorme masa verde cubría todo el horizonte, todo tipo 

de especies animales exóticos vivían entre los árboles de 

los bosques y selvas. Playas de arena negra debido a las 

erupciones volcánicas. 

Lagos rodeados por más árboles, por volcanes. 

Colores rojos, anaranjados, amarillos, rosas eran los protagonistas 

en el ambiente de la ciudad. 

A pesar de los muchos conflictos que se podían encontrar,  

del cuidado que había que tener cuando andabamos por 

ciertas partes, la gente era humilde, buena, ansiaban vivir 

cada momento y disfrutar de todo. 

Fue en este país, el mismo que la vio nacer, donde aprendió 

los verdaderos valores de la vida, se dio cuenta de que 

era privilegiada por muchas cosas. Sintió que esos momentos 

la habían completado como persona como ninguna otra cosa 

lo podría haber hecho. Tenía todo el amor del mundo por 

parte de sus padres, sabía valorar el poder de una familia 

y un lugar y además, conservaba todo aquello que solo personas 

de un país como este podían tener, como la humildad, las ganas 

de vivir, el saber apreciar, el saber ser feliz y el ser consciente  

del más mínimo detalle y demostrarlo, a veces, con una 
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simple sonrisa. 

 

6.NCSNABM 

 

Era 29 de Septiembre justo poco después de comenzar las  

clases, Sonia recibió un mensaje al móvil después de un 

día agotador de clase, en él su madre la alarmaba 

de la muerte de su tio abuelo Parisino, Juan. 

Ella se presuró a llegar lo antes posible a su casa para 

hablar con sus padres, muy apenados ya que era muy cercano  

a ellos. 

En ese momento fue entrar por la puerta y ver las caras 

angustiosas de sus padres tras el fallecimiento y le mostraron 

la situación, tenían que viajar a París para su entierro y 

arreglar los tramites y papeleos necesarios. Pero este viaje no 

era de meses si no de uno o un par de años. 

Ella muy lastimada por la noticia discutió con los padres 

sobre el viaje, no es agradable para ella dejar su casa 

sus amigos y sus vivencias para adentrarse en un nuevo 

país del cual conocía poco el idioma. Pero así tuvo que 

asumirlo. 

El día 1 del mes siguiente tuvieron que volar hacia la ciudad 

Parisina o mejor dicho la ciudad de "L´amour" como solían 

llamarla. 

Cuando llegaron tuvieron que adentrarse en el verdadero 

París pero por suerte el tioabuelo  vivía en una zona de 

cache, una zona que era bastante de su agrado ya 
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que no estaba acostumbrada a eso. 

Su padre trabajaba en una empresa de fabricación de  

zapatos que no estava en su punto alto y su madre 

hacía unos trabajitos de limpieza en algunos portales pero 

no era sueldo seguro. Pero ella siempre tenía en su pensamiento 

llegar a poder estudiar medicina dentro de unos añitos. 

Por suerte tenía a sus dos hermanas y a su hermano 

ya independizados que podían ayudar a sus padres a 

pagar los estudios. 

Después de el entierro y el papeleo descubrieron que 

su tioabuelo tenía unos millones escondidos para sus 

futuros nietos, sobrinos... Eso implicaba unos 

meses más en París disfrutando de crepes y monumentos. 

Pensando en no volver en una temporada a su ciudad 

natal asumió la estancia y empezó a estudiar allí al igual 

que a realizar su vida social. 

Conoció a un chico que le cambió por completo la 

perspectiva que ella tenía de los chicos, en resumidas 

cuentas, la hizo sentir las mariposillas en el pecho, 

a sonreir y a vivir la vida amorosa de París. 

Un día antes de su regreso Martín, así era el nombre 

del chico se despidió de ella llevandola de noche a lo 

alto de la torre Eiffel donde le proporcionó un beso en la 

mejilla haciendola sentir la chica más afortunada del mundo 

por haber llegado a hacer ese viaje. 

Desgraciadamente al día siguiente tuvo que volver a Madrid 

lo cual no era de su agrado pero así tuvo que asumirlo 
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con la esperanza de volver a ver y oir el nombre de Martín. 

 

7.NCSNABF 

 

Este verano, como motivo de la comunión de su hermana pequeña 

Carlota, toda sufamilia, se fue de viaje a Grecia, a una isla Cíclada 

muy bonita y conocida llamada Santoni. Son una gran familia: Ella, Carlota, 

Marcos, Luis y sus padres. Llegaron a Santoni temprano y se alojaron 

en un pintoresco hotel griego, pero lo que Sonia no sabía es que en ese hotel, 

muy cerca iba a estar alguien muy especial. Ese mismo día visitaron 

la isla, las playas, las bonitas iglesias, las casas en azul y blanco tan 

típicas griegas... Por la tarde en una placita, había una festividad, en la que 

todos llevaban puestos trajes típicos y bailaban al son de la música griega. 

Sonia estaba cansada asi que se fue al hotel sola a dormir un poco. En 

la puerta estaba un chico de unos dieciséis años jugando con su hermano 

pequeño. No parecía ni griego ni italiano, ni francés, ni inglés, y tampoco 

español, y hablaban un idioma bastante extraño. Le intrigó tanto que le 

preguntó en inglés, y este le contestó que era finlandés. 

Así pues estuvieron hablando de ellos, de su país y de más cosas, incluso 

llegaron los padres de Sonia, a los cuales les sorprendió que no estuviera 

durmiendo. 

Paul y Sonia coincidieron al día siguiente en su visita a Mykonos, 

asi que estuvieron todo el día juntos. Coincidian  en gustos musicales y 

en bastantes más cosas. Al cabo de dos días, Sonia y Paul se volvieron 

inseparables. El problema era que no sabían si al finalizar sus vacaciones 

seguirían en contacto. Así, finalizó el verano, y Paul y Sonia se tuvieron que 

decir adiós. 
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Siguieron en contacto, siguieron siendo buenísimos amigos durante años 

Paul visitó España, y por tanto a Sonia. Ella también fue a Finlandia. 

Así pues, no podían separarles ni la distancia y al final se enamoraron 

y vivieron los dos en España. En su viaje de bodas volvieron a Santoni. 

 

9.NCSNABF 

 

Como toda jovencita de quince años solo pensaba en divertirse con sus 

amigos, escuchar música y practicar el deporte que más le gustaba, el esquí. 

Sus padres estaban muy preocupados por sus estudios. Sonia siempre habia 

sido una buena estudiante pero desde que empezo a competir 

esquiando, sus estudios habian pasado a segundo plano. 

Llego el verano, y con el las notas finales, las cuales no habian sido muy 

buenas. 

A Sonia se le daban muy bien las matemáticas y las ciencias, pero los 

idiomas eran su punto debil. Habia suspendido Inglés 

Sus padres no sabian que más hacer para concienciar a Sonia de la 

importancia de las lenguas en su futuro y tuvieron que tomar una dificil 

decisión: Mandar a Sonia todo el verano al extranjero, más concretamente 

a Irlanda. 

Para cualquier adolescente irse un verano entero a otro país, conocer gente, 

conocer culturas diferentes y sobretodo estar, sin sus padres, es lo mejor 

que les puede pasar, menos para Sonia, tenia organizado ya su verano de 

forma que se iría con su mejor amiga a la playa quince días, luego 

una semana a un campamento de alto rendimiento para deportistas y  

finalmente las fiestas de su pueblo para ella las mejores fiestas que se han 

visto jamás. 
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Aparte con sus amigos de siempre, el verano es la época del año 

en la que se                con la gente que va a pasar allí todo el verano. 

Más concretamente con Lucia, su mejor amiga que vive en Sevilla y que veranea allí 

y con Álvaro su novio que vive en Barcelona y con el que ya tenía planeado 

pasar todo el verano. 

 

Cuando le dieron la noticia Sonia no podía hacer otra cosa que llorar y prometer a 

sus padres que estudiaria, sin embargo esto no afectó a sus padres ya que no 

cambiarían de opinión por mucho que llorara. 

Llego el día menos esperado por la joven, sus padres la dejaron en el aeropuerto 

y cuando llegara a Irlanda una familia a la que no conocía de nada la iria 

a buscar para llevarla a su casa donde pasaría dos meses. 

Mientras que estaba en el avión Sonia no paraba de pensar en su familia, sus amigos, 

su novio y en el esperado verano que ya no iba a tener. 

Después de unas horas llego a su destino, se sentia impotente ya que no entendia a 

nadie, fue entonces cuando vió a una niña pequeña con un cartelito con su nombre. 

Se acercó a la niña y a la mujer que la esperaba con una amplia sonrisa. 

Intentó presentarse con el poquito inglés que sabía y se fueron en dirección a su nueva casa. 

Conoció al resto de la familia, todos parecian muy agradables, pero era muy dificil para 

ella relacionarse debido a su falta de nivel      inglés. 

La casa estaba en el campo, tenian una pequeña granja y ellos mismos trabajaban 

con los animales y en el huerto, era una familia muy humilde y tradicional. 

Al dia siguiente la mayor de las hermanas la despertó, tenía su misma edad, 

y le hablo en español. Le dijo que iba a ser su profesora de inglés, que tendrian 

clase todas las mañanas y que esta iba a ser la primera y la última vez que 

hablaran en español. 

Así fue, Lucy, la joven profesora hablaba perfectamente español ya que había 
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estado viviendo en Madrid un año, aunque Sonia no lo pudo comprobar, ya que 

siempre se dirigía a ella en inglés. 

Los días fueron pasando y Lucy y Sonia se hacian cada vez más amigas. 

Sonia aprendia muy rapidamente y cuando se quiso dar cuenta el verano 

había acabado y ella hablaba perfectamente inglés, había aprendido muchas 

cosas sobre Irlanda y le habia cogido mucho cariño a toda la familia 

y especialmente a Lucy, con la que había compartido muchos momentos. 

Después de este verano Sonia aprobó el inglés y con sobresaliente y se mantenia 

siempre en contacto con su nueva familia como ella les llamaba. 

Este viaje cambió su vida ya que aprendió la importancia de viajar para conocer 

gente tan o más maravillosa de la que ya conocia. 

 

10.NCSNABF 

 

Como ya hemos dicho Sonia vivía en los pirineos. Cada mañana al 

levantarse lo que veía eran montañas nevadas. Aburrida de la rutina 

propuso a sus padres un viaje a una zona cálida, donde al levantarse 

a primera hora de la mañana viese un sol espectacular. 

Sus padres tomaron en cuenta su propuesta, y al finalizar 

la niña las clases, en Junio, emprendieron rumbo al Sur ¿A qué Sur? 

Pues al Sur de África. 

A Sonia le pareció una idea maravillosa, ya que a pesar de haber 

viajado bastante con su familia nunca habían visitado África. 

Cogieron el vuelo que salía a las seis de la mañana, sabiendo 

que se tardan unas diez horas en llegar, de esta manera llegarían 

sobre las cuatro de la tarde y podrían aprovechar el resto del día 

para acomodarse en el hotel. O eso creía Sonia. 
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Aterrizaron en África y se subieron en un mini autobús, en el 

que casi no cabía ni un alfiler, todos estaban bastante apretados, 

a la media hora llegaron al "hotel". Os preguntareis por qué 

hotel lo pongo entrecomillado. Pues ahí va mi respuesta. 

Al bajarse del autobús tanto Sonia como sus padres 

esperaban que les dejase a la puerta de un lujoso hotel donde 

pasarían una estupenda semana. Pero no fue así. 

Se encontraron frente a una chabola hecha con paja, y una 

familia de negritos que les esperaba para darles la bienvenida. 

Sonia y sus padres estaban sin palabras, no sabían qué decir. 

Se dispusieron a entrar en la chabola, se acomodaron en unas 

hamacas que había colgadas y comentaron lo fascinados que 

estaban al encontrarse eso. Ellos creían que iba a ser como en 

sus otros viajes, en los cuales tenían un criado prácticamente 

a su disposición y estaban hospedados en un hotel de cinco estrellas. 

Al rato entró un hombre en la chabola y les comenzó a hablar en 

español. Les dijo que éste era el lugar donde iban a vivir 

toda esta semana, y les propuso una serie de actividades para 

hacer durante sus vacaciones. Los padres de Sonia aceptaron 

encantados. A Sonia, de primeras no le hacía mucha gracia. 

A la mañana siguiente uno de los hombres que les había 

recibido la noche anterior les fue a buscar, y les llamó para  emprender la primera 

actividad. Se subieron en un todoterreno e hicieron un safari,  

donde contemplaron los animales más salvajes que os podeis 

imaginar, desde cabras, leones.....hasta caimanes o serpientes venenosas. 

A Sonia le empezó a gustar la idea de haber viajado a África y 

de las actividades que estaban haciendo. 



Silvia Montero Muñoz         Appendices 

 

377 

 

A lo largo de la semana hicieron escalada, bajaron por un río 

en canoa, practicaron la caza y la pesca e incluso una de las noches 

les organizaron una pequeña fiesta. 

Cuando llegó la hora de volver a España Sonia, no quería, se lo estaba 

pasando en grande, pero tenía que irse. Se despidió de la gente que 

había conocido y tomaron el avión. 

Al llegar a su casa otra vez, comenzó a ver todas las fotos que había 

hecho; con los animales, en el río etc. Y mientras tanto sonó el teléfono. 

Al cabo de un rato llegó su madre a la habitación donde estaba ella 

y la contó que la habían llamado de la agencia de viajes, que se 

habían equivocado y les habían dado los billetes que no eran, que 

los suyos se los habían dado a otra familia y que ellos tenían 

los de dicha familia, que eran para pasar una semana con una 

tribu, en el Sur de África. 

Sonia y su madre se miraron y comenzaron a reírse. Estaban 

contentas de este gran error que habían cometido en la agencia,  

ya que para Sonia, había sido uno de sus mejores veranos. 

 

11.NCSNABF 

 

Toda su familia y ella habían viajado alrededor de toda Europa, Asia,  

América y Oceanía, pero el continente que nunca habían pisado era 

África, y entre todos decidieron ir a Kenya para poder hacer un 

safari y conocer la cultura tan diferente de ese país. 

Fue un viaje largo y Sonia estaba muy cansada y nada más llegar 

al hotel, se tumbó en la cama y se durmió profundamente. Al día 

siguiente la joven amaneció muy sofocada y sudorosa, había tenido 
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un sueño horrible. Una pesadilla en la que su padre y su hermano 

el pequeño eran secuestrados por una mafia durante el safari. Se 

lo contó a toda su familia, pero no la hicieron demasiado caso, lo 

dejaron pasar. Los días pasaban y el día del safari se acercaba. 

Sonia no quería que su familia fuese, por eso ponía todo tipo de 

excusas: "mamá no me encuentro bien", "papá vamos a dar un paseo"... 

Pero el día llegó y todo el esfuerzo de Sonia, por poder quedarse 

en el hotel y no ir al temido safari, fue en vano. 

Llegaron al Parque Nacional de Nairobi que estaba plagado de 

animales salvajes, leones, jirafas, elefantes... A Sonia todo eso ya 

la sonaba, lo había visto antes, en su sueño, aquellas manadas de 

gacelas, las jirafas comiendo de los árboles, es espectacular amanecer 

en la solana... Estaba nerviosa y espectante a lo que pudiese 

ocurrir. 

Entonces escuchó el ruido de un coche que se acercaba a ellos, como 

en su sueño, los que iban dentro del coche eran personas armadas 

y en un forcejeo con el conductor y la familia, los hombres 

consiguen llevarse al padre y al hermano de Sonia secuestrados. 

Aquellos hombres lo único que querían era dinero. Pidieron un millón 

de dólares por el rescate. La familia lo pudo pagar con ayuda del 

gobierno español. A la semana del secuestro el padre y el hijo 

fueron liberados. 

Fue un gran susto para toda la familia, pero todo terminó bien. 

Desde ese día la familia pone más atención a los sueños de 

Sonia, ya que podrían convertirse en realidad. 
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12.NCSNABF 

 

Este viaje fue especial porque nunca jáma le había pasado 

nada igual. 

Días después de que Sonia y su familia llegaron a su 

pueblo, apareció una familia nueva. 

Esta familia, estaba formada por Juan, el Padre, Paquita 

la madre y dos hijos, Raúl, que tenía la misma edad 

que Sonia y Oscar, dos años más pequeño. 

Al ser el pueblo tan pequeño y como todos se conocían 

de siempre, decidieron organizar una fiesta de bienvenida. 

La fiesta tuvo un gran éxito y la familia se integró 

plenamente al pueblo. 

En esta fiesta surgió una amistad muy grande entre Raúl 

y Sonia. 

Desde ese día decidieron verse todos los días a la misma 

hora. 

Cuando quedaban, hablar, se reian, ivan a la playa, en resumen 

que se lo pasaban genial juntos. 

A medida que el verano avanzaba, Sonia y Juan se 

dieron cuenta, que lo que tenían no era simplemente una amistad 

por lo que decidieron empezar una relación seria. 

Todo iva genial entre ellos dos, era como una película, el 

único fallo que había era que pronto el verano finalizaría 

y que cada uno de ellos tendría que volver a sus respectivas 

ciudades. 

Aunque por el momento, esto no importaba, Sonia y Raúl disfru- 
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taban del presente. 

Una tarde como de costumbre Sonia, fue al lugar donde siempre quedaba 

con Raúl, ella iva escuchando música en su I-pad, muy contenta 

porque le iva a ver, pero cuando llegó al lugar se encontro con una 

desagradable sorpresa: Raúl, no estaba allí. 

Al principio, ella no le dió mucha importancia, pensó que llegaría tarde, 

así que decidió esperar. El tiempo pasaba, y él no aparecia, 

Sonia estuvo toda la tarde esperando, ya no sabía que pensar, 

así que decidió ir a buscarlo a su casa. 

Cuando llega, no había nadie, la casa estaba totalmente vacía, 

no había muebles, no había nada, parecía como si nunca nadie 

hubiera estado allí. 

Sonia muy triste y confusa, se volvía a su casa llorando, 

cuando llegó, fue directa a su habitación y se encerró en 

ella, no quería ver a nadie, lo único que quería era saber 

donde estaba su novio. 

Al cabo de un tiempo, se fijo, en que la ventana de su 

habitación había un sobre azul, extrañada, lo cojió y lo abrió. 

Dentro de él había una larga carta y una foto. 

Empezó por la foto, la vió y era ella y su novio, entonces 

ansiosamente cojió la carta y empezó a leer; y cuando 

llego a la mitad decía: 

"Losiento mucho Sonia, pero hoy no va a ser un día normal, 

el verano se acaba, y los dos sabíamos que este momento 

llegaría, bueno aunque esta despedida es un poco peculiar, la 

verdad es que tengo una enfermedad terminal, y si vine a 

este pequeño pueblo, es porque solo me quedaban unos meses 
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de vida, y quería pasarlos relajado y alejado de toda la 

gente que me rodeaba. Quiero que sepas que estos meses 

de verano han sido los mejores de mi vida y que no los 

cambiaría por nada. Si no te he hablado antes de mi enfermedad 

es porque no quería que te diera pena, ni quería que pensaras 

en mi enfermedad...." 

Tras terminar de leer la carta, Sonia se quedo muy sorprendida 

no se esperaba esto, tenía muchos sentimientos, de odio, de 

pena, pero el más grande, "de amor". Sabía que ya nada sería 

nunca igual, y nunca podría olvidarse de Raúl. 

Cuando el verano se acabó y volvió a Valencia, su ciudad, decidió 

prepararse para ser médica y así poder curar a gente como Raúl. 

 

13.NCSNABF 

 

Sonia y sus padres solían irse de vacaciones amenudo. Este verano habían decidido viajar a  

una pequeña región de Murcia, un pueblecito llamado Mazarrón. Era el primer verano que veían 

la playa ya que solían viajar a la montaña y se alojaban en tiendas de campaña como 

antiguamente. 

Allí todo era distinto, había sol, playa, arena, la brisa del mar, la gente... todo era mucho más 

alegre y eso a Sonia le encantó. Viajó allí con sus dos primas Sara y Laura con las que tenía 

una relación muy afectiva y a las que quería mucho. La primera semana fue un tanto aburrido 

para ellas ya que estaban las tres solas, pero la segunda semana Sonia y Sara conocieron 

a unos chicos y entablaron amistad. Sonia se enamoró a primera vista de un chico no muy 

alto, de ojos verdes, moreno... Él se llamaba David y sin duda tenía algo que los demás 

chicos con los que había estado no tenían. Pasaron los días y quedaban para ir a la playa, 

para salir por las tardes, por las noches... David les presentó a su grupo de amigos con 
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los que saldrían todos los días. 

El tiempo de volver a su casa se iba acercando y con ello la despedida entre David y Sonia. 

Sonia tenía muy claro que David y ella no tendrían nada, ya que él vivía a unos 600 km 

y la distancia era un problema, aunque no sólo ése era el problema ya que David tenía novia. 

A él no parecía importarle mucho ese factor ya que le dijo a Sonia que en una sola 

semana se había convertido en alguien muy especial para él. Pero el día llegó y la despedida 

les hizo que siguieran manteniendo el contacto durante lo que quedaba de año y durante 

todo 

el siguiente, se echaban de menos, pero ese viaje no había sido sólo una visita turística, ese 

viaje cambió la vida de Sonia gracias a que el destino cruzó sus caminos, pero no los 

separó ya que el destino de todos los veranos para Sonia es el mismo desde hace tres 

años. 

 

14.NCSNABF 

 

Los padres de Sonia son muy solitarios, siempre están en casa, no tienen 

amigos, no salen a disfrutar fuera de casa... Respecto a las vacaciones, 

nunca salen de Madrid, y no es porque les falte dinero y tengan una  

mala situación económica, si no porque no les gusta viajar. Sonia 

siempre se enfada con ellos por ésta razón. Pero, a pesar de  

sus quejas sus padres no cambian de opinión. Esta situación 

dio lugar a una pequeña separación familiar, ya que Sonia se 

iba de vacaciones con las familias de sus amigos. 

Pero Sonia no sabía el verdadero motivo de esta soledad de sus 

padres. Y por fín, llegó el momento de contárselo. 

Un día, la dijeron que hiciera una maleta sin decirle nada más. 

Sonia radiaba de emoción ya que, por primera vez, iba a ir de 

vacaciones con su familia. 
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Cogieron un avión y salieron rumbo a Italia. Allí, fueron 

a un monte pequeño donde había unas ruinas. 

En este paisaje tan antiguo y rústico, vivía una tribu. 

Sonia se asustó porque no se creía capaz de convivir con esta  

tribu. Pero sus padres la dijeron que debía aprender porque allí 

estaban sus abuelos, tíos, etc... Es decir, ahí estaba su familia. 

Estaban hechizados por un dios y no podían relacionarse con los demás. 

Esa era la razón por la que sus padres no salían de casa. 

Sonia no sabía como reaccionar pero, reflexionando, decidió 

aceptar la realidad y aprender sus costumbres y su nueva 

vida. 

Como recompensa, sus padres la dejaron regresar a su casa 

cada 3 meses para ver a sus amigos, pero ella ya era otra, 

y las cosas habían cambiado para siempre, ya que se 

había habituado a una nueva vida. 

 

15.NCSNABF 

 

Al estar acostumbrada al frío de los Pirineos, la familia de Sonia siempre veraneaba 

en sitios cálidos, como playas. A Sonia le encantaban las playas, conocía todas las playas  

de la zona norte de España y le encantaba observar los accidentes geográficos 

de sus costas. Era de esperar que nadase muy bien, y podia aguantar muchísimo 

debajo del agua. Buceaba y perseguía peces, y de vez en cuando buscaba conchas 

en el fondo del mar. Sonia quería ser bióloga marina y, teniendo en cuenta sus altas 

notas, era muy probable que lo consiguiese. 

 

Ese año, el último verano que pasaría siendo una mera estudiante de la ESO 
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a Sonia le propusieron que fuese ella quien eligiese el destino. Todos esperaban que  

eligiese una playa lejana y exótica, puede que alguna del Caribe, o de la costa 

norteamericana. También cabía la posibilidad de que eligiese una playa famosa, 

como una de aquellas del Desembarco de Normandia. Pero, para sorpresa de 

todos, Sonia decidió que queria ir a la costa Islandesa. "Cielo, ahí hace mucho 

frío...", decía su madre. "¿No prefieres alguna más...más...normal?", decía su 

padre. Pero, no. Sonia estaba decidida a pasar el verano en Islandia. 

Con la mochila al hombro y agarrada del brazo de su hermano, salió Sonia del avión, 

seguida por sus padres, quienes, a regañadientes acabaron accediendo al inusual viaje 

propuesto por su hija. 

A Sonia el viaje le había sentado mal. Estaba mareada, le dolía la cabeza y si 

soltaba el brazo de su hermano, se caía. Su hermano, Lucas, un par de años 

mayor que ella, le ayudaba en todo lo que podia, pues estaba preocupado por su 

hermanita. Ella, pálida y sin fuerzas, pidió a sus padres ir a un médico, o a una 

farmacia, o a un hospital, cualquier cosa con tal de encontrarse mejor. 

Sus padres le compraron una caja de ibuprofenos y la dejaron descansando en el hotel 

mientras fueron a buscar un buen sitio para tomar el sol. Sonia despertó un par de horas 

después. Ya era de noche. En la mesilla había una nota de sus padres: Nos hemos ido 

a cenar a un restaurante de aquí al lado. Si tienes hambre, hay bocadillos en tu mochila, 

en un rato volvemos." ¿Hambre? ¿En serio? ¡Podía comerse un mamut enterito y 

querer repetir! Los bocadillos eran pequeños, y eran de lomo. Su madre sabía que 

no le gustaba, pero aún así se empeñaba en hacerselos. Sonia buscó su monedero, 

vió que tenia dinero y decidió salir en busca de su "mamut". Dudó un poco 

a la hora de si debia o no, pero el hambre la pudo. 

La calle estaba llena de farolitas de colorines, y banderitas, y gente cantando, bailando 

y tocando instrumentos que no conocia . Al fondo vió algo parecido a un puesto de 

perritos calientes y fue directa hacia él. Se compró nada mas y nada menos que 
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siete perritos calientes, cada uno con sus correspondientes patatas fritas, claro, 

y se fué a una placita para comer tranquila. En la placita había varios bancos, 

y algunos estaban ocupados por grupos de chicos y chicas de más o menos su 

edad. Y ella con 14 raciones de comida en sus manos. Le dió verguenza, pero, 

de nuevo, el hambre la pudo. Se sentó en un banco y empezó a deborar los 

perritos calientes, metiéndose las patatas a presión en la boca. Todo el mundo 

la miraba extrañado, pero a ella eso ya le daba igual. 

Al terminar de comer Sonia se levantó del banco y tiró los papeles a la basura, 

con tan mala suerte que, inexplicablemente, la papelera volcó y se cayó todo al 

suelo. Sonia se puso rojísima, y todos empezaron a reir. Ella no sabía que hacer, 

pero, por suerte, una chica se le acercó a ayudarla a recoger la papelera. La 

chica tenía un aspecto peculiar, media cabeza rapada, y la otra mitad con un 

pelazo que le llegaba casi a la cintura, un piercing en la nariz y uno en el labio, 

llevaba botas que parecían militares, leggins de cuero, una camiseta de Pinh Floyd 

y un chaleco vaquero lleno de parches. A Sonia le encantó. La chica le sonrió y 

empezaron a hablar. Se llevaron genial desde el primer momento, aunque al principio 

le costó un poco, pues al ser de diferentes paises tenían que hablar en ingles que, 

aunque ambas dominaban, siempre cuesta arrancar. 

La chica se llamaba Allyssa, tenia 16 años y era finlandesa. Dijo que su madre 

era de Islandia, y por eso veraneaba allí. 

Coincidian en gustos musicales. Les gustaban los mismos animales y, en fin, eran casi 

idénticas en lo que a comportamiento se refiere. Se lo pasaron tan bien que a Sonia 

se le hizo tardísimo, y se fue corriendo a casa, esperando la bronca de su madre. 

Al entrar en la habitación del hotel, se dio cuenta de que no había nadie aún, y tras 

pensarlo un rato, decidió volver con Allyssa. 

Ella estaba allí, sentada en el mismo banco, jugando al tetris en el móvil, preciosa, 

como no, sonriendo a la nada. Sonia se acercó y hablaron de nuevo. Toda 
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la noche hasta que, cuando comenzaba a salir el sol, sus padres la llamaron, preocupados 

Sonia se despidió de su nueva amiga y volvió al hotel. Allí, intentó dormir un poco, 

pero no pudo. ¡No podia dejar de pensar en esa chica! Las semanas siguientes fueron 

iguales: ya no iba a la playa, pasaba el día con Allyssa, y las noches sin poder  

dormir. 

Un día el día que tenía que irse, Sonia buscó a Allyssa para despedirse, pero no 

la encontró. Rompió a llorar en el banco en el que se conocieron y, entonces, solo 

entonces lo comprendió: estaba enamorada. 

 

17.NCSNABF 

 

Pero, ¿a donde irá esta joven y que hará para que un verano pueda 

marcar tanto su vida? Siempre que decimos éste ha sido el mejor  

verano de mi vida, es por un amor, unas amistades o una 

sucesión de acercamientos únicos. En el caso de nuestra protagonista, 

la va a suceder de todo lo mencionado anteriormente, Aunque 

nos falta por saber lo más importante para meternos en situación, 

qué pueblo, país, ciudad, estado va a visitar Sonia. 

Todo comenzó en plena semana de mayo con exámenes y agovios 

para la joven Sonia. Nuestra protagonista tiene la suerte de disponer 

una gran capacidad a la hora del estudio y muchos medios 

para hacer de su educación un privilegio. Podemos decir que pertenecía 

a una familia bastante agraciada económicamente y Sonia era una  

chica muy inteligente y a pesar de poder tener los lujos y 

caprichos en todo momento, sabía valorar lo que tenía y saberlo 

utilizar en cada momento. 

Sus veranos se basaban en ir a cualquier país que le llamase 
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la atención a sus padres e ir visitando todo sus monumentos, 

iglesias, catedrales... y hacer actividades que cualquier niño 

de 15 años odiaría y se negaría a hacer rotundamente. 

Pero no era el caso de Sonia, ella era una chica educada, 

calladita y aunque no la hiciese ilusión pasarse así sus veranos 

no ponía ninguna pega. 

Para tener conocimiento sobre como era la vida de esta chica es 

bueno saber que era hija única, como podía ser evidente, y se 

moría por poder algún día tener una hermana la cual 

pudiese contarla todo, reir y sobre todo no sentirse sola. 

Bueno, y dirá el que esté leyendo ésto, ¿a donde irá Sonia? 

Pues bien, concretamente a Australia, un país prácticamente a la otra punta 

de aquel pueblo pintoresco donde habitaba. 

Pero esta vez no iba a ser un viaje aburrido con sus padres y 

visitando museos, iba y fue el mejor viaje de su vida. 

Conoció a un chico, algo, un amor, que jamás permitirían sus 

padres. Y a una joven que pasó a ser su mejor amiga 

para toda la vida. 

Una pena vivir a tantos kilómetros de distancia, pero la 

suerte de Sonia de poder pagarse un viaje cada año la  

hizo la chica más feliz del mundo. 

 

19.NCSNABF 

 

Todavía estás a tiempo, a tiempo de dejar esta historia y hacer 

como si nunca la hubieras intentado leer, pero si a pesar de todo 

esto quieres seguir, será mejor que te mentalices para lo que 
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viene a continuación. 

El padre de Sonia, Antonio Mihawk, un famoso novelista 

de misterio, su madre, Ana Mihawk, una famosa actriz y su 

hermana pequeña, fueron una vez más a la casa del bosque,  

pero esta vez con amigos de sus padres para hacer el viaje 

un poco más entretenido y definitivamente inolvidable. 

Por un lado estaban Miguel y Alex, alumnos de Fix,  

un antiguo compañero de Antonio de la universidad, su esposa 

Rose, una mujer muy refinada y que para nada le gustaba 

el campo, pero haría lo que fuera por estar con su estrella 

favorita, Michelle, cantante desde los quince años y por 

último, Daniel con su hija Annie, una pequeña y 

preciosa niña de cinco años, siempre sonriente. 

Estas vacaciones en una casa en una isla rodeada por agua y solo 

conectada al mundo exterior por un puente, era donde nuestros personajes 

se alojaban, como era un viaje para desconectarse, eligieron ese lugar en 

donde no había ni cobertura para llamar, ni internet, ni televisores ni 

nada de tecnología que no fuera la luz, la cual tampoco andaba 

muy bien con todos esos años de antiguedad. 

Pero, saltándonos el prólogo y avanzando hasta donde la historia 

se torna más interesante, fue la tercera noche, cuando, mientras cenaban, 

se fue la luz y el ruido del cristal roto invadió la habitación. 

Inmediatamente encendieron velas, pero ya era demasiado tarde, Rose 

había muerto. Tirada en el suelo, junto a la silla que utilizó el asesino 

para romper la ventana. 

Por un momento, el silencio invadió la habitación, después los gritos 

y culpas salieron a la luz. 
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Salieron todos corriendo y se metieron en los coches, en 

el primero Miguel y Alex, pero cuando esta estaban en la 

mitad del puente, éste expló y cayó al agua junto con 

los pedazos de asfalto, dejando imposible esa ruta de 

huída. 

Los que quedaban salieron de los coches, mojándose por la tormenta 

de nieve que caía y volvieron a la casa antes de enfermarse. 

No había nadie más allí que ellos mismos, así que se empezaron 

a echar la culpa unos a otros, hasta que ya no hubo más que decir 

y a pesar de no querer hacerlo, decidieron quedarse todos juntos en 

el salón, pero Michelle, convencida de que ella no conocía a 

ninguno de los muertos, se fue tranquila a su cuarto. 

Todos los demás, se quedaron juntos, sin apartar la vista, ya que 

si era uno de ellos, si estaban juntos, el asesino no podía hacer 

nada. 

Ana se fue con Sonia y Marie a la cocina, a preparar la cena, 

y a continuación a llamar a Michelle para que bajase a cenar, pero 

en la mitad del pasillo, cuando Sonia abrió la puerta, no pudo más 

que alegrarse de que su pequeña hermana Marie estuviese ahora 

abajo junto con sus padres, porque al abrir la puerta, las velas 

colocadas con anterioridad por su madre se apagaron y su grito 

de terror quedó solo ahogado por un trueno. 

Subieron todos corriendo solo para encontrarse a Sonia, tirada en el 

suelo llorando, y a Michelle, tirada junto a la ventana, cubierta 

de cristales y nieve que había entrado por 

la ventana rota. 

En silencio todos se fueron a cenar, menos Daniel y Annie, sen- 
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tados en la mesa, frente al plato, pero sin probar bocado, ya que 

Daniel no la dejaba, pero cuando este se excusó al baño, Fix 

le dió su postre, porque los gruñidos de la tripa de la niña, se 

escuchaban por toda la mesa. 

Annie, sonriente como siempre, la única junto con Marie, ya que 

eran demasiado pequeños como para enterarse de algo, compartieron 

ese precioso pastel, y cuando dieron las doce, como en los 

cuentos, como un reloj, cayeron las dos con la piel fría como 

la nieve. 

Sonia corrió al baño de arriba a por medicinas, pero  

lo único que se encontró fue a Fix tirado en el suelo, en 

medio de un charco de sangre y a Daniel a su lado con 

un cuchillo rojo carmesí. 

 

21.NCSNABM 

 

Los padres de Sonia llevaban planeando este viaje muchos meses atrás. Sonia siempre fue una 

apasionada 

de los animales y de la naturaleza, con lo que sus padres decidieron que el viaje sería dos meses completos 

en alguna reserva natural del Amazonas. Sus padres contaron con que Sonia se sentiría algo sola 

en aquel paraje, por lo que quisieron que Sonia se llevase algún amigo al fantástico viaje. 

Sonia 

decidió que se llevaría a su mejor amiga del instituto, Alba. Alba es una chica que iba a clase 

de Sonia desde que tenían 5 años. Ya preparados para el viaje, en el aeropuerto, descubrieron las 

dos 

amigas a donde irían, porque sus padres les ocultaron el destino. Despues de largas y 

divertidas 

horas en el avión, contandose cosas y jugando a juegos tipicos de niños pequeños, llegaron al 

aeropuerto 
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de Quito (Perú). Los primeros días en Quito fueron emocionantes, ya que descubrieron que no se 

parecía 

a nada de lo que vieron por la tele relacionado con aquel lugar. Después de una corta semana en 

Quito, se desplazaron a la reserva natural del río Amazonas, cerca del Noroeste de Brasil. La fatalidad 

fue que transladandose en jeep, desde las afueras de la gran ciudad hasta la cuenca del río, una 

guerrilla de la ciudad les secuestro y fueron metidos en el zulo. Nunca pensaron que esto les 

podría 

ocurrir, ya que contaron que el paso por estos lugares era totalmente seguro. Ya secuestrados 

durante 

dos semanas, tuvieron que evacuar a la familia, porque las autoridades del estado, descubrieron el 

escondite 

donde se encontraba Sonia, su familia y los más de 100 hombres que tenía el grupo radical, sin 

contar 

los demás rehenes. En el traslado, la madre de Sonia no se quiso desplazar con ellos, con lo que 

uno 

de los altos mandos del grupo, decide dispararla a la cabeza y acabar con su vida. 

Viendo la tragedia sucedida en aquel zulo, Sonia, Alba y su padre, decidieron colaborar con la 

guerrilla 

para que no hubiera más problemas. 

Durante horas estuvieron los protagonistas encerrados en un camión, no sabiendo a donde podrían ser 

trasladados 

hasta que el camión se detuvo, abrieron las compuertas y vieron que se encontraban en un tunel. Se 

dispondrían 

a entrar en otro escondite, pero no, los hombres que llevaban el camión les dejaron allí tirados. No sabían 

donde 

se encontraban, y estuvieron caminando durante dos horas a lo largo de la carretera, hasta que vieron venir 

de 

lejos .Hablaron con el conductor y descubrieron que se encontraban en una carretera comarcal, en el Sur de 

Colombia. 

El conductor, muy amable, les ofreció que le llevaría consigo al lugar al que se dirigían, Bogotá. Ya allí, 

tuvieron 

que ir al hospital, ya que Alba se había desmayado por falta de hidratación. Después de una hora 
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en el hospital, salieron demasiado tristes. Sonia falleció por falta de nutrientes para desarrollar las 

actividades vitales. 

Las autoridades de Colombia, viendo lo mal que lo pasó la familia en sus vacaciones, decidieron pagarles el 

billete 

de vuelta a España. Este viaje cambió la vida de Sonia para siempre. 

 

23.NCSNABM 

 

Un viaje que cambiaría 

su vida, ya que posiblemente es muy difícil de repetir. 

Sonia y su familia fueron a visitar Transilvania, un lugar mágico 

dónde se dio vida a uno de los personajes más terroríficos del cine, 

y en el que se han basado muchas películas, Dracula. Aunque las 

películas metan mucha ficción algo de verda también hay, 

ya que hubo un emperador rumano, Vlad Drácula, que mataba 

a sus enemigos y luego se bebía sus sangres. 

Sonia y su familia al llegar a Rumanía, vieron como era un 

país con muchas diferencias sociales, ya que había gente arruinada 

que dormía por los suelos y gente que pasaba con grandes 

marcas de coches por sus lados. Esto implicó para Sonia una 

reflexión de la vida que duró hasta que llegaron al hotel de 

Transilvania. Se quedaron a pasar la noche en ese hotel que 

no era muy lujoso pero tenía forma de cabaña y unas vistas 

impresionantes. Al acostarse Sonia escuchaba el agua de los 

riachuelos y sentía un gustillo especial al dormir en su pequeña 

habitación. 

Por la mañana al despertarse sintió un pequeño pinchazito en el 

cuello, fue a baño y vio que la había un pequeño mosquito, pero lo 
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que no entendió es porque le salia la sangre. 

Mientras Sonia se vestía, su madre le preparó el desayuno, un 

gran desayuno ya que necesitaban fuerzas para visitar el gran 

Castillo Bran, dónde vivía el conde Drácula hace siglos. 

Después de desayunar subieron hacia el Castillo ya que estaba sobre la 

montaña, se hicieron unas fotos y al entrar Sonia vió a un chico 

muy pálido que la estaba mirando fijamente, Sonia medio asustada, medio 

encantada, se puso roja y giró la cabeza para otro lado. 

Subió las escaleras muy anchas y entró en la habitación, donde al dar 

a luz la madre de Vlad Drácula a su hijo, el cuadro de la virgen María 

soltó lágrimas de sangre. Sonia quedó impresionada por la historia y 

por como conservaban la habitación, pero seguía pensando en el chico 

pálido, calvo y de ojos azules que había visto en la entrada, cuando 

de repente que que entra en otra habitación y su familia no estaba 

cerca. Se asustó y empezó a gritar, y el chico pálido apareció de repente 

en su casa y cerrandole los labios con el dedo, pidiéndola que se quede 

callada ya que fuera pasaban muchas cosas raras. Sonia le creyó, y 

los dos fueron a una habitación del castillo, escondida y prohibida para pasar. 

Al llegar el chico pálido cerró la puerta con una llave y le dijo a  

Sonia que todo es mentira, que la llevó a la habitación para matarla 

ya que él sentia que era lo que su Dios, Vlad le había encomendado. 

Sonia asustadísima cogió una lanza de la habitación y con el 

chico corriéndo a por ella se la clavó en toda la pierna. 

Sonia estaba en estado de shock y no podía creerse todo loque 

había pasado, pero al rato, sonó el despertador de la alarma 

y la despertó de la pesadilla que parecía no acabar. 

Ella angustiada decidió no ir al instituto ese día y reflexionar sobre 
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ese sueño que era muy significativo para ella, ya que sintió 

cosas que nunca había sentido. 

 

24.NCSNABM 

 

Sonia y su familia, en uno de 

sus muchos viajes, precisamente el del anterior verano, se introdujeron en 

un viaje bastante emocionante y peligroso. 

Su destino fué la Selva Amazónica. Llegaron en avión y se trasladaron 

es un hotel rural que conectaba directamente con la selva. En los 

primeros dias se dedicaron a observar los tipos de animales y flora 

que se podían distinguir en el entorno. 

Su próxima actividad fué, quizás, la que mejor iba a ser, pero, 

sin embargo no todo salió como ellos esperaban. Consistia en un 

trepidante viaje en barco a través del rio Amazonas. Al principio, 

como era de esperar, fue bastante bien. El barco, de pocas dimensiones, 

estaba dirigido por un hombre de la zona que conocia bastante bien el 

recorrido, ya que en cierta zona tendría que dar la vuelta para regresar 

o caerían por una gran catarata. En medio del camino comenzó a llover 

cosa que es habitual en los meses de lluvia en América del Sur, pero 

la lluvia no paraba de aumentar e incluso aparecieron rayos, que ponian 

en peligro la seguridad de todos los que estaban a bordo del barco. 

El hombre que dirigia el barco trato de dar la vuelta, ya que se  

acercaban a los limites del recorrido. De repente, un gran rayo cayó 

con gran violencia e hizo que un árbol se partiera y cayera en el barco 

en la zona de los controles, impidiendo así cualquier tipo de maniobra. 

La caida en las Cataratas se acercaba y el hombre que dirigia el barco 
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empezó a preparar a Sonia y a su familia para una iremediable caida al 

vacio. Se pusieron los chalecos salvavidas y les dijo que cuando cayeran los abrieran 

e intentasen aterrizar en una zona boscosa que se encontraba a un lado de 

la caida de la catarata. Cuando cayeron, abrieron rapidamente los salvavidas 

para amortiguar el golpe y como pudieron aterrizaron. 

Sonia se despertó y vio que su familia estaban tumbados y medio desmayados 

debido al golpe. Todos se despertaron y los golpes no fueron a más. El problema 

es que no tenian nada para comunicarse y estaban en medio de la selva. 

El hombre del barco les dirigió por un sendero y llegaron a una pequeña tribu, 

este, intentó contarles lo sucedido. La tribu les ayudó dandole comida y 

una pequeña casa para que reposaran. 

Al día siguiente la tribu les condujo hasta su hotel. Para Sonia y su familia 

fue un viaje que no olvidarán. 
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Appendix V. Analysis of data 
           

V.1. Instrument to measure creativity: Narrative structure 
 

 

 

(1) GENERIC STRUCTURE→ CREATIVITY 
 
 

 
 
TOP-DOWN PROCESS: 
GENRE  
(Labov) → Structure 

 

BOTTOM-UP PROCESS: LINGUISTIC AND 

TEXTUAL CHOICES (Halliday)→Lexical, 

grammatical and structural features 

 

Narrative Structural 

Elements 

 
Ideational Function 

 
Textual 

Function 

 
ABSTRACT 

 
 
 

ORIENTATION 
 
 

(Worldshifts and space/time 
changes) 

 
 
 

 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 

 
 
 
 
 

-Circumstances and entities 
(location, cause, manner, 
accompaniment) 
 
1. Setting: initial + shifts  
(presenting people, activities, places, 
times) 
a) Participants 
→ character 
→narrator and reader (we) 
→reader (you) 
→narrator as a character 
b) time frame 
c) place frame 
 
2. Description 
a. (describing people, places and 
things:  
►General   
►Background 
a. Description of a present event. 
b. Description of a past event. 
c. Description of a future event. 
SET OF PROCESS TYPES: 

1. Material processes 
2. Behavioural processes 
3. Relational processes 
4. Perception processes 
5.Cognition processes 
6. Verbal processes 

 
 

 
 
 
 

Cohesion 
 

Adverbials 
 

→Framing devices 
 

1.Time  
   

 2. Place 
 
 
 
 
 

Lexical Cohesion 
 

-Repetition 
         - Metaphor 
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(1) GENERIC STRUCTURE→ CREATIVITY 
 
 

 
 
TOP-DOWN PROCESS: 
GENRE  
(Labov) → Structure 

 

BOTTOM-UP PROCESS: LINGUISTIC AND 

TEXTUAL CHOICES (Halliday)→Lexical, 

grammatical and structural features 

 

Narrative Structural 

Elements 

 
 

Ideational Function 

 
 

Textual 
Function 

 
COMPLICATING 

ACTION 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

EVALUATION 

 
Transitivity: 
 
→ Classes of verbs/processes  
  
1. Material ►action 
(run, jump, walk…) 
 
2. Behavioural 
(dance, smile, blink…) 
 
3. Verbal 
(say, report, tell…) 
 
 
 
Evaluative clauses found in: 
-Abstract 
-Orientation 
-C. Action 

 

 
Chronological 
 
-Not chronological 
sequence: 
 → Analepsis  
(flashbacks) 
 
→ Prolepsis 
(flashforwards) 

 
 
 

 
RESOLUTION 

 

 
Expected 
-Unexpected 
 
-One resolution 
-Multiple 
 

 

CODA (It’s always evaluative) 
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V.2. Instrument to measure creativity: Appraisal 
 
 

 

(2) EVALUATION →CREATIVITY 

Interpersonal choices (Halliday) 

APPRAISAL (Martin and White) 

Engagement 

(Grammatical evaluation to express 
the speakers’ point of view) 

 

Attitude 

(lexical evaluation) 

Graduation 

 

1. Dialogic Contraction: 

a.Disclaim 

→Deny (he was not a plumber, I 

never hurt him) 

→ Counter 

►concession (although, but, even 

though, however, yet, etc) 

►adjuncts/ adverbials (surprisingly, 

amazingly, even, only, still, etc.)  

2. Dialogic expansion: 

a.Entertain 

→ Modal expressions:  

► Epistemic modality  

(modals of probability, possibility 

and certainty) 

►Deontic modality 

(modals of obligation, necessity, 

permission, ability and desire) 

→Evidentiality (verbs of perception: 

see, hear, etc) 

→Verbs of cognition (he thoughtso) 

 

LEXICAL 
RESOURCES 

 
1. Affect 
[emotions: positive and 
negative feelings] 
 
(sad, unhappy,  
 
2. Judgement 
[evaluating behaviours] 
 
(brutal, honest, cruel…) 
 
3. Appreciation 
[evaluating the process] 
 
(perfect, comfortable, 
restful…) 

 

A. Focus 

-Sharpen (true, real) 

-Soften (kind of, sort of) 

 

B. Force 

Intensification [degree of 

intensity] 

(Extremely, slightly, very, 

rather, greatly, somehow, 

completely, totally…) 

Modes of intensification 

-Repetition 

-Metaphor/ 

simile/ 

personification 

-Graphological devices 

-Humour/irony  

Quantification 

[measuring the entity] 

(small, large, nearby, distant…) 
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(2) EVALUATION →CREATIVITY 

Interpersonal choices (Halliday) 

APPRAISAL (Martin and White) 

Engagement 

(Grammatical evaluation to 
express the speakers’ point of 
view) 

 

Attitude 

(lexical evaluation) 

Graduation 

 

2. Dialogic expansion: 

b. Attribute 

→Acknowledgement 

►Verbs of saying and thought: 

say, report, declare, believe, 

think, demand, argue, etc. 

(she believes that) 

→ Direct/Indirect Reported 

Speech  

(he told me that) 

- Distance 

(X claims that, it is rumoured 

that…) 
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V.3. Instrument to analyse gender and age differences 

 

 

Factors of Narrative Complexity Topic 

 
1.Framing devices: time adverbials 
 
2. Evaluation in narrative 
 
3. Elaborate settings and descriptive 
characters 
 
4. Multiple actions embedded 
 
5. Multiple resolutions 
 
6. Variety of stylistic devices (e.g. 
metaphors, similes, etc.) 
 
7. Manipulation in the order of the 
narrative (e.g. flashbacks, fast-
forwards) 
 
8. Complementary genres used in  
the narrative: 
 
a) epistolary 

b) dialogic 

→direct speech 

→Direct thought 

→Indirect speech 

→Indirect thought 

→Free Indirect speech 

9. Use of abstract and coda 
 

-  Friendship 

- Love 

- Misfortune 

-Sadness 

-Survival 

-Betrayal, etc. 

 

Genre: 

Travel    narrative 

Subgenre:  

-Travel and 
adventure 

-Science fiction 

- Detective 

- Horror 

-Inner journey 

- Drama 

- Fairy tale 

- Romance 

- Comical 

-Fantasy 
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Appendix VI. Schemes created in the UAM Corpus Tool  
 
 

 VI.1. Scheme of Narrative structure  
 
 
 
 
 

 
 
 
 
 
 

narrative_function
NARRATIVE_FUNCTION-
TYPE

abstract

orientation
IDEATIONAL_CHOICES-
TYPE

setting
SETTING-
TYPE

participants
PARTICIPANTS-
TYPE

character(s)

narrator_and_reader_(we)

reader_(you)

narrator_as_a_character

narrator_addressing_the_readers_(i)

time_frame

place_frame

description
DESCRIPTION-
TYPE

person_descr
PERSON_DESCR-
TYPE

general_description

background_information

place_descr

things_descr

description_of_a_past_event
DESCRIPTION_OF_A_PAST_EVENT-
TYPE

material_processes/verbs

behavioral_processes/verbs

relational_processes/verbs

perception_processes/verbs

cognition_processes/verbs

verbal-processes/verbs

description_of_a_future_event
DESCRIPTION_OF_A_FUTURE_EVENT-
TYPE

material_verbs

behavioural_verbs

relational_verbs

perception_verbs

cognition_verbs

verbs_of_saying

description-of_a_present_event

action

IDEAT_CHOICES-
TYPE

material

behavioural

verbal

relational

perception

TEXT._CHOICES-
TYPE

chronological

non_chronological
NON_CHRONOLOGICAL-
TYPE

analepsis_flashback

prolepsis_flashforward

evaluation
EVALUATION-
TARGET

abst

orient

complicating_action

resol

cod

resolution
RESOLUTION-
TYPE

resolution_types
RESOLUTION_TYPES-
TYPE

types
TYPES expected...

unexpected...

coda
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 VI.2. Scheme of Appraisal Theory  
 
 
 

 
 
 
 

appraisal-interpersonal_choices
APPRAISAL-
TYPE

engagement

Grammatical evaluation to express

the speakers' point of view

ENGAGEMENT-
TYPE

dialogic_contraction
DIALOGIC_CONTRACTION-
TYPE

deny

Use of negation: I never hurt him, I

was not a plumber, etc.

DENY-
TYPE

lexical_error_deny

no_lexical_error_deny

counter
COUNTER-
TYPE

concession...

although, but, however, yet, even

though, etc.

adjuncts/adverbials...

surprisingly, only, still, amazingly, but,

etc.

dialogic_expansion
DIALOGIC_EXPANSION-
TYPE

entertain
ENTERTAIN-
TYPE

modal_expressions...

evidentiality...

Verbs of perception: see, hear, etc.

verbs-of_cognition...

attribute
ATTRIBUTE-
TYPE

acknowledgement...

Verbs of saying: say, report, declare,

believe, think, demand, argue, etc.

direct/indirect_reported_speech...

He said: "Do not go there"

He told me that..

attitude

Lexical evaluation

ATTITUDE-
TYPE

affect

Emotions: positive and negative

feelings (sad, unhappy, etc.)

AFFECT-
TYPE

lexical_error_affect

no_lexical_error_affect

judgement

evaluating behaviours: brutal, honest,

cruel...

JUDGEMENT-
TYPE

lexical_error_judgement

no_lexical_error_judgement

appreciation

evaluationg the process: perfect,

comfortable, restful...

APPRECIATION-
TYPE

lexical_error_appreciation

no_lexical_error_appreciation

graduation
GRADUATION-
TYPE

focus
FOCUS-
TYPE

sharpen

true, real, etc.

SHARPEN-
TYPE

lexical_error_sharpen

no_lexical_error_sharpen

soften

kind of, sort of, etc.

SOFTEN-
TYPE

lexical_error_soften

no_lexical_error_soften

force
FORCE-
TYPE

intensification
INTENSIFICATION-
TYPE

degrees_of_intensity...

Extremely, slightly, very, rather,

greatly, somehow, completely, totally,

etc.

quantification

Measuring the entity: small, large,

nearby, distant...

QUANTIFICATION-
TYPE

lexical_error_quantification

no_lexical_error_quantification

modes_of_intensification
MODES_OF_INTENSIFICATION-
TYPE

repetition-reelaboration...

metaphor/simile/personification/hyperbole...

graphological_devices...

humour_and_irony...

invented-word...

use-of_other_languages
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VI.3. Scheme of General information 
        
 
 

 
     

 

 

 
 

general_information

ACADEMIC_LEVEL eso

bach

LANGUAGE english

spanish

GENDER male

female

TOPIC

friendship

love

misfortune,_suffering_and_sadness

achievement_and_success

happiness_and_excitement

survival_and_fear

loneliness

betrayal

uncertainty

warm-welcome

holidays-travel

identity

fate

misunderstanding

a_new_beginning

disagreement_and_dissaproval_

SUBGENRE

science-fiction

travel-adventure

mystery

horror

inner_journey

drama

romance

comedy

fantasy

COMPLEMENTARY_GENRES_USED_IN_THE_NARRATIVE

yes
YES-
TYPE

epistolary

dialogic
DIALOGIC-
TYPE

direct_speech

direct_thought

indirect_speech

indirect_thought

free_indirect_speech

more_than_one_dialogic_type

epistolary_and_dialogic

no
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Appendix VII. Results of the analysis 
 
 

VII.1.Ideational and textual choice findings 
 

 

 

Comparative Statistics: Features 

 
Project: Creativity Project  

Counting: Global  

Unit: <Narrative_elements/>  

Set1: <document feature="eso"/>  

Set2: 
<document 

feature="bach"/>  

   

 
Eso Bach  

 

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

NARRATIVE_FUNCTION-TYPE N=1866 N=2473  

 

orientation 804 43.09% 843 34.09% 36.57 +++   

action 622 33.33% 811 32.79% 0.14   

evaluation 334 17.90% 702 28.39% 64.36 +++   

resolution 61 3.48% 69 2.83% 1.50   
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VII.1.1. Differences between the two academic years 
 
 

Comparative Statistics: In the orientation 
   

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEATIONAL_CHOICES-TYPE N=804 N=843  

setting 328 40.80% 378 44.84% 2.75 +   

description 476 59.20% 465 55.16% 2.75 +   

SETTING-TYPE N=804 N=843  

participants 115 14.30% 132 15.66% 0.59   

time_frame 123 15.30% 159 18.86% 3.68 +   

place_frame 90 11.19% 87 10.32% 0.33   

PARTICIPANTS-TYPE N=804 N=843  

character(s) 115 14.30% 119 14.12% 0.01   

narrator_and_reader_(we) 0 0.00% 0 0.00% 0.00   

reader_(you) 0 0.00% 3 0.36% 2.87 +   

narrator_as_a_character 0 0.00% 3 0.36% 2.87 +   

narrator_addressing_the_readers_(i) 0 0.00% 7 0.83% 6.70 +++   

DESCRIPTION-TYPE N=804 N=843  

person_descr 25 3.11% 76 9.02% 24.94 +++   

place_descr 37 4.60% 42 4.98% 0.13   

things_descr 1 0.12% 5 0.59% 2.49   

description_of_a_past_event 411 51.12% 338 40.09% 20.17 +++   
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description_of_a_future_event 1 0.12% 0 0.00% 1.05   

description-of_a_present_event 1 0.12% 4 0.47% 1.67   

PERSON_DESCR-TYPE N=804 N=843  

general_description 23 2.86% 45 5.34% 6.38 +++   

background_information 2 0.25% 31 3.68% 24.64 +++   

DESCRIPTION_OF_A_PAST_EVENT-TYPE N=804 N=843  

material_processes/verbs 271 33.71% 221 26.22% 11.02 +++   

behavioral_processes/verbs 17 2.11% 5 0.59% 7.23 +++   

relational_processes/verbs 44 5.47% 39 4.63% 0.62   

perception_processes/verbs 12 1.49% 19 2.25% 1.29   

cognition_processes/verbs 25 3.11% 39 4.63% 2.54   

verbal-processes/verbs 42 5.22% 15 1.78% 14.61 +++   

DESCRIPTION_OF_A_FUTURE_EVENT-

TYPE 
N=804 N=843  

material_verbs 1 0.12% 0 0.00% 1.05   

behavioural_verbs 0 0.00% 0 0.00% 0.00   

relational_verbs 0 0.00% 0 0.00% 0.00   

perception_verbs 0 0.00% 0 0.00% 0.00   

cognition_verbs 0 0.00% 0 0.00% 0.00   

verbs_of_saying 0 0.00% 0 0.00% 0.00   
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Comparative Statistics: In the complicating action 

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEAT_CHOICES-TYPE N=622 N=811  

material 396 63.67% 585 72.13% 11.69 +++   

behavioural 14 2.25% 15 1.85% 0.29   

verbal 129 20.74% 77 9.49% 36.16 +++   

relational 47 7.56% 96 11.84% 7.18 +++   

perception 36 5.79% 38 4.69% 0.87   

TEXT._CHOICES-TYPE N=622 N=811  

chronological 622 100.00% 809 99.75% 1.54   

non_chronological 0 0.00% 2 0.25% 1.54   

NON_CHRONOLOGICAL-TYPE N=622 N=811  

analepsis_flashback 0 0.00% 2 0.25% 1.54   

prolepsis_flashforward 0 0.00% 0 0.00% 0.00   
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Comparative Statistics: In the evaluation 

 
 Eso Bach   

Feature N Percent N Percent 
Chisq

u 
Signif.  

 

EVALUATION-

TARGET 
N=334 N=702  

orient 128 38.32% 198 28.21% 10.74 +++   

complicating_action 205 61.38% 504 71.79% 11.37 +++   

 

Comparative Statistics: In the resolution 

 
 Eso Bach  

Feature N Percent N Percent 
Chi 

square 
Signif.  

RESOLUTION-TYPE N=61 N=69  

resolution_types 65 100.00% 70 100.00% 0.00  

RESOLUTION_TYPES-TYPE N=61 N=69  

types 65 100.00% 70 100.00% 0.00  

TYPES N=61 N=69  

expected 29 44.62% 48 68.57% 7.89 +++  

unexpected 36 55.38% 22 31.43% 7.89 +++  

EXPECTED-TYPE N=61 N=69  

one_resolution 24 36.92% 24 34.29% 0.10  
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Eso Bach 

Feature N Percent N Percent 
Chi 

square 
Signif.  

RESOLUTION-TYPE N=61 N=69  

multiple 5 7.69% 24 34.29% 14.13 +++  

UNEXPECTED-TYPE N=61 N=69  

one_resol 29 44.62% 20 28.57% 3.75 +  

multpl 7 10.77% 2 2.86% 3.39 +  

 

 
 

VII.1.2. Differences between L1 and L2 
 
 

Comparative Statistics: Features 

 
Project: Creativity Project  

Counting: Global  

 

 English Spanish  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

NARRATIVE_FUNCTION-TYPE N=2020 N=2319  

orientation 707 35.00% 940 40.53% 14.04 +++  

action 746 36.93% 687 29.62% 26.05 +++  

evaluation 466 23.07% 570 24.58% 1.35  

resolution 57 2.92% 73 3.28% 0.46  
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Comparative Statistics: In the orientation 
 

 

 English Spanish   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEATIONAL_CHOICES-TYPE N=707 N=940  

setting 324 45.83% 382 40.64% 4.44 ++   

description 383 54.17% 558 59.36% 4.44 ++   

SETTING-TYPE N=707 N=940  

participants 109 15.42% 138 14.68% 0.17   

time_frame 131 18.53% 151 16.06% 1.73   

place_frame 84 11.88% 93 9.89% 1.66   

PARTICIPANTS-TYPE N=707 N=940  

character(s) 105 14.85% 129 13.72% 0.42   

narrator_and_reader_(we) 0 0.00% 0 0.00% 0.00   

reader_(you) 1 0.14% 2 0.21% 0.11   

narrator_as_a_character 3 0.42% 0 0.00% 4.00 ++   

narrator_addressing_the_readers_(i) 0 0.00% 7 0.74% 5.29 ++   

DESCRIPTION-TYPE N=707 N=940  

person_descr 38 5.37% 63 6.70% 1.23   

place_descr 29 4.10% 50 5.32% 1.31   

things_descr 1 0.14% 5 0.53% 1.69   

description_of_a_past_event 312 44.13% 437 46.49% 0.91   
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description_of_a_future_event 1 0.14% 0 0.00% 1.33   

description-of_a_present_event 2 0.28% 3 0.32% 0.02   

PERSON_DESCR-TYPE N=707 N=940  

general_description 33 4.67% 35 3.72% 0.91   

background_information 5 0.71% 28 2.98% 10.60 +++   

DESCRIPTION_OF_A_PAST_EVENT-TYPE N=707 N=940  

material_processes/verbs 208 29.42% 284 30.21% 0.12   

behavioral_processes/verbs 1 0.14% 21 2.23% 13.41 +++   

relational_processes/verbs 37 5.23% 46 4.89% 0.10   

perception_processes/verbs 16 2.26% 15 1.60% 0.97   

cognition_processes/verbs 22 3.11% 42 4.47% 1.99   

verbal-processes/verbs 28 3.96% 29 3.09% 0.93   

DESCRIPTION_OF_A_FUTURE_EVENT-

TYPE 
N=707 N=940  

material_verbs 1 0.14% 0 0.00% 1.33   

behavioural_verbs 0 0.00% 0 0.00% 0.00   

relational_verbs 0 0.00% 0 0.00% 0.00   

perception_verbs 0 0.00% 0 0.00% 0.00   

cognition_verbs 0 0.00% 0 0.00% 0.00   

verbs_of_saying 0 0.00% 0 0.00% 0.00   
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Comparative Statistics: In the complicating action 

 
 

 English Spanish   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEAT_CHOICES-TYPE N=746 N=687  

material 502 67.29% 479 69.72% 0.98   

behavioural 5 0.67% 24 3.49% 14.38 +++   

verbal 110 14.75% 96 13.97% 0.17   

relational 87 11.66% 56 8.15% 4.91 ++   

perception 42 5.63% 32 4.66% 0.69   

TEXT._CHOICES-TYPE N=746 N=687  

chronological 745 99.87% 686 99.85% 0.00   

non_chronological 1 0.13% 1 0.15% 0.00   

NON_CHRONOLOGICAL-TYPE N=746 N=687  

analepsis_flashback 1 0.13% 1 0.15% 0.00   

prolepsis_flashforward 0 0.00% 0 0.00% 0.00   
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Comparative Statistics: In the evaluation 
 
 

 English Spanish   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

EVALUATION-

TARGET 
N=462 N=570  

  

orient 143 30.95% 183 32.11% 0.16   

complicating_action 319 69.05% 386 67.72% 0.21   

resol 0 0.00% 0 0.00% 0.00   

 

Comparative Statistics: In the resolution 
 

 

 English Spanish   

Feature N Percent N Percent 
Chisq

u 
Signif.  

 

RESOLUTION-TYPE N=57 N=73  

resolution_types 59 100.00% 76 100.00% 0.00   

RESOLUTION_TYPES-

TYPE 
N=57 N=73  

types 59 100.00% 76 100.00% 0.00   

TYPES N=57 N=73  

expected 39 66.10% 38 50.00% 3.51 +   

unexpected 20 33.90% 38 50.00% 3.51 +   
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English 

 

Spanish 

 

 

Feature N Percent N Percent 
Chisq

u 
Signif.  

 

RESOLUTION-TYPE    

EXPECTED-TYPE N=57 N=73  

one_resolution 22 37.29% 26 34.21% 0.14   

multiple 17 28.81% 12 15.79% 3.34 +   

UNEXPECTED-TYPE N=57 N=73  

one_resol 16 27.12% 33 43.42% 3.82 +   

multpl 4 6.78% 5 6.58% 0.00   
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VII.2.Evaluative choice findings 
 

 

Comparative Statistics: Features 

 
Project: Creativity Project  

Counting: Global  

Unit: <Appraisal2/>  

Set1: <document feature="eso"/>  

Set2: 

<document 

feature="bach"/>  

 

   

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

APPRAISAL-TYPE N=1189 N=1832  

engagement 624 52.48% 876 47.82% 6.28 +++   

attitude 340 28.60% 591 32.26% 4.54 ++   

graduation 225 18.92% 365 19.92% 0.46   
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VII.2.1. Differences between the two academic years 
 

 
Comparative Statistics: Engagement 

 

 
 Eso Bach  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

ENGAGEMENT-TYPE N=624 N=876  

dialogic_contraction 236 37.82% 469 53.54% 36.14 +++ 
 

dialogic_expansion 388 62.18% 407 46.46% 36.14 +++ 
 

DIALOGIC_CONTRACTION-TYPE N=624 N=876  

deny 127 20.35% 271 30.94% 20.94 +++ 
 

counter 109 17.47% 198 22.60% 5.90 +++ 
 

COUNTER-TYPE N=624 N=876  

concession 44 7.05% 90 10.27% 4.65 ++ 
 

adjuncts/adverbials 65 10.42% 108 12.33% 1.31  
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 Eso Bach  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

ENGAGEMENT-TYPE N=624 N=876  

DIALOGIC_EXPANSION-TYPE N=624 N=876  

entertain 221 35.42% 298 34.02% 0.31  

 

attribute 167 26.76% 109 12.44% 49.77 +++ 
 

ENTERTAIN-TYPE N=624 N=876  

modal_expressions 62 9.94% 71 8.11% 1.51  

 

evidentiality 61 9.78% 64 7.31% 2.91 + 
 

verbs-of_cognition 98 15.71% 163 18.61% 2.14  

 

MODAL_EXPRESSIONS-TYPE N=624 N=876  

epistemic_modality 29 4.65% 28 3.20% 2.10  

 

deontic_modality 33 5.29% 43 4.91% 0.11  

 

ATTRIBUTE-TYPE N=624 N=876  

acknowledgement 109 17.47% 71 8.11% 30.25 +++ 
 

direct/indirect_reported_speech 58 9.29% 38 4.34% 14.95 +++ 
 

 

 

 
 

 

 

 

 

 



Silvia Montero Muñoz         Appendices 

 

418 

 

Comparative Statistics: Attitude 

 
 Eso Bach  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

ATTITUDE-TYPE N=340 N=591  

affect 69 20.29% 103 17.43% 1.18  

 

judgement 54 15.88% 102 17.26% 0.29  

 

appreciation 217 63.82% 386 65.31% 0.21  

 

AFFECT-TYPE N=340 N=591  

lexical_error_affect 1 0.29% 0 0.00% 1.74  

 

no_lexical_error_affect 68 20.00% 103 17.43% 0.95  

 

JUDGEMENT-TYPE N=340 N=591  

lexical_error_judgement 3 0.88% 2 0.34% 1.20  

 

no_lexical_error_judgement 51 15.00% 100 16.92% 0.59  

 

APPRECIATION-TYPE N=340 N=591  

lexical_error_appreciation 1 0.29% 2 0.34% 0.01  

 

no_lexical_error_appreciation 216 63.53% 384 64.97% 0.20  
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Comparative Statistics: Graduation 

 
 Eso Bach  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

GRADUATION-TYPE N=225 N=365  

focus 0 0.00% 7 1.92% 4.37 ++ 
 

force 225 100.00% 358 98.08% 4.37 ++ 
 

FOCUS-TYPE N=225 N=365  

sharpen 0 0.00% 6 1.64% 3.74 + 
 

soften 0 0.00% 1 0.27% 0.62  

 

FORCE-TYPE N=225 N=365  

intensification 136 60.44% 159 43.56% 15.87 +++ 
 

quantification 68 30.22% 133 36.44% 2.39  

 

modes_of_intensification 21 9.33% 66 18.08% 8.48 +++ 
 

INTENSIFICATION-TYPE N=225 N=365  

degrees_of_intensity 136 60.44% 159 43.56% 15.87 +++ 
 

MODES_OF_INTENSIFICATION-TYPE N=225 N=365  

repetition-reelaboration 14 6.22% 26 7.12% 0.18  

 

metaphor/simile/personification/hyperbole 7 3.11% 32 8.77% 7.21 +++ 
 

graphological_devices 1 0.44% 3 0.82% 0.29  

 

humour_and_irony 0 0.00% 3 0.82% 1.86  

 

invented-word 0 0.00% 2 0.55% 1.24  

 

use-of_other_languages 0 0.00% 1 0.27% 0.62  
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VII.2.2. Differences between L1 and L2 
 
 

Comparative Statistics: Engagement 

 
 
 English Spanish  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

ENGAGEMENT-TYPE N=762 N=738  

dialogic_contraction 293 38.45% 412 55.83% 45.44 +++ 
 

dialogic_expansion 469 61.55% 326 44.17% 45.44 +++ 
 

DIALOGIC_CONTRACTION-TYPE N=762 N=738  

deny 164 21.52% 234 31.71% 19.95 +++ 
 

counter 129 16.93% 178 24.12% 11.91 +++ 
 

COUNTER-TYPE N=762 N=738  

concession 45 5.91% 89 12.06% 17.45 +++ 
 

adjuncts/adverbials 84 11.02% 89 12.06% 0.39  

 

DIALOGIC_EXPANSION-TYPE N=762 N=738  

entertain 305 40.03% 214 29.00% 20.15 +++ 
 

attribute 164 21.52% 112 15.18% 10.06 +++ 
 

ENTERTAIN-TYPE N=762 N=738  

modal_expressions 86 11.29% 47 6.37% 11.22 +++ 
 

evidentiality 85 11.15% 40 5.42% 16.14 +++ 
 

verbs-of_cognition 134 17.59% 127 17.21% 0.04  
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MODAL_EXPRESSIONS-TYPE N=762 N=738  

epistemic_modality 40 5.25% 17 2.30% 8.90 +++ 
 

deontic_modality 46 6.04% 30 4.07% 3.03 + 
 

ATTRIBUTE-TYPE N=762 N=738  

acknowledgement 109 14.30% 71 9.62% 7.79 +++ 
 

direct/indirect_reported_speech 55 7.22% 41 5.56% 1.73  

 

 

Comparative Statistics: Attitude 
 
 

 

 English Spanish  

 

ATTITUDE-TYPE N=479 N=452  

affect 88 18.37% 84 18.58% 0.01  

 

judgement 88 18.37% 68 15.04% 1.85  

 

appreciation 303 63.26% 300 66.37% 0.99  

 

AFFECT-TYPE N=479 N=452  

lexical_error_affect 1 0.21% 0 0.00% 0.94  

 

no_lexical_error_affect 87 18.16% 84 18.58% 0.03  

 

JUDGEMENT-TYPE N=479 N=452  

lexical_error_judgement 5 1.04% 0 0.00% 4.74 ++ 
 

APPRECIATION-TYPE N=479 N=452  

lexical_error_appreciation 3 0.63% 0 0.00% 2.84 + 
 

no_lexical_error_appreciation 300 62.63% 300 66.37% 1.42  
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Comparative Statistics: Graduation 

 

 
 English Spanish  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

GRADUATION-TYPE N=263 N=327  

focus 0 0.00% 7 2.14% 5.70 +++ 
 

force 311 100.00% 320 97.86% 5.70 +++ 
 

FOCUS-TYPE N=263 N=327  

sharpen 0 0.00% 6 1.83% 4.88 +++ 
 

soften 0 0.00% 1 0.31% 0.81  

 

FORCE-TYPE N=263 N=327  

intensification 154 58.56% 141 43.12% 13.89 +++ 
 

quantification 78 29.66% 123 37.61% 4.11 ++ 
 

modes_of_intensification 31 11.79% 56 17.13% 3.30 + 
 

INTENSIFICATION-TYPE N=263 N=327  

degrees_of_intensity 154 58.56% 141 43.12% 13.89 +++ 
 

MODES_OF_INTENSIFICATION-TYPE N=263 N=327  

repetition-reelaboration 23 8.75% 17 5.20% 2.90 + 

 

metaphor/simile/personification/hyperbole 3 1.14% 36 11.01% 23.00 +++ 
 

GRADUATION-TYPE English Spanish  

 

MODES_OF_INTENSIFICATION-TYPE    

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 
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 English Spanish  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

GRADUATION-TYPE N=263 N=327  

graphological_devices 4 1.52% 0 0.00% 5.01 ++ 
 

humour_and_irony 0 0.00% 3 0.92% 2.43  
 

invented-word 2 0.76% 0 0.00% 2.50  

 

use-of_other_languages 0 0.00% 1 0.31% 0.81  
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VII.3. Age and gender differences 
 
 

VII.3.1. Differences between females and males 
 

 
 
 

Project: Creativity Project  

Counting: Global  

Unit: <Narrative_elements/>  

Set1: <document feature="male"/>  

Set2: 
<document 

feature="female"/>  

   

 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

NARRATIVE_FUNCTION-TYPE N=1743 N=2596  

orientation 686 39.36% 961 37.02% 2.42   

action 579 33.22% 854 32.90% 0.05   

evaluation 374 21.46% 662 25.50% 9.38 +++   

resolution 66 3.79% 69 2.66% 4.41 ++   
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 VII.3.1.1. Differences regarding ideational and textual choices 
 
 

Comparative Statistics: In the orientation 

 
 

 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEATIONAL_CHOICES-TYPE N=686 N=961  

Description of the setting 365 53.21% 576 59.94% 7.40 +++   

SETTING-TYPE N=686 N=961  

participants 104 5.97% 143 5.51% 0.41   

time_frame 130 7.46% 152 5.86% 4.41 ++  

 

 

place_frame 87 4.99% 90 3.477% 6.19 +++  

PARTICIPANTS-TYPE N=686 N=961  

character(s) 102 14.87% 132 13.74% 0.42   

narrator_and_reader_(we) 0 0.00% 0 0.00% 0.00   

reader_(you) 1 0.15% 2 0.21% 0.09   

narrator_as_a_character 0 0.00% 3 0.31% 2.15   

narrator_addressing_the_readers_(i) 1 0.15% 6 0.62% 2.17   

DESCRIPTION-TYPE N=686 N=961  

person_descr 21 3.06% 80 8.32% 19.26 +++   

place_descr 28 4.08% 51 5.31% 1.32   

things_descr 2 0.29% 4 0.42% 0.17   
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DESCRIPTION-TYPE N=686 N=961  

description_of_a_past_event 314 45.77% 435 45.27% 0.04   

description_of_a_future_event 0 0.00% 1 0.10% 0.71   

description-of_a_present_event 0 0.00% 5 0.52% 3.58 +   

PERSON_DESCR-TYPE N=686 N=961  

general_description 11 1.60% 57 5.93% 18.94 +++   

background_information 10 1.46% 23 2.39% 1.78   

DESCRIPTION_OF_A_PAST_EVENT-TYPE N=686 N=961  

material_processes/verbs 206 30.03% 286 29.76% 0.01   

behavioral_processes/verbs 12 1.75% 10 1.04% 1.53   

relational_processes/verbs 29 4.23% 54 5.62% 1.62   

perception_processes/verbs 18 2.62% 13 1.35% 3.50 +   

cognition_processes/verbs 31 4.52% 33 3.43% 1.26   

verbal-processes/verbs 18 2.62% 39 4.06% 2.46   

DESCRIPTION_OF_A_FUTURE_EVENT-

TYPE 
N=686 N=961  

material_verbs 0 0.00% 1 0.10% 0.71   

behavioural_verbs 0 0.00% 0 0.00% 0.00   

relational_verbs 0 0.00% 0 0.00% 0.00   

perception_verbs 0 0.00% 0 0.00% 0.00   

cognition_verbs 0 0.00% 0 0.00% 0.00   

verbs_of_saying 0 0.00% 0 0.00% 0.00   
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Comparative Statistics: In the complicating action 

 
 

 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

IDEAT_CHOICES-TYPE N=579 N=854  

material 427 73.75% 554 64.87% 12.59 +++   

behavioural 13 2.25% 16 1.87% 0.24   

verbal 51 8.81% 155 18.15% 24.46 +++   

relational 59 10.19% 84 9.84% 0.05   

perception 29 5.01% 45 5.27% 0.05   

TEXT._CHOICES-TYPE N=579 N=854  

chronological 579 100.00% 852 99.77% 1.36   

non_chronological 0 0.00% 2 0.23% 1.36   

NON_CHRONOLOGICAL-TYPE N=579 N=854  

analepsis_flashback 0 0.00% 2 0.23% 1.36   

prolepsis_flashforward 0 0.00% 0 0.00% 0.00   
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Comparative Statistics: In the evaluation 

 
 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

EVALUATION-TYPE N=370 N=662  

orient 123 33.24% 203 30.66% 0.73    

Complicating action 247 66.76% 458 69.18% 0.65   

resol 51 0.00% 155 0.15% 0.56   

 

Comparative Statistics: In the resolution 

 
 Male Female   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

RESOLUTION-TYPE N=62 N=68  

expected 43 65.15% 34 49.28% 3.47 +   

unexpected 23 34.85% 35 50.72% 3.47 +   

EXPECTED-TYPE N=62 N=68  

one_resolution 23 34.85% 25 36.23% 0.03   

multiple 20 30.30% 9 13.04% 5.96 +++   

UNEXPECTED-TYPE N=66 N=69  

one_resol 18 27.27% 31 44.93% 4.55 ++   

multpl 5 7.58% 4 5.80% 0.17   
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 VII.3.1.2. Differences regarding evaluative choices 
 

Comparative Statistics: Engagement 

 

 Male Female  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

ENGAGEMENT-TYPE N=511 N=989  

dialogic_constraction 236 46.18% 469 47.42% 0.21  

 

dialogic_expansion 275 53.82% 520 52.58% 0.21  

 

DIALOGIC_CONTRACTION-TYPE N=511 N=989  

deny 120 23.48% 278 28.11% 3.70 + 
 

counter 116 22.70% 191 19.31% 2.38  

 

DENY-TYPE N=511 N=989  

lexical_error_deny 0 0.00% 8 0.81% 4.16 ++ 
 

no_lexical_error_deny 120 23.48% 270 27.30% 2.55  

 

COUNTER-TYPE N=511 N=989  

concession 42 8.22% 92 9.30% 0.49  

 

adjuncts/adverbials 74 14.48% 99 10.01% 6.60 +++ 
 

DIALOGIC_EXPANSION-TYPE N=511 N=989  

entertain 196 38.36% 323 32.66% 4.83 ++ 
 

attribute 79 15.46% 197 19.92% 4.46 ++ 
 

 

 

 



Silvia Montero Muñoz         Appendices 

 

430 

 

ENGAGEMENT-TYPE N=511 N=989  

ENTERTAIN-TYPE    

modal_expressions 46 9.00% 87 8.80% 0.02  

 

evidentiality 58 11.35% 67 6.77% 9.23 +++ 
 

verbs-of_cognition 92 18.00% 169 17.09% 0.20  

 

MODAL_EXPRESSIONS-TYPE N=511 N=989  

epistemic_modality 18 3.52% 39 3.94% 0.16  

 

deontic_modality 28 5.48% 48 4.85% 0.27  

 

ATTRIBUTE-TYPE N=511 N=989  

acknowledgement 54 10.57% 126 12.74% 1.51  

 

direct/indirect_reported_speech 25 4.89% 71 7.18% 2.94 + 
 

 

 

Comparative Statistics: Attitude 
 

 
 Male Female  

 

Feature N Percent N Percent 
Chi 

Square 

Signif

. 

 

ATTITUDE-TYPE N=367 N=564  

affect 56 15.26% 116 20.57% 4.16 ++ 
 

judgement 52 14.17% 104 18.44% 2.91 + 
 

appreciation 259 70.57% 344 60.99% 8.94 +++ 
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Comparative Statistics: Graduation 

 
 Male Female  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

GRADUATION-TYPE N=220 N=370  

focus 4 1.82% 3 0.81% 1.19  

 

force 216 98.18% 367 99.19% 1.19  

 

FOCUS-TYPE N=220 N=370  

sharpen 4 1.82% 2 0.54% 2.24  

 

soften 0 0.00% 1 0.27% 0.60  

 

FORCE-TYPE N=220 N=370  

intensification 94 42.73% 201 54.32% 7.42 +++ 
 

quantification 92 41.82% 109 29.46% 9.38 +++ 
 

modes_of_intensification 30 13.64% 57 15.41% 0.34  

 

INTENSIFICATION-TYPE N=220 N=370  

degrees_of_intensity 94 42.73% 201 54.32% 7.42 +++ 
 

MODES_OF_INTENSIFICATION-TYPE N=220 N=370  

repetition-reelaboration 18 8.18% 22 5.95% 1.09  

 

metaphor/simile/personification/hyperbole 10 4.55% 29 7.84% 2.42  

 

graphological_devices 1 0.45% 3 0.81% 0.26  

 

humour_and_irony 0 0.00% 3 0.81% 1.79  

 

invented-word 1 0.45% 1 0.27% 0.14  

 

use-of_other_languages 1 0.45% 0 0.00% 1.68  
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VII.3.1.3. Differences regarding topics and subgenres 
 

 
 Male Female  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

TOPIC N=46 N=54  

friendship 2 4.35% 6 11.11% 1.54  

 

love 3 6.52% 18 33.33% 10.76 +++ 
 

misfortune,_suffering_and_sadness 4 8.70% 3 5.56% 0.38  

 

achievement_and_success 4 8.70% 4 7.41% 0.06  

 

happiness_and_excitement 6 13.04% 5 9.26% 0.36  

 

survival_and_fear 13 28.26% 5 9.26% 6.08 +++ 
 

loneliness 0 0.00% 0 0.00% 0.00  

 

betrayal 1 2.17% 1 1.85% 0.01  

 

mystery 0 0.00% 3 5.56% 2.63  

 

warm-welcome 3 6.52% 0 0.00% 3.63 + 
 

holidays-travel 7 15.22% 3 5.56% 2.58  

 

identity 0 0.00% 2 3.70% 1.74  

 

fate 1 2.17% 0 0.00% 1.19  

 

misunderstanding 1 2.17% 0 0.00% 1.19  

 

a_new_beginning 1 2.17% 3 5.56% 0.74  

 

disagreement_and_dissaproval_ 0 0.00% 1 1.85% 0.86  
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SUBGENRE N=46 N=54  

science-fiction 0 0.00% 0 0.00% 0.00  

 

travel-adventure 30 65.22% 26 48.15% 2.94 + 
 

suspense 1 2.17% 1 1.85% 0.01  

 

horror 0 0.00% 0 0.00% 0.00  

 

inner_journey 0 0.00% 2 3.70% 1.74  

 

drama 8 17.39% 8 14.81% 0.12  

 

romance 3 6.52% 15 27.78% 7.60 +++ 
 

comedy 0 0.00% 0 0.00% 0.00  

 

fantasy 3 6.52% 2 3.70% 0.42  

 

COMPLEMENTARY GENRES USED IN THE 

NARRATIVE 
N=46 N=54  

yes 10 21.74% 18 33.33% 1.66  

 

no 36 78.26% 36 66.67% 1.66  

 

YES-TYPE N=46 N=54  

epistolary 0 0.00% 2 3.70% 1.74  

 

dialogic 10 21.74% 16 29.63% 0.80  

 

epistolary_and_dialogic 0 0.00% 0 0.00% 0.00  
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DIALOGIC-TYPE N=46 N=54  

 Male Female  

 

Feature N Percent N Percent 
Chi 

Square 
Signif. 

 

direct_speech 3 6.52% 8 14.81% 1.75  

 

direct_thought 0 0.00% 1 1.85% 0.86  

 

indirect_speech 5 10.87% 1 1.85% 3.58 + 
 

indirect_thought 1 2.17% 0 0.00% 1.19  

 

free_indirect_speech 0 0.00% 2 3.70% 1.74  

 

more_than_one_dialogic_type 1 2.17% 4 7.41% 1.43  
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VII.3.2. Differences between the two academic levels (age) 

 
 

  VII.3.2.1. Differences regarding topics and subgenres 
 
 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

TOPIC N=50 N=50  

friendship 5 10.00% 3 6.00% 0.54   

love 10 20.00% 11 22.00% 0.06   

misfortune,_suffering_and_sadness 4 8.00% 3 6.00% 0.15   

achievement_and_success 4 8.00% 4 8.00% 0.00   

happiness_and_excitement 2 4.00% 9 18.00% 5.01 ++   

survival_and_fear 9 18.00% 9 18.00% 0.00   

loneliness 0 0.00% 0 0.00% 0.00   

betrayal 1 2.00% 1 2.00% 0.00   

uncertainty 1 2.00% 2 4.00% 0.34   

warm-welcome 1 2.00% 2 4.00% 0.34   

holidays-travel 6 12.00% 4 8.00% 0.44   

identity 0 0.00% 2 4.00% 2.04   

fate 1 2.00% 0 0.00% 1.01   

misunderstanding 1 2.00% 0 0.00% 1.01   

a_new_beginning 4 8.00% 0 0.00% 4.17 ++   
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disagreement_and_dissaproval_ 1 2.00% 0 0.00% 1.01   

SUBGENRE N=50 N=50  

science-fiction 0 0.00% 0 0.00% 0.00   

travel-adventure 30 60.00% 27 54.00% 0.37   

mystery 1 2.00% 1 2.00% 0.00   

horror 0 0.00% 0 0.00% 0.00   

inner_journey 1 2.00% 1 2.00% 0.00   

drama 11 22.00% 5 10.00% 2.68   

romance 7 14.00% 11 22.00% 1.08   

comedy 0 0.00% 0 0.00% 0.00   

fantasy 0 0.00% 5 10.00% 5.26 ++   

COMPLEMENTARY GENRE USED IN THE 

NARRATIVE 
N=50 N=50  

yes 14 28.00% 14 28.00% 0.00   

no 36 72.00% 36 72.00% 0.00   

YES-TYPE N=50 N=50  

epistolary 0 0.00% 2 4.00% 2.04   

dialogic 14 28.00% 12 24.00% 0.21   

epistolary_and_dialogic 0 0.00% 0 0.00% 0.00   
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DIALOGIC-TYPE 

N=50 N=50  

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

direct_speech 7 14.00% 4 8.00% 0.92   

direct_thought 0 0.00% 1 2.00% 1.01   

indirect_speech 4 8.00% 2 4.00% 0.71   

indirect_thought 0 0.00% 1 2.00% 1.01   

free_indirect_speech 0 0.00% 2 4.00% 2.04   

more_than_one_dialogic_type 3 6.00% 2 4.00% 0.21   
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VII.3.2.2.Differences regarding text complexity  

 
 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

TIME FRAME DEVICES 

 

 

 

 

 

time_frame 123 15.30% 159 18.86% 3.68 +   

 

EVALUATION IN NARRATIVE    

evaluation 334 17.90% 702 28.39% 64.36 +++  

 

ELABORATE SETTINGS AND DESCRIPTIVE CHARACTERS 

 

IDEATIONAL_CHOICES-TYPE 

   

setting 328 40.80% 378 44.84% 2.75 +  

PARTICIPANTS-TYPE    

narrator_addressing_the_readers_(i) 0 0.00% 7 0.83% 6.70 +++  

DESCRIPTION-TYPE    

person_descr 25 3.11% 76 9.02% 24.94 +++  

description_of_a_past_event 411 51.12% 338 40.09% 20.17 +++   

PERSON_DESCR-TYPE    

general_description 23 2.86% 45 5.34% 6.38 +++   

background_information 2 0.25% 31 3.68% 24.64 +++   
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MULTIPLE ACTIONS 

material 396  63.77% 584 72.10% 11.30 +++   

 

 

 

MULTIPLE RESOLUTIONS 

   

         Eso         Bach  

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

multiple 5 7.69% 24 34.29% 14.13 +++   

UNEXPECTED-TYPE    

one_resol 29 44.62% 20 28.57% 3.75 +   

multpl 7 10.77% 2 2.86% 3.39 +   

 

STYLISTIC DEVICES    

EPISTOLARY-TYPE    

Repetition 14 6.22% 26 7.12% 0.18  

Graphological devices 

humour_and_irony 

invented-word 

use-of_other_languages 

Metaphor/simile/personification/hyperbole 

1  

0 

0  

0 

7 

0.44%  

0.00% 

0.00% 

0.00% 

3.11% 

3 

3 

2 

1 

32 

0.82% 

0.82% 

0.55% 

0.27% 

8.77% 

0.29 

1.86 

1.24 

0.62 

7.21 

 

 

 

 

 

 

 

+++   

 

 

NON_CHRONOLOGICAL 

TYPE 
   

analepsis_flashback 0 0.00% 2 0.25% 1.54  

prolepsis_flashforward 0 0.00% 0 0.00% 0.00  
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COMPLEMENTARY GENRE    

EPISTOLARY-TYPE    

epistolary 0 0.00% 2 4.00% 2.04   

dialogic 14 28.00% 12 24.00% 0.21   

DIALOGIC-TYPE N=50 N=50  

direct_speech 7 14.00% 4 8.00% 0.92   

direct_thought 0 0.00% 1 2.00% 1.01   

indirect_speech 4 8.00% 2 4.00% 0.71   

indirect_thought 0 0.00% 1 2.00% 1.01   

free_indirect_speech 0 0.00% 2 4.00% 2.04   

more_than_one_dialogic_type 3 6.00% 2 4.00% 0.21   

 

NUMBER OF ABSTRACT AND CODA N  N     
 

abstract 8  10     

coda 14  30     
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VII.4. General information  
 

 

 Eso Bach   

Feature N Percent N Percent 
Chi 

Square 
Signif.  

 

ACADEMIC_LEVEL N=50 N=50  

eso 50 100.00% 0 0.00% 100.00 

bach 0 0.00% 50 100.00% 100.00 

LANGUAGE N=50 N=50  

english 25 50.00% 25 50.00% 0.00   

spanish 25 50.00% 25 50.00% 0.00   

 

Length:  

- Number of segments: 50 50  

- Tokens in segments: 14664 22836  

- Words in segments: 12812 20233  
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VII.5. Results of the analysis per 1,000 tokens 
 
  

VII. 5.1. Differences between Ideational and textual findings. 

 

VII. 5.1.1.Differences between the two academic years 
 

 

Comparative Statistics: Features 
 

Project: Creativity Project  

Counting: per 1000 tokens  

Unit: <Narrative_elements/>  

Set1: <document feature="eso"/>  

Set2: 
<document 

feature="bach"/>  

   

 
Eso Bach  

 

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

T 

Stat 

Signif

.  

 

NARRATIVE_FUNCTION-TYPE N=1866 N=2473  

orientation 804 54.83 843 36.92 6.07 +++   

action 622 42.42 811 35.51 0.37   

evaluation 334 22.78 702 30.74 8.08 +++   

resolution 61 4.43 69 3.07 1.23   
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     VII. 5.1.2. Differences between the L1 and L2 

 

 English Spanish   

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

TSta

t 

Signif

.  

 

NARRATIVE_FUNCTION-TYPE N=2020 N=2319  

orientation 707 43.61 940 44.15 3.75 +++   

action 746 46.02 687 32.27 5.12 +++   

evaluation 466 28.75 570 26.77 1.16   

resolution 57 3.64 73 3.57 0.67   

 

VII. 5.2. Evaluative findings 
 

VII. 5.2.1.Differences between the two academic years 
 

 

 Eso Bach   

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

TSta

t 

Signif

.  

 

APPRAISAL-TYPE N=1189 N=1832  

engagement 624 42.55 876 38.36 2.51 +++   

attitude 340 23.19 591 25.88 2.13 ++   

graduation 225 15.34 365 15.98 0.68   
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VII. 5.2.2. Differences between the L1 and L2 
 

 English Spanish   

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

TSta

t 

Signi

f.  

 

APPRAISAL-TYPE N=1345 N=1676  

engagement 673 41.52 827 38.85 0.38   

attitude 409 25.23 522 24.52 0.44   

graduation 263 16.22 327 15.36 0.03   

 

VII. 5.3. Gender differences 
 

VII. 5.3.1.Differences regarding ideational and textual choices 
 

 Male Female  

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

TSta

t 

Signif

.  

NARRATIVE_FUNCTION-TYPE N=1743 N=2596  

abstract 11 0.75 13 0.57 0.57  

orientation 686 46.66 961 42.15 1.56  

action 579 39.38 854 37.46 0.22  

evaluation 374 25.44 662 29.04 3.07 +++  

resolution 62 4.49 68 3.03 2.10 ++  
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VII. 5.3.2. Differences regarding evaluative choices 
 

 

 Male Female   

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

TSta

t 

Signif

.  

 

APPRAISAL-TYPE N=1098 N=1923  

engagement 511 34.75 989 43.38 2.59 +++   

attitude 367 24.96 564 24.74 2.35 ++   

graduation 220 14.96 370 16.23 0.53   

 

 

VII. 5.3.3. Differences regarding topics and subgenres 
 

 Male Female  

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

TSta

t 

Signif

.  

TOPIC N=100 N=100  

friendship 8 0.21 8 0.21 0.00  

love 21 0.56 21 0.56 0.00  

misfortune,_suffering_and_sadness 7 0.19 7 0.19 0.00  

achievement_and_success 8 0.21 8 0.21 0.00  

happiness_and_excitement 11 0.29 11 0.29 0.00  

survival_and_fear 18 0.48 18 0.48 0.00  
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Male 

 

Female 

Feature N 
per 1000 

tokens 
N 

per 1000 

tokens 

TSta

t 

Signif

.  

TOPIC N=100 N=100  

betrayal 2 0.05 2 0.05 0.00  

uncertainty 3 0.08 3 0.08 0.00  

warm-welcome 3 0.08 3 0.08 0.00  

holidays-travel 10 0.27 10 0.27 0.00  

identity 2 0.05 2 0.05 0.00  

fate 1 0.03 1 0.03 0.00  

misunderstanding 1 0.03 1 0.03 0.00  

a_new_beginning 4 0.11 4 0.11 0.00  

disagreement_and_dissaproval_ 1 0.03 1 0.03 0.00  

SUBGENRE N=100 N=100  

science-fiction 0 0.00 0 0.00 0.00  

travel-adventure 57 1.52 57 1.52 0.00  

mystery 2 0.05 2 0.05 0.00  

horror 0 0.00 0 0.00 0.00  

inner_journey 2 0.05 2 0.05 0.00  

drama 16 0.43 16 0.43 0.00  

romance 18 0.48 18 0.48 0.00  

comedy 0 0.00 0 0.00 0.00  
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fantasy 5 0.13 5 0.13 0.00  

COMPLEMENTARY GENRE N=100 N=100  

yes 28 0.75 28 0.75 0.00  

YES-TYPE N=100 N=100  

epistolary 2 0.05 2 0.05 0.00  

dialogic 26 0.69 26 0.69 0.00  

epistolary_and_dialogic 0 0.00 0 0.00 0.00  

DIALOGIC-TYPE N=100 N=100  

direct_speech 11 0.29 11 0.29 0.00  

direct_thought 1 0.03 1 0.03 0.00  

indirect_speech 6 0.16 6 0.16 0.00  

indirect_thought 1 0.03 1 0.03 0.00  

free_indirect_speech 2 0.05 2 0.05 0.00  

more_than_one_dialogic_type 5 0.13 5 0.13 0.00  
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Appendix VIII. Tables of results of the analysis 
 
 

VIII.Table 1: Quantitative analysis regarding degree of 
creativity 

 

 VIII.1.1 ESO (English/Spanish) 
 

VIII.1.2. Bachillerato (English/Spanish) 
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Legend: ABS: abstract, ORI: orientation, C.A: complicating action, RES: resolution, COD: coda, EV o/c: evaluation found in the 
orientation and complicating action, TOTAL: total number of features found in the orientation and complicating action/ 

ENGAG:engagement, ATT: attitude, GRAD: graduation 

QUANTITATIVE RESEARCH 

INSTRUMENT 1: DEGREE OF CREATIVITY 

(LABOV’S MODEL AND HALLIDAY’S SFL) 

INSTRUMENT 2: DEGREE OF 

CREATIVITY (APPRAISAL THEORY) 

NUMBER OF FEATURES FREQUENCY & NUMBER OF FEATURES 

ESO/ENGLISH ABS ORI C.A RES COD EV Total ENGAG. ATT. GRAD. TOTAL UNITS 

N/1000 WORDS 

1.NCEFSEM 0 1 11 1 0 12 12 6 5 4 N=15  74.26% 

2.NCEFSEF 0 24 11 1 0 2 35 4 6 3 N=13  45.14% 

3. NCEFSEF 0 21 4 1 0 17 25 27  13  8  N=48  135.59% 

4. NCEFSEF 0 14 35 1 1 11 49 34  14  9  N=57  97.77% 

5. NCEFSEF 0 12 9 1 1 12 21 9 9 1 N=19  70.90% 

6.NCEFSEM 1 10 11 1 0 4 22 11 4 7 N=22  104.27% 

7. NCEFSEM 0 7 2 0 0 2 9 1 3 2 N=6    85.71% 

8. NCEFSEF 1 30 29 2 1 4 59 9 9 7 N=25  50.20% 

9.NCEFSEF 0 9 6 1 0 5 15 5 6 4 N=15  120% 

10. NCEFSEM 1 7 0 0 0 2 7 6 6 2 N=14  93.33% 

11. NCEFSEM 0 12 3 0 0 3 15 8 1 0 N=9   60.81% 

12. NCEFSEM 0 4 10 1 1 4 14 15  1  0 N=16  65.57% 

13. NCEFSEM 0 7 12 2 1 1 19 11 1 0 N=12  85.37% 

14. NCEFSEM 1 25 14 1 0 7 39 17  9  2 N=28  85.37%   

15. NCEFSEF 0 16 11 2 0 4 27 6 1 1 N=8    39.02% 

16. NCEFSEM 0 10 19 1 0 3 29 8 6 2 N=16  68.67% 

17. NCEFSEM 0 4 6 1 1 3 10 2 3 1 N=6    81.08% 

18. NCEFSEF 1 28 6 1 1 6 34 7 7 4 N=18  52.17% 

19.NCEFSEM 0 10 4 1 1 0 14 2 0 1 N=3    22.09% 

20.NCEFSEM 0 9 14 2 1 8 23 6 8 6 N=20  88.89% 

21.NCEFSEF 0 13 14 0 1 10 27 12 10 13 N=35  117.45% 

22.NCEFSEF 0 28 28 1 1 10 56 34  9  11  N=54  88.96% 

23.NCEFSEF 0 9 11 1 0 4 20 6 5 7 N=18  101.12% 

24.NCEFSEF 0 37 6 1 1 13 43 13 5 5 N=23  49.25% 

25.NCEFSEF 0 11 38 1 0 13 49 39  12  14  N=65  113.64% 

ESO/SPANISH ABS ORI C.A RES COD EV Total ENGAG. ATT. GRAD. Total 

1.NCSNASEM 0 3 14 2 0 12 17 2 7 5 N=14  61.95% 

2.NCSNASEF 0 21 31 0 1 6 52 11 3 9 N=23  63.19% 

3. NCSNASEF 0 8 6 1 1 10 14 11 10 5 N=26  136.84% 

4. NCSNASEF 0 34 18 1 1 16 52 25  8  3  N=36  81.45% 

5. NCSNASEF 0 12 14 0 1 9 26 23  7  7  N=37  112.12% 

6.NCSNASEM 0 50 11 1 0 14 61 26  14  14  N=54  86.82% 

7. NCSNASEM 0 13 8 1 1 4 21 6 4 1 N=11  61.11% 

8. NCSNASEF 0 23 18 4 0 10 41 9 6 7 N=22  44.81% 

9.NCSNASEF 0 12 11 2 0 4 23 8 8 4 N=20  86.21% 

10. NCSNASEM 0 13 6 3 1 2 19 27 14 3 N=44  48.67% 

11. NCSNASEM 0 11 12 1 0 9 23 15 8 1 N=24   96.77% 

12. NCSNASEM 0 22 30 2 1 2 52 13 4 5 N=22  43.91% 

13. NCSNASEM 0 12 7 2 1 3 19 5 5 1 N=11  66.67% 

14. NCSNASEM 0 34 12 2 0 15 46 20  15  3  N=38  76.61% 

15. NCSNASEF 0 29 16 1 1 6 45 8 9 2 N=19  48.72% 

16. NCSNASEM 0 27 27 1 0 8 54 35  17 5  N=57  94.06% 

17. NCSNASEM 0 8 2 2 1 1 10 3 3 4 N=10  114.94% 

18. NCSNSEF 1 15 2 1 1 3 17 13 2 1 N=16  71.75% 

19.NCSNASEM 0 9 8 1 0 2 17 16 2 2 N=20  108.70% 

20.NCSNASEM 1 21 1 1 1 8 22 17 8  9  N=34  63.19% 

21.NCSNASEF 0 17 16 1 0 6 33 12 17 8 N=37  123.64% 

22.NCSNASEF 0 14 10 1 1 2 24 8 4 2 N=14  98.40% 

23.NCSNASEF 0 8 12 1 0 5 20 4 6 2 N=12  54.26% 

24.NCSNASEF 1 23 5 3 0 9 28 21  9  9  N=39  73.62% 

25.NCSNASEF 0 4 10 1 1 3 14 10  5  2  N=17  126.21% 
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Legend: ABS: abstract, ORI: orientation, C.A: complicating action, RES: resolution, COD: coda, EV evaluation 

found in the orientation and complicating action, TOTAL: total number of features found in the orientation and 
complicating action/ ENGAG:engagement, ATT: attitude, GRAD: graduation 

QUANTITATIVE RESEARCH 

INSTRUMENT 1: DEGREE OF CREATIVITY 

(LABOV’S MODEL AND HALLIDAY’S SFL) 

INSTRUMENT 2: DEGREE OF 

CREATIVITY (APPRAISAL THEORY) 

NUMBER OF FEATURES NUMBER & FREQUENCY OF 

FEATURES 

BACH/ENGLISH ABS ORI C.A RES COD EV total ENGAG

. 

ATT. GRAD. TOTAL UNITS 

N/1000 WORDS 

1.NCEFBM 0 12 21 1 1 34 33 13 13 6 N=32 64.91% 

2.NCEFBM 0 14 24 3 0 8 38 20  13  6  N=39 90.28% 

3. NCEFBF 0 15 23 1 1 19 38 30  9   9  N=48 96.58% 

4. NCEFBF 0 15 13 1 0 11 28 10 7 8 N=25 75.99% 

5. NCEFBF 0 8 48 1 0 23 56 25 28 7  N=60 96.93% 

6.NCEFBM 0 22 14 1 0 10 36 14 6 4 N=24 79.47% 

7. NCEFBF 0 21 11 3 1 8 32 14 15 4 N=33 78.76% 

8. NCEFBM 1 35 33 4 1 10 68 20  13  14  N=47 78.46% 

9.NCEFBF 1 10 4 1 0 8 14 9 5 4 N=18 86.96% 

10. NCEFBF 0 26 7 1 1 10 33 11 12 10 N=33 83.33% 

11. NCEFBF 0 17 12 2 0 10 29 19 7 7 N=33 82.29% 

12. NCEFBF 1 11 14 1 1 6 25 16 13 9 N=38 127.52% 

13. NCEFBF 0 21 20 1 1 19 41 21 8  6  N=35 66.04% 

14. NCEFBF 0 16 24 1 1 16 40 22  17  9  N=48 107.38% 

15. NCEFBF 0 29 43 1 1 28 72 40  12  5  N=57 63.69% 

16. NCEFBM 0 6 9 1 1 8 15 10 11 5 N=26 95.59% 

17. NCEFBF 0 2 19 1 0 24 21 20  8   8  N=36 92.07% 

18. NCEFBF 0 10 15 1 1 21 25 25  23  9  N=57 136.04% 

19.NCEFBF 0 8 12 1 1 9 20 18 6 5 N=29 111.54% 

20.NCEFBM 0 10 2 1 1 1 12 5 3 0 N=8   70.18% 

21.NCEFBM 0 7 6 1 0 6 13 4 5 2 N=11 70.06% 

22.NCEFBM 0 10 22 0 0 5 32 4 6 1 N=11 36.18% 

23.NCEFBM 0 6 8 1 1 4 14 1 10 5 N=16 90.40% 

24.NCEFBM 1 11 16 1 0 2 27 2 2 2 N=6   30.00% 

25.NCEFBM 0 4 10 1 0 1 14 2 4 4 N=10  86.21% 

BACH/SPANISH ABS ORI C.A RES COD EV Total ENGAG

. 

ATT GRAD. N/1000 WORDS 

1.NCSNABM 0 26 29 1 0 39 55 12   20  19  N=51  72.86% 

2.NCSNABM 0 12 9 4 1 15 21 7 20 5 N=32  45.14% 

3. NCSNABF 1 23 5 2 1 14 28 13 9 4 N=26  76.47% 

4. NCSNABF 1 9 21 1 1 2 30 18 16 11 N=45  86.87% 

5. NCSNABF 0 45 5 1 0 20 50 24  13  9  N=46  62.50% 

6.NCSNABM 0 11 20 2 0 12 31 19 8 9 N=36  70.87% 

7. NCSNABF 0 13 7 2 1 11 20 15 11 10 N=36  95.74% 

8. NCSNABM 0 21 14 3 1 9 35 16 4 4 N=24  50.00% 

9.NCSNABF 0 14 32 1 1 29 46 35  20  11  N=66  87.53% 

10. NCSNABF 0 21 24 1 1 19 45 27  14  3  N=44  63.13% 

11. NCSNABF 0 9 15 2 1 13 24 14 11 7 N=32  79.40% 

12. NCSNABF 1 13 25 1 1 23 38 50  20  10  N=80 115.11% 

13. NCSNABF 0 14 9 1 1 13 23 18 9 8 N=35  89.97% 

14. NCSNABF 0 14 12 2 0 8 26 24  5  7  N=36 108.11% 

15. NCSNABF 0 53 24 1 1 33 77 44  20  14  N=78  69.52% 

16. NCSNABM 0 15 26 1 0 23 41 17 19 9 N=45  72.46% 

17. NCSNABF 0 18 1 1 0 12 19 14 13 6 N=33  77.28% 

18. NCSNABF 0 11 6 1 1 16 17 16 16 8 N=40 103.09% 

19.NCSNABF 0 23 25 1 0 18 48 29  17  14  N=60  73.89% 

20.NCSNABM 0 11 8 2 0 6 19 5 8 5 N=18  62.07% 

21.NCSNABM 1 19 19 1 1 11 38 30  17 3 N=50  85.18% 

22.NCSNABM 1 51 0 1 1 6 51 4 14 10 N=28  46.74% 

23.NCSNABM 1 20 24 1 1 13 44 22  17  17  N=56  93.49% 

24.NCSNABM 1 17 12 1 1 6 29 16 7 9 N=32  69.57% 

25.NCSNABM 0 14 8 2 1 11 22 12 7 4 N=23  72.33% 
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VIII.Table 2: Quantitative analysis regarding age and gender 
differences 

 

VIII.2.1 ESO (English/Spanish) 
 

VIII.2.2. Bachillerato (English/Spanish) 
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Legend: TF: time-frame, EV: evaluation in narrative, OR: elaborate orientation (setting and characters), MA: multiple actions, MR: multiple resolution, SD: 

stylistic differences, MN: manipulation in the order of the narrative, Other: Use of subgenre within the narrative genre genre (DS: direct speech, IS: indirect 
speech, DIS: direct and indirect speech , Abs/coda: abstract/coda , Total: total number  of previous features 

 

QUANTITATIVE RESEARCH 

INSTRUMENT TO MEASURE GENDER AND AGE DIFFERENCES 

INDICATORS OF NARRATIVE COMPLEXITY TOPICS AND SUBGENRE 

DIFFERENCES 

ESO/ENGLISH TF EV OR MA MR SD MN Other Abs/Coda Total Topic Subgenre 

1.NCEFSEM 0 12 1 11   0   24 Love Romance 

2.NCEFSEF 2 2 24 11   0   39 Love Romance 

3. NCEFSEF 3 17 21 4   0 DS 1  46 Love Inner journey 

4. NCEFSEF 1 11 14 35  1 0 DS 1  63 Misfortune Drama 

5. NCEFSEF 4 12 12 9   0   37 New beginning Travel-adventure 

6.NCEFSEM 2 4 10 11  5 0 DS 1  ✓ 33 Achievement Travel-adventure 

7. NCEFSEM 1 2 7 2   0   12 Friendship Travel-adventure 

8. NCEFSEF 5 4 30 29 3  0 DS 1  ✓ 72 Love Travel-adventure 

9.NCEFSEF 1 5 9 6  1 0   22 Friendship Romance 

10. NCEFSEM 5 2 7 0   0   ✓ 14 Misfortune Drama 

11. NCEFSEM 0 3 12 3   0   18 Fate Travel-adventure 

12. NCEFSEM 1 4 4 10   0 DS 1  20 Misunderstanding Travel-adventure 

13. NCEFSEM 1 1 7 12 2  0   23 Survival Travel-adventure 

14. NCEFSEM 3 7 25 14   0  ✓ 49 Survival Travel-adventure 

15. NCEFSEF 3 4 16 11   0   36 Love Romance 

16. NCEFSEM 1 3 10 19   0   33 Survival Drama 

17. NCEFSEM 0 3 4 6   0   13 Survival Drama 

18. NCEFSEF 3 6 28 6  1 0  ✓ 44 Survival Travel-adventure 

19.NCEFSEM 2 0 10 4   0   16 Happiness Travel-adventure 

20.NCEFSEM 2 8 9 14 2  0   35 Survival Travel-adventure 

21.NCEFSEF 3 10 13 14  1 0   41 Achievement Travel-adventure 

22.NCEFSEF 3 10 28 28   0 DS 1  70 Friendship Travel-adventure 

23.NCEFSEF 2 4 9 11   0   26 Friendship Travel-adventure 

24.NCEFSEF 4 13 37 6  1 0 DS 1  62 Achievement Travel-adventure 

25.NCEFSEF 4 13 11 38 2  0 DIS 2  69 Achievement Travel-adventure 

ESO/SPANISH TF EV OR MA MR SD MN Other Abs/Coda Total Topic Subgenre 

1.NCSNASEM 1 12 3 14 2  0   32 Misfortune Drama 

2.NCSNASEF 11 6 21 31  1 0         ✓ 70 Holidays Travel-adventure 

3. NCSNASEF 1 10 8 6   0             ✓             25 Happiness Travel-adventure 

4. NCSNASEF 2 16 34 18  1 0 DS 1            ✓ 72 Misfortune Drama 

5. NCSNASEF 3 9 12 14   0             ✓ 38 A new beginning Drama 

6.NCSNASEM 4 14 50 11  1 0 IS 1  81 Survival Travel-adventure 

7. NCSNASEM 1 4 13 8   0             ✓ 26 Friendship Travel-adventure 

8. NCSNASEF 5 10 23 18 4 4 0   64 Love Romance 

9.NCSNASEF 1 4 12 11 2 1 0   31 Love Travel-adventure 

10. NCSNASEM 4 2 13 6 3  0             ✓ 28 Love Romance 

11. NCSNASEM 1 9 11 12   0   33 Holidays Travel-adventure 

12. NCSNASEM 6 2 22 30 2  0 IS 1            ✓ 63 Holidays Travel-adventure 

13. NCSNASEM 3 3 12 7 2  0 DIS 2            ✓ 29 Holidays Travel-adventure 

14. NCSNASEM 3 15 34 12 2  0   66 Holidays Travel-adventure 

15. NCSNASEF 6 6 29 16   0 IS 1            ✓ 58 Holidays Travel-adventure 

16. NCSNASEM 2 8 27 27 3  0   67 A new beginning Travel-adventure 

17. NCSNASEM 0 1 8 2 2  0             ✓ 13 Warm-welcome Travel-adventure 

18. NCSNASEF 1 3 15 2   0   ✓       ✓ 21 Survival Travel-adventure 

19.NCSNASEM 2 2 9 8   0   21 Betrayal Drama 

20.NCSNASEM 2 8 21 1   0  ✓         ✓  34 Survival Drama 

21.NCSNASEF 4 6 17 16   0   43 Love Drama 

22.NCSNASEF 1 2 14 10   0 DIS 2            ✓ 29 Love Romance 

23.NCSNASEF 1 5 8 12   0   26 Uncertainty Mystery 

24.NCSNASEF 1 9 23 5 3  0   ✓ 42 A new beginning Travel-adventure 

25.NCSNASEF 1 3 4 10   0             ✓ 18 Dissaproval Drama 

QUANTITATIVE RESEARCH 
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Legend: TF: time-frame, EV: evaluation in narrative, , OR: elaborate orientation (setting and characters), MA: multiple actions, MR: multiple resolution, SD: stylistic 
differences, MN: manipulation in the order of the narrative, Other: Use of subgenre within the narrative genre genre (DS: direct speech, IS: indirect speech, DIS: direct 

and indirect speech , Abs/coda: abstract/coda ,Total: total number  of previous features 

 

INSTRUMENT TO MEASURE GENDER AND AGE DIFFERENCES 

INDICATORS OF NARRATIVE COMPLEXITY TOPICS AND SUBGENRE 

DIFFERENCES 

BACH/ENGLISH TF EV OR MA MR SD MN Other Abs/Coda total Topic Subgenre 

1.NCEFBM 3 34 12 21   0             ✓ 72 Achievement Travel-adventure 

2.NCEFBM 6 8 14 24 3 3 0   58 Survival Fantasy 

3. NCEFBF 3 19 15 23   0             ✓ 60 Survival Travel-adventure 

4. NCEFBF 3 11 15 13  1 0   45 Love Romance 

5. NCEFBF 1 23 8 48   0   80 Love Romance 

6.NCEFBM 7 10 22 14   0   53 Misfortune Drama 

7. NCEFBF 7 8 21 11 3  0              ✓ 53 Friendship Travel-adventure 

8. NCEFBM 1 10 35 33 4 5 0 1  IT ✓    ✓ 92 Survival Travel-adventure 

9.NCEFBF 1 8 10 4   0  ✓ 25 Happiness Travel-adventure 

10. NCEFBF 5 10 26 7  3 0              ✓ 53 Betrayal Drama 

11. NCEFBF 0 10 17 12 2 2 0   45 Love Romance 

12. NCEFBF 2 6 11 14   0  ✓    ✓ 35 Friendship Drama 

13. NCEFBF 4 19 21 20  2 0              ✓ 66 Love Romance 

14. NCEFBF 4 16 16 24  2 0              ✓ 65 Uncertainty Fantasy 

15. NCEFBF 5 28 29 43  1 1 1 FIS              ✓ 110 Hapiness Travel-adventure 

16. NCEFBM 1 8 6 9   0               ✓ 26 Hapiness Travel-adventure 

17. NCEFBF 2 24 2 19  1 0 1 EPIS  53 Friendship Travel-adventure 

18. NCEFBF 2 21 10 15  1 0 1 DT            ✓ 50 Hapiness Travel-adventure 

19.NCEFBF 2 9 8 12  1 0        ✓ 34 Uncertainty Fantasy 

20.NCEFBM 2 1 10 2   0             ✓ 15 Warm-welcome Fantasy 

21.NCEFBM 3 6 7 6   0   22 Hapiness Travel-adventure 

22.NCEFBM 6 5 10 22   0   43 Hapiness Travel-adventure 

23.NCEFBM 2 4 6 8   0              ✓ 20 Holidays Travel-advemture 

24.NCEFBM 1 2 11 16   0  ✓ 32 Survival Travel-adventure 

25.NCEFBM 0 1 4 10   0   17 Holidays Travel-adventure 

BACH/SPANIS TF EV OR MA MR SD MN Other Abs/Coda  Topic Subgenre 

1.NCSNABM 8 39 26 29  2 0   106 Achievement Travel-adventure 

2.NCSNABM 4 15 12 9 4 1 0               ✓ 45 Achievement Travel-adventure 

3. NCSNABF 2 14 23 5 2  0  ✓     ✓ 47 Survival Travel-adventure 

4. NCSNABF 2 2 9 21  7 0  ✓     ✓ 45 Love Romance 

5. NCSNABF 5 20 45 5  3 0   80 Identity Inner journey 

6.NCSNABM 3 12 11 20 2 3 0   51 Love Romance 

7. NCSNABF 3 11 13 7 2 1 0                ✓ 38 Love Romance 

8. NCSNABM 5 9 21 14 3 2 0 1 DS               ✓ 56 Survival Travel-adventure 

9.NCSNABF 5 29 14 32   0         ✓ 80 Achievement Travel-adventure 

10. NCSNABF 5 19 21 24  2 0 2DIS        ✓ 76 Holiday Travel-adventure 

11. NCSNABF 1 13 9 15 2  1 1 DS               ✓ 42 Survival Travel-adventure 

12. NCSNABF 6 23 13 25   0  ✓    ✓ 72 Love Romance 

13. NCSNABF 3 13 14 9  1 0       ✓ 40 Love Romance 

14. NCSNABF 1 8 14 12 2 2 0   39 Identity Travel-adventure 

15. NCSNABF 3 33 53 24  6 0 2DIS           ✓ 123 Love Romance 

16. NCSNABM 2 23 15 26  1 0 1 DS  68 Holiday Travel-adventure 

17. NCSNABF 0 12 18 1  2 0 1 DS  34 Love Romance 

18. NCSNABF 1 16 11 6  2 0 1 FIS            ✓ 37 Happiness Travel-adventure 

19.NCSNABF 2 18 23 25  6 0   74 Misfortune Drama 

20.NCSNABM 0 6 11 8 2 2 0   29 Warm-welcome Fantasy 

21.NCSNABM 5 11 19 19   0  ✓    ✓ 54 Misfortune Drama 

22.NCSNABM 11 6 51 0   0  ✓    ✓ 68 Happiness Travel-adventure 

23.NCSNABM 2 13 20 24  2 0 1 IS ✓    ✓ 62 Survival Mystery 

24.NCSNABM 2 6 17 12   0 1 IS             ✓ 41 Survival Travel-adventure 

25.NCSNABM 3 11 14 8 2  0   28 Happiness Travel-adventure 
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VIII.Table 3:  Summary of qualitative analyses  
 

 

VIII. 3.1 ESO (English/Spanish) 
 

VIII.3.2. Bachillerato (English/Spanish) 
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QUALITATIVE RESEARCH 

TOTAL SCORE: CREATIVITY SCALE TOTAL SCORE: 

QUALITY SCALE 

ESO/ENGLISH RATER 

1 

RATER 

2 

RATER 

3 

RATER  

4 

RATER 

5 

TOTAL 

SCORE 

OTHER 

RATERS:TEACHERS 

1.NCEFSEM   3  3 3.3 3.8 

2.NCEFSEF 3    3 3.3 4.7 

3. NCEFSEF   5 6  6.1 7 

4. NCEFSEF 6  6   6.6 7.5 

5. NCEFSEF    3 3 3.3 4.7 

6.NCEFSEM 4  3   3.8 4.7 

7. NCEFSEM 3   3  3.3 3.4 

8. NCEFSEF   9  8 9.4 8.6 

9.NCEFSEF 3    3 3.3 4 

10. NCEFSEM   3 4  3.8 5.2 

11. NCEFSEM  6   4 5 5.2 

12. NCEFSEM  4  3  3.8 4.7 

13. NCEFSEM    7 6 7.2 6.1 

14. NCEFSEM 6 5    6.1 7.1 

15. NCEFSEF  4 5   5 6.1 

16. NCEFSEM 4    4 4.4 4.1 

17. NCEFSEM  5 5   5.5 4.2 

18. NCEFSEF 5  6   6.1 6.4 

19.NCEFSEM    4 4 4.4 4.6 

20.NCEFSEM  5   5 5.5 5.4 

21.NCEFSEF 3 4    3.8 4.4 

22.NCEFSEF 5    4 5 6 

23.NCEFSEF  6 5   6.1 6.3 

24.NCEFSEF 9   9  10 7.5 

25.NCEFSEF  6 7   7.2 8.1 

ESO/SPANISH RATER 

1 

RATER 

2 

RATER 

3 

RATER  

4 

RATER 

5 

TOTAL 

SCORE 

OTHER 

RATERS:TEACHERS 

1.NCSNASEM 3  3   3.3 6.3 

2.NCSNASEF    3 3 3.3 6.4 

3. NCSNASEF    3 4 3.8 5.4 

4. NCSNASEF  7   7 7.7 9.5 

5. NCSNASEF  5  4  5 5.3 

6.NCSNASEM 7   6  7.2 8.6 

7. NCSNASEM 3  3   3.3 5.2 

8. NCSNASEF   9 9  10 10 

9.NCSNASEF  7   7 7.7 8.6 

10. NCSNASEM   5  4 5 5.2 

11. NCSNASEM 8   8  8.8 7.8 

12. NCSNASEM 7 7    7.7 8.6 

13. NCSNASEM   6 5  6.1 5.5 

14. NCSNASEM 8    7 8.3 8.6 

15. NCSNASEF 6 6    6.6 6.6 

16. NCSNASEM 9   9  10 10 

17. NCSNASEM  4  4  4.4 4.6 

18. NCSNASEF  5 5   5.5 5 

19.NCSNASEM 4  5   5 5 

20.NCSNASEM  8 7   8.3 7.5 

21.NCSNASEF   8  8 8.8 9.2 

22.NCSNASEF  3  3  3.3 5.8 

23.NCSNASEF  6  7  7.2 7 

24.NCSNASEF 7    6 8.6 7.2 

25.NCSNASEF   3 3  4.9 3.3 
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QUALITATIVE RESEARCH 

TOTAL SCORE: CREATIVITY SCALE TOTAL SCORE: 

QUALITY SCALE 

BACH/ENGLISH RATER 

1 

RATER 

2 

RATER 

3 

RATER  

4 

RATER 

5 

TOTAL 

SCORE 

OTHER 

RATERS:TEACHERS 

1.NCEFBM    7 6 7.2 7 

2.NCEFBM    6 6 6.6 7.8 

3. NCEFBF   6  6 6.6 7.8 

4. NCEFBF 3 3    3.3 4.9 

5. NCEFBF   7 8  8.3 8.4 

6.NCEFBM   4 4  4.4 5.7 

7. NCEFBF 7    6 7.2 6.3 

8. NCEFBM  7   7 7.7 8.3 

9.NCEFBF  3  3  3.3 3.5 

10. NCEFBF    4 4 4.4 5.4 

11. NCEFBF   5 6  6.6 7.4 

12. NCEFBF 5   6  6.1 6.3 

13. NCEFBF   4  5 5 5.9 

14. NCEFBF  9  8  9.4 9.1 

15. NCEFBF  9   9 10 10 

16. NCEFBM  4   4 4.4 5 

17. NCEFBF 6  6   6.1 7.2 

18. NCEFBF 7    6 7.2 8.6 

19.NCEFBF 6 5    6.1 5.6 

20.NCEFBM  4 4   4.4 4.2 

21.NCEFBM   4 3  3.8 2.5 

22.NCEFBM  4 3   3.8 4.6 

23.NCEFBM 3  3   3.3 4 

24.NCEFBM 5 5    5.5 5.8 

25.NCEFBM 3   3  3.3 2.7 

BACH/SPANISH RATER 

1 

RATER 

2 

RATER 

3 

RATER  

4 

RATER 

5 

TOTAL  OTHER 

RATER:TEACHERS 

1.NCSNABM 8    8 8.8 9.1 

2.NCSNABM    9 8 9.4 9.1 

3. NCSNABF 6   7  7.7 7.8 

4. NCSNABF  5  6  5.5 6.1 

5. NCSNABF  9   8 9.4 10 

6.NCSNABM  8   8 8.8 8.2 

7. NCSNABF   8 8  8.8 7.8 

8. NCSNABM    5 6 6.1 7 

9.NCSNABF 7  7   7.7 9 

10. NCSNABF 8    7 8.3 9 

11. NCSNABF 8 7    8.3 8.6 

12. NCSNABF  9   9 10 10 

13. NCSNABF  5 6   6.1 6.4 

14. NCSNABF 8   9  9.4 8.6 

15. NCSNABF   9  9 10 10 

16. NCSNABM    3 3 3.3 5.8 

17. NCSNABF 7 8    8.3 5.8 

18. NCSNABF   6 7  7.2 7 

19.NCSNABF 8  9   9.4 10 

20.NCSNABM  7  7  7.7 7 

21.NCSNABM   9  8 9.4 9 

22.NCSNABM 3 4    3.8 6.4 

23.NCSNABM  7   7 7.7 7.8 

24.NCSNABM  8 8   8.8 9.1 

25.NCSNABM 6  5   6.1 6.4 
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VIII.Table 4: Summary of quantitative and qualitative 
analysis 

 

 VIII.4.1 ESO (English/Spanish) 
 

VIII.4.2. Bachillerato (English/Spanish) 
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LEVEL/LANGUAGE QUANTITATIVE APPROACH QUALITATIVE 

APPROACH 

ESO/ENGLISH Number of 

Ideational and 

Textual 

Functions 

Number of 

Interpersonal/Appraisal 

Functions 

Total 

number of 

previous 

features 

Total number 

of Indicators 

of Narrative  

Complexity 

Total 

score of 

writing 

quality 

scale 

Total score of 

creativity scale 

1.NCEFSEM 12 15 27 24 3.8 3.3 

2.NCEFSEF 35 13 48 39 4.7 3.3 

3. NCEFSEF 25 48 73 46 7 6.1 

4. NCEFSEF 49 57 106 63 7.5 6.6 

5. NCEFSEF 21 19 40 37 4.7 3.3 

6.NCEFSEM 22 22 44 34 4.7 3.8 

7. NCEFSEM 9 6 15 12 3.4 3.3 

8. NCEFSEF 59 25 84 73 8.6 9.4 

9.NCEFSEF 15 15 30 22 4 3.3 

10. NCEFSEM 7 14 21 15 5.2 3.8 

11. NCEFSEM 15 9 24 18 5.2 5 

12. NCEFSEM 14 16 30 20 4.7 3.8 

13. NCEFSEM 19 12 31 23 6.1 7.2 

14. NCEFSEM 39 40 79 50 7.1 6.1 

15. NCEFSEF 27 8 35 36 6.1 5 

16. NCEFSEM 29 16 80 33 4.1 4.4 

17. NCEFSEM 10 6 16 13 4.2 5.5 

18. NCEFSEF 34 18 52 45 6.4 6.1 

19.NCEFSEM 14 3 17 16 4.6 4.4 

20.NCEFSEM 23 20 43 35 5.4 5.5 

21.NCEFSEF 27 35 62 41 4.4 3.8 

22.NCEFSEF 56 54 110 70 6 5 

23.NCEFSEF 20 15 35 26 6.3 6.1 

24.NCEFSEF 43 23 66 62 7.5 10 

25.NCEFSEF 49 65 114 69 8.1 7.2 

ESO/SPANISH Total Total Total Total Total Total 

1.NCSNASEM 17 14 31 32 6.3 3.3 

2.NCSNASEF 52 23 75 71 6.4 3.3 

3. NCSNASEF 14 26 40 26 5.4 3.8 

4. NCSNASEF 52 36 88 73 9.5 7.7 

5. NCSNASEF 26 37 63 39 5.3 5 

6.NCSNASEM 61 54 115 81 8.6 7.2 

7. NCSNASEM 21 11 32 27 5.2 3.3 

8. NCSNASEF 41 22 63 64 10 10 

9.NCSNABEF 23 20 43 31 8.6 7.7 

10. NCSNASEM 19 21 40 29 5.2 5 

11. NCSNASEM 23 24 47 33 7.8 8.8 

12. NCSNASEM 52 22 74 64 8.6 7.7 

13. NCSNASEM 19 11 30 30 5.5 6.1 

14. NCSNASEM 46 38 84 66 8.6 8.3 

15. NCSNASEF 45 19 64 59 6.6 6.6 

16. NCSNASEM 54 57 111 67 10 10 

17. NCSNASEM 10 10 20 14 4.6 4.4 

18. NCSNASEF 17 16 33 23 5 5.5 

19.NCSNASEM 17 20 37 21 5 5 

20.NCSNASEM 22 34 56 36 7.5 8.3 

21.NCSNASEF 33 37 70 43 9.2 8.8 

22.NCSNASEF 24 14 38 30 5.8 3.3 

23.NCSNASEF 20 12 32 26 7 7.2 

24.NCSNASEF 28 39 67 43 8.6 7.2 

25.NCSNASEF 14 17 31 19 4.9 3.3 
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LEVEL/LANGUAGE QUANTITATIVE APPROACH QUALITATIVE 

APPROACH 

BACH/ENGLISH Number of 

Ideational 

and textual 

Functions 

Number of 

Interpersonal/Appraisal 

Functions 

Total 

number of 

previous 

features 

Total number of 

Indicators of 

Narrative 

Complexity 

Total 

score of 

Writing 

Scale 

Total score of 

Creativity 

Scale 

1.NCEFBM 33 32 65 73 7 7.2 

2.NCEFBM 38 39 77 58 7.8 6.6 

3. NCEFBF 38 48 86 61 7.8 6.6 

4. NCEFBF 28 25 53 45 4.9 3.3 

5. NCEFBF 56 60 116 80 8.4 8.3 

6.NCEFBM 36 24 60 53 5.7 4.4 

7. NCEFBF 32 26 58 54 6.3 7.2 

8. NCEFBM 68 47 115 92 8.3 7.7 

9.NCEFBF 14 18 32 26 3.5 3.3 

10. NCEFBF 33 33 66 54 5.4 4.4 

11. NCEFBF 29 33 62 45 7.4 6.1 

12. NCEFBF 25 38 63 37 6.3 6.1 

13. NCEFBF 41 35 76 67 5.9 5 

14. NCEFBF 40 48 128 66 9.1 9.4 

15. NCEFBF 72 57 129 110 10 10 

16. NCEFBM 15 26 41 27 5 4.4 

17. NCEFBF 21 36 57 52 7.2 6.1 

18. NCEFBF 25 57 82 50 8.6 7.2 

19.NCEFBF 20 29 49 35 5.6 6.1 

20.NCEFBM 12 8 69 16 4.2 4.4 

21.NCEFBM 13 11 24 22 2.5 3.8 

22.NCEFBM 32 11 43 43 4.6 3.8 

23.NCEFBM 14 16 30 21 4 3.3 

24.NCEFBM 27 6 33 33 5.8 5.5 

25.NCEFBM 14 10 24 17 2.7 3.3 

BACH/SPANISH Total Total Total Total Total Total 

1.NCSNABM 55 51 106 106 9.1 8.8 

2.NCSNABM 21 32 53 46 9.1 9.4 

3. NCSNABF 28 26 54 49 7.8 7.7 

4. NCSNABF 30 45 75 47 6.1 5.5 

5. NCSNABF 50 46 96 80 10 9.4 

6.NCSNABM 31 36 67 51 8.2 8.8 

7. NCSNABF 20 36 56 39 7.8 8.8 

8. NCSNABM 35 24 59 56 7 6.1 

9.NCSNABF 46 66 112 81 9 7.7 

10. NCSNABF 45 44 89 75 9 8.3 

11. NCSNABF 24 32 56 43 8.6 8.3 

12. NCSNABF 38 80 118 74 10 10 

13. NCSNABF 23 35 58 41 6.4 6.1 

14. NCSNABF 26 36 62 39 8.6 9.4 

15. NCSNABF 77 78 155 122 10 10 

16. NCSNABM 41 45 86 67 5.8 3.3 

17. NCSNABF 19 33 52 33 5.8 8.3 

18. NCSNABF 17 40 57 37 7 7.2 

19.NCSNABF 48 60 108 74 10 9.4 

20.NCSNABM 19 18 37 29 7 7.7 

21.NCSNABM 38 50 88 56 9 9.4 

22.NCSNABM 51 28 79 70 6.4 3.8 

23.NCSNABM 44 56 100 63 7.8 7.7 

24.NCSNABM 29 32 61 41 9.1 8.8 

25.NCSNABM 22 23 45 28 6.4 6.1 
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