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Abstract 

The following research study explores the development of critical writing in the IB 

Middle Years Program (MYP) with 9th graders in Nueva York school, regarding the tensions 

between inquiry-based pedagogy and formal assessment. To that end, it examines the conceptions 

of critical writing considering the IB learner profile; the alignment between assessment 

instruments and students’ written productions; and the factors that generate dissonance between 

the curriculum pedagogical intentions and the actual performance of students.  

This case study uses qualitative approaches to data collection and analysis, from which 

the institutional documents, interviews, observations, and students’ artifacts’ findings reflect 

various dimensions where the development of critical writing is given. The data reflect the 

understanding of critical writing’s instruction as an emergent and inquiry-based practice that is 

constructed through affective and cognitive engagement, which means that students demonstrate 

deeper criticality when they engage with meaningful and authentic topics. Yet, the findings also 

show that writing often remains descriptive due to limited enactment of higher-order thinking 

skills. In the case of assessment practices, it is noticed that they show partial alignment with 

curricular goals as they prioritize linguistic accuracy over critical reasoning. Additionally, 

tensions arise from L2 constraints as there is more emphasis on grammar than cognitive 

scaffolding, thus writing is often instrumentalized rather than developed as an independent 

competence. Overall, critical writing development is shaped by multidimensional and unresolved 

tensions between inquiry-based learning and assessment that are embedded within affective, 

cognitive, linguistic, and institutional conditions.  
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1. Context and Statement of the Problem. 

This case study is situated within Colegio Nueva York, an institution recognized for its 

holistic and multilingual educational focus, where inquiry and autonomy play a central role in 

student development. To understand how this environment shapes the critical writing skills of 

ninth graders, the study examines the characteristics of groups 9A and 9D, considering their 

sociocultural backgrounds, communicative abilities, and classroom dynamics. Through 

interviews, surveys, observations, and writing tasks, the research explores how these students 

engage with English in relation to the IB curriculum. This chapter presents the contextualization 

of the institution and participants, and introduces the statement of the problem, focusing on the 

need to understand how the IB framework supports the development of critical writing in ESL 

learners. 

1.1 Contextualization.  

Colegio Nueva York (CNY), a private school that was founded in 1974 in Bogotá, 

Colombia, has over 45 years of experience providing bilingual education from preschool to high 

school levels. Located in a rural area, the school features modern facilities such as interactive 

classrooms with digital whiteboards, science laboratories, and extensive green spaces with sports 

fields that encourage inquiry, scientific exploration, physical activity, and holistic human 

development. Guided by a humanistic and collaborative approach, CNY promotes students’ 

academic, socio-emotional, and multilingual growth. 

The school’s philosophy is based on the “Pedagogy of Affection,” that emphasizes 

respect, autonomy, and care. It promotes assertive communication through honest and respectful 

dialogue between teachers and students to support cognitive, social, and emotional growth. 

Moreover, the IB Program at CNY promotes an environment of inquiry and creativity, integrating 
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the three educational levels (Primary Years Program, Middle Years Program, and Diploma 

Program) to help students develop research skills, critical thinking, and communication abilities.  

The bilingualism program is central to CNY’s educational plan, as subjects like science, 

mathematics, music, and dance are delivered in English. Students are also prepared for 

international certifications and Cambridge exams such as Flyers and MET, which align with 

CEFR standards. To strengthen language skills, the school offers immersion programs in Canada 

and summer camps in England, which feature cultural and recreational activities that enable them 

to gain international experience. 

At CNY, assessment is an ongoing, objective process that monitors both academic and 

personal development. The school emphasizes “authentic assessment,” using evaluation as a 

means to measure applied learning rather than a final result. It applies diagnostic, formative, and 

summative methods, adapting to individual learning rhythms and promoting improvement 

through feedback and pedagogical interventions. This process is grounded in the observation of 

academic performance throughout the year, using rubrics to measure performance criteria. 

CNY establishes that its linguistic policy is grounded in the understanding that language 

is an innate human faculty, which the institution seeks to cultivate and refine through systematic 

and intentional instruction (Colegio Nueva York [CNY], 2025, p.2). Within this framework, the 

school conceives language as a dynamic instrument that enables learners to access knowledge, 

articulate thought, and construct meaning about the world around them. Accordingly, its 

pedagogical approach emphasizes the development of comprehensive communicative 

competence in both L1 and additional languages, integrating oral expression, reading 

comprehension, listening skills, and written production (CNY, 2025, p.2). The institution’s 

intercultural orientation reinforces the premise that linguistic learning transcends disciplinary 

boundaries and forms an essential foundation for students’ academic and personal growth. 
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In relation to writing, the school articulates a clear and structured policy that positions 

written production as a gradual, reflective, and process-oriented practice. This policy describes 

specific expectations for written performance across grade levels and asserts that all teachers, 

regardless of subject area, share responsibility for supporting students in strengthening their 

writing abilities (CNY, 2025, p.7). The approach emphasizes the stages of planning, drafting, 

revising, and final editing, guiding students toward increasingly coherent, accurate, and 

purposeful expression. Through the use of authentic materials, unified feedback symbols, and 

interdisciplinary projects, the school ensures that writing is not treated as an isolated skill but as 

an integrative practice essential to inquiry, critical thinking, and the responsible creation of 

knowledge. 

In conclusion, Colegio Nueva York is distinguished by its holistic approach to education, 

fostering not only academic success but also the development of socio-emotional and 

multilingual competencies in an environment that promotes inquiry, respect, and autonomy.  

1.2 Statement of the Problem. 

This case study arises from the need to understand how the International Baccalaureate 

(IB) curriculum supports the development of critical writing skills in ESL students from grades 

9A and 9D, particularly as they prepare for the academic demands of the Diploma Programme 

(DP), as stated in the school’s linguistic policy, where Critical Thinking as a higher-order skill is 

essential (Colegio Nueva York, 2025). Observations of student writing in 2024 and 2025 have 

raised questions about how well critical thinking is reflected and assessed in their written work. 

While the IB promotes inquiry, reflection, and communication, it remains unclear how these 

values translate into actual student performance in writing tasks, as most of the activities that are 

applied during the classes do not usually dive into the process of developing and refining writing, 

but focus on their speaking, oral interaction and reading skills. For these reasons, this study seeks 
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to address these concerns by analyzing teachers and students' perspectives on how the curriculum 

structure, instructional and pedagogical strategies, and assessment practices influence students' 

ability to write critically. 

1.3 Rationale. 

The need for this research steams from the IB curriculum’s aim to develop students who 

are not only knowledgeable and communicative but also critical, open-minded, and reflective 

thinkers. In this sense, critical writing skills become necessary, as they constitute a key means 

through which critical thinking is articulated and made visible, enabling learners to construct and 

communicate their ideas with clarity, engage with different perspectives, and reflect on complex 

issues. It is the space where these attributes intersect and become visible (Canagarajah, 2002). 

Therefore, understanding how the IB curriculum develops this type of writing is essential for 

ensuring that students are prepared for the intellectual requirements of the Diploma Programme, 

which demands prior knowledge on inquiry, evaluation, and argumentation. 

Additionally, Colombia’s Ministry of National Education (MEN) highlights the 

transformative role of language, stating that “in this society of cultural mobility and access to 

knowledge, foreign languages become a primary tool for constructing a representation of the 

world” (MEN, p.48). This aligns closely with Halliday’s perspective (1989) that language is not 

only a vehicle for communication but also for knowledge construction and cognitive 

development. From this perspective, the ability to write critically in a second language is both a 

cognitive and a cultural goal that is essential for helping students integrate into diverse global 

contexts while developing a personal and informed worldview. 

Furthermore, the importance of critical thinking must be emphasized as both a cognitive 

skill and a social competence that is not only confined to academic performance or skill 

acquisition, but also extends to the real-world decisions and interactions that contribute to 
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personal and collective well-being. A critical thinker is someone who is able to apply those skills 

in real situations and who promotes a positive impact on human relationships and the 

environment, thereby contributing to problem-solving (Smith, 2022). This kind of thinking may 

be developed and shown through writing, especially when students are asked to analyze texts, 

evaluate evidence, and construct reasoned arguments. Therefore, evaluating the extent to which 

the IB curriculum fosters critical thinking through writing is of both academic and human 

importance. 

Finally, this case study arises from observations conducted in fieldwork formats during 

the final trimester of 2024 and the first semester of 2025 in ESL 9A and 9D classes. These 

observations revealed that students are more engaged in descriptive writing, as they often 

summarize or paraphrase content rather than analyze it, which suggests that critical thinking is 

not consistently being translated into critical writing practices in the classroom. Thus, their texts 

tended to report information rather than engage with the conceptual dimensions or perspectives 

required by the program. This raises concerns about the continuity of skill development from the 

Middle Years Programme to the Diploma Programme, where students are expected to articulate 

ideas and to critically examine them. In this regard, it becomes necessary to examine how the 

principles of the IB curriculum are enacted in classroom practices, particularly in relation to 

writing instruction and assessment. The gap between curriculum expectations and student 

performance underscores the urgency of this research and highlights the need to explore how the 

IB framework is being implemented to clarify its outcomes in the development of critical writing. 

1.4 Research Question.  

How is the development of critical writing skills mediated within the IB curriculum in 9th 

grade, considering the tension between inquiry-based pedagogical intentions and formal 

assessment practices? 
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1.5 Research Objectives.  

General  

To examine how the development of critical writing skills is mediated within the IB 

curriculum in 9th grade, considering the tension between inquiry-based pedagogical intentions 

and formal assessment practices. 

Specific  

● To explore the alignment between the teachers’ and students’ conceptions of critical 

writing with the IB learner profile and the pedagogical intentions enacted in the 

classroom. 

● To examine the alignment between assessment practices and students’ written 

productions in critical writing tasks. 

● To identify the factors that generate tensions between the inquiry-based model, 

teachers’ pedagogical intentions, and students’ performance in critical writing. 

2. Theoretical Framework and Literature Review. 

The purpose of this section is to examine the concepts that underpin the research question. 

Understanding teachers’ and students’ perceptions, as well as the pedagogical and assessment 

dynamics involved in the development of critical writing, requires exploring both the pedagogical 

foundations of the IB curriculum and the linguistic orientation of the school, which defines 

writing as a process-oriented, cross-disciplinary practice essential for inquiry and knowledge 

construction (Colegio Nueva York, 2025). Given that the CNY conceives language as an 

instrument for thinking, learning, and interpreting reality, the development of writing becomes a 

central goal of the educational experience. Within this context, the IB Middle Years Programme 

(MYP) functions as a curricular mechanism that shapes students’engagement with language 
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acquisition, academic writing, and critical thinking, positioning writing as the primary means 

through which critical thinking is expressed and developed. 

This theoretical framework therefore integrates a set of complementary perspectives. It 

begins with an overview of the IB curriculum, highlighting its philosophy of international-

mindedness, inquiry-based learning, and holistic education. It then examines the MYP, focusing 

on its structure, learning objectives, and approaches to learning (ATL) that guide students toward 

higher-order thinking and communication skills. Next, attention shifts to the Language 

Acquisition component and writing, and assessment practices, exploring how the MYP 

conceptualizes second-language learning and the role of writing in the construction of meaning. 

To complement this, a section on other theoretical perspectives of writing and their relation to the 

IB’s conception presents additional linguistic, cognitive, and pedagogical theories that enrich the 

understanding of how writing develops within bilingual learning contexts. Finally, another 

section connects the development of analytical reasoning with the production of written texts, 

establishing the conceptual bridge between critical thinking and critical writing, necessary for 

interpreting students’ and teachers’ perceptions of the IB’s influence on their critical writing 

skills, as well as the tensions that may emerge between pedagogical intentions and classroom 

practices. 

To complement and support the theoretical framework, it becomes imperative to present  

a State of the Art section that reviews recent research on the IB curriculum and its relationship 

with the development of critical thinking and writing skills in second-language contexts. This 

section highlights studies that examine how inquiry-based and process-oriented pedagogies 

influence students’ analytical and written performance, as well as how assessment practices and 

instructional decisions shape these processes, thereby providing an empirical foundation for the 

analysis of the case under study. 



 

11 

2.1 IB Curriculum. 

Founded in 1968, the International Baccalaureate (IB) was a response to a global need: 

the cultivation of peace through education. The IB emerged from a group of progressive 

educators with the desire to equip young people with the knowledge, values, and competencies 

required to foster intercultural understanding and social responsibility. Since then, it has grown 

into a global network present in 153 countries. The foundational program, the Diploma 

Programme (DP), was created to offer both rigorous academic training and a qualification 

recognized by top universities worldwide, facilitating international student mobility and academic 

equity. 

The educational philosophy of the IB states that learning aims to cultivate reflective, 

compassionate, and inquisitive global citizens. The organization believes that education must 

empower learners to contribute to a more just, peaceful, and sustainable world. As articulated in 

its mission, the IB strives to “develop inquiring, knowledgeable and caring young people who 

help to create a better and more peaceful world through intercultural understanding and respect.” 

(IBO, 2019, p.2) This philosophical commitment is enacted through a learner-centered approach 

that spans from early childhood to pre-university levels. The IB’s pedagogical framework 

emphasizes intellectual autonomy, ethical engagement, and a lifelong disposition towards 

learning, underpinned by the development of international-mindedness and multilingual 

proficiency. In line with this perspective, Alec Peterson (2003), the IB’s first director general, 

asserted that “what is of utmost importance in pre-university education is not what is learned, but 

learning how to learn.” (IBO, 2014, p.15) 

The IB offers a comprehensive sequence of four academic programs, each characterized 

by a broad and conceptually engaged curriculum: the Primary Years Programme (PYP); the 

Middle Years Programme (MYP); the Diploma Programme; and the Career-related Programme 
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(CP). Each is constructed to foster both disciplinary understanding and transdisciplinary 

connections, encouraging students to relate their academic pursuits to broader human concerns. 

The curriculum design is informed by six global contexts and thematic inquiry encourage 

students to explore identity, cultural expression, time and space, sustainability, innovation, and 

development. 

The IB’s pedagogical model is grounded in six approaches to teaching, all of which 

prioritize intercultural exchange and inquiry-based learning. These approaches are focused on 

conceptual understanding; developed within local and global contexts; designed to remove 

barriers to learning; focused on effective teamwork and collaboration; and informed by 

assessment. Together, these approaches reflect the belief that education is a dynamic interplay 

between inquiry, action, and reflection, emphasizing personal growth and academic rigor. 

There are also five Approaches to Learning (ATL), or skill domains, that serve as the 

foundation for cultivating metacognitive and transferable skills. These are: Thinking skills 

(critical, creative, and ethical thinking); Research skills (including evaluation and synthesis of 

sources); Communication skills (written, oral, and visual literacy); Social skills (collaboration, 

empathy, and conflict resolution); and Self-management skills (time management, affective 

regulation, and goal setting). These skills are embedded throughout all IB programs and are 

developed through scaffolded instruction. They are integral to achieving the aim of ensuring that 

students become autonomous, reflective, and adaptive learners who can critically solve problems. 

In this sense, while the IB provides a broad philosophical and pedagogical foundation, its 

principles are concretely enacted through its specific programs. Among these, the Middle Years 

Programme (MYP) plays a particularly relevant role in shaping students’ experiences with 

language, learning, and assessment during a critical stage of their academic development. 

Understanding how these principles are translated into classroom practices, especially in relation 
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to writing, critical thinking, and evaluation, requires a closer examination of the MYP’s structure 

and pedagogical orientation, which will be addressed in the following section. 

2.2 MYP Program. 

The Middle Years Program (MYP) is designed to educate holistic learners through a 

curriculum that integrates inquiry, action, and reflection within meaningful interactions with the 

world. This pedagogical principle emphasizes learning in context and prioritizes the development 

of critical and reflective thinking (IBO, 2014). Therefore, the program encourages students to 

become inquirers, knowledgeable thinkers, and communicators as attributes from the IB learner 

profile. Central to this program is the understanding that communication, both interpersonal and 

academic, is an essential vehicle for shaping identity and thought. 

Language acquisition within the MYP is about enhancing students’ ability to understand 

and engage with diverse perspectives. Language is conceived as a dynamic system that 

contributes significantly to students’ identities and social positioning (IBO, 2014). The 

programme stresses the importance of plurilingualism and intercultural understanding, asserting 

that “learning to communicate in a variety of ways in more than one language is fundamental to 

developing empathy and global citizenship” (IBO, 2014, p.26). This emphasis on language 

development also fosters critical literacy and the ability to interpret and produce meaning. Thus, 

language becomes both a medium and a goal in cognitive and social formation. 

Another relevant feature of the MYP curriculum is the concept-driven approach. By 

focusing on key and related concepts, students engage with ideas that transcend cultural 

boundaries. While the former are described as abstract ideas with broad applicability, the latter 

offer more subject depth. This encourages students to have engage in “synergistic thinking”, 

which is the interplay that connects factual and conceptual knowledge to deepen intellectual 

processing and the transfer of understanding to unfamiliar contexts. As Peterson stated (2003) 
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states, the aim is to cultivate “ways of thinking that could be applied to new situations.”(IBO, 

2014, p.15) 

Moreover, global contexts provide a framework for situating knowledge within real-world 

relevance. They offer lenses through which students explore complex issues that are personally 

and globally significant. Thus, they ensure that learning is connected to the realities students will 

face outside the classroom by developing communication skills that enable learners to negotiate, 

interpret, and reflect on perspectives, viewpoints, and global challenges. 

Additionally, ATL skills are essential to the MYP’s educational objectives, particularly in 

encouraging students’ capacities to learn how to learn. These skills are divided into five broad 

categories, including thinking, communication, and research abilities. Within this framework, 

students are guided through a developmental progression where responsibility for their own 

learning is progressively fostered. Communication skills are essential as they encompass not only 

the ability for verbal and written expression but also the ability to exchange ideas and use diverse 

media effectively. According to the IB, these capacities are foundational in shaping critical and 

creative thinking, which enable students to question assumptions, construct arguments, and 

articulate complex ideas. 

The connection between communication and identity plays a central role in the MYP, and 

thus, language is a determining factor in how students see themselves and relate to others. The 

program acknowledges that the emotional and social changes of adolescence require a pedagogy 

that allows for reflection and critical discourse on language use, as students engage in discursive 

practices while questioning the relationship between language, power, and belonging. In practice, 

these processes are often mediated through classroom interactions, instructional decisions, and 

assessment practices that shape how writing is taught, learned, and evaluated. However, the 

extent to which these pedagogical intentions are consistently reflected in classroom realities may 
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vary, opening space for potential tensions between the MYP’s conceptual framework and its 

implementation. 

 In this context, while the MYP outlines a comprehensive framework for developing 

communication, critical thinking, and learner autonomy, these principles take more concrete form 

within specific subject areas. In particular, the Language Acquisition component becomes a key 

space where these competencies are enacted through the development of writing as both a 

cognitive and communicative practice. Examining how writing is conceptualized and 

implemented within this component is therefore essential to understanding how the MYP fosters 

critical thinking through language use, which is addressed in the following section. 

2.3 MYP, Language Acquisition and Writing. 

In the IB curriculum, communication involves “exchanging thoughts, messages and 

information effectively through interaction” as well as using “appropriate forms of writing for 

different purposes and audiences” (IBO, 2021, p.108). Writing is defined as a means of 

expressing oneself by developing, organizing, and communicating ideas, emotions, and 

information in a variety of text types and genres (communicative modes) (IBO, 2021, p.66). 

The IB vision of language learning aligns with the communicative and plurilingual 

approaches of the Common European Framework of Reference for Languages (CEFR), where the 

learner is viewed as a “social agent” who, through the use of language, constructs social and 

cultural environments from which he is also influenced (Verhelst et al., 2009, p.9). In this way, 

writing is part of a broader communicative competence that includes linguistic, sociolinguistic, 

and pragmatic dimensions (Verhelst et al., 2009, p.13). 

From a functional perspective, Halliday’s language learning model also supports the IB’s 

language conception as he articulates that language is “a resource for meaning, inherently tied to 

context, and essential for constructing social experience” (1989, p.5). He emphasizes the role of 
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writing in shaping thought and organizing meaning, stating that written language allows 

individuals to freeze, analyze, and reflect on their experiences (1989, p.97). 

Similarly, Byram and Grundy’s (2003) notion of intercultural communicative competence 

further aligns with the IB’s goals of developing internationally minded learners, as writing is 

understood not onñy as a linguistic act but also a cultural one that encompasses interaction skills, 

metacognitive awareness, and the construction of identities (p.14). This belief, in which 

languages interact and influence each other in shaping communicative competence, encourages 

students to become plurilingual agents who draw on diverse linguistic and cultural resources 

(IBO, 2011, p.6). 

 These perspectives position writing within the MYP not only as a communicative skill but 

as a central practice for meaning-making and knowledge construction. However, in classroom 

contexts, writing is also shaped by instructional decisions and assessment criteria that influence 

how students engage with it as a tool for thinking. As a result, the extent to which writing fosters 

critical thinking may depend on how these pedagogical intentions are enacted in practice. 

Exploring this relationship becomes particularly relevant when considering the experiences and 

perceptions of both teachers and students, as well as the potential tensions between the MYP’s 

conceptualization of writing and its implementation in real classroom settings. 

2.4 Other Theoretical Perspectives and IB’s Conception of Writing. 

It is important to note that there are other theoretical perspectives that introduce additional 

dimensions including cognitive, developmental, and reflective components that, although present 

in IB’s learner profile, are less visible in the IB’s assessment framework. For instance, in 

Freedman et al. (2014), Bereiter and Scardamalia distinguish between “low-road” and “high-

road” writing. The former involves transcribing language that comes to mind, often guided by 



 

17 

external requirements. In contrast, the latter is a complex, reflective process in which writers 

consider what they mean and how best to represent it (Freedman et al., 1983, p.25). 

Further, Britton defines writing as a means of “shaping at the point of utterance,” where 

he differentiates between expressive, poetic, and transactional writing, emphasizing that 

expressive writing serves as the foundation for more formal communicative modes (Freedman et 

al., 1983, p.7). This view positions writing as an act of self-exploration and meaning-making 

before it becomes a tool for external communication, which aligns with the IB’s definition. 

Yet, leaving aside the self-exploration approach, Hayes and Flower’s cognitive process 

theory highlights the recursive nature of writing, which involves planning, translating, and 

reviewing. These are mental operations that reflect a deep engagement with content and structure, 

where decisions are continually shaped by purpose, audience, and the evolving representation of 

ideas. 

In addition, Vygotsky contributes by identifying the concept of “inner speech”, which is a 

bridge between language and cognition: “a form of condensed, abbreviated speech” that enables 

abstract reasoning and planning, playing a central role in higher mental functions (Vygotsky, 

1962, p.143). Thus, writing is a more deliberate and conscious mode of thought expression that 

fosters intellectual development. Furthermore, Odell discusses “maturity in writing” as the ability 

to engage with multiple viewpoints, to consider the audience’s perspectives, and to accommodate 

different interpretations. Mature writing, therefore, includes recognizing the legitimacy of other 

viewpoints and taking a personal stand while acknowledging complexity and contradiction 

(Freedman et al., 1983, p.104). 

Through these perspectives, it is possible to assert that writing is not onlydefined by 

linguistic correctness or effective communication, but also by a process in which critical thinking 

is developed and displayed through negotiation. As Bereiter and Scardamalia note, “we do not 
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truly own our thoughts or experiences until we have negotiated them…and for this writing is the 

prime medium.” (Freedman et al., 1983, p.31). This understanding resonates with the IB’s learner 

profile, which values critical thinking, open-mindedness, and effective communication, where the 

purpose of writing is to help students become “inquirers” and “thinkers” who reflect on diverse 

perspectives.  

Within the IB framework, writing is a major communicative skill assessed through 

Criterion D. It evaluates linguistic accuracy, organization, and the appropriateness of format and 

style for the audience and purpose (IBO, 2021, p.10). These are essential components, but they 

do not account for the depth of content, the dialogue with differing viewpoints, or the originality 

of the writer’s stance. As Odell points out, cognitive maturity in writing involves “recognizing 

that the audience is different, providing appropriate context, and acknowledging the limitations of 

one’s own point of view” (Freedman et al., 1983, p.104). The absence of criteria that address 

these aspects suggests that the IB may position critical thinking as an implicit benefit of writing, 

rather than as an element to be explicitly evaluated. The challenge lies in balancing the 

assessment of formal and rhetorical accuracy with the recognition of the writer’s cognitive and 

reflective engagement. This tension opens the way to “critical writing” as a concept that 

represents the kind of discourse where intellectual engagement, analysis, and argumentation 

become visible in written expression, thus positioning writing as a key space where critical 

thinking is not only developed but also made observable and evaluable in practice. 

2.5 From Critical Thinking to Critical Writing. 

Critical writing (CW) is a process of analysis and evaluation aimed at building a well-

reasoned argument that relies on multiple sources rather than one (Smith, 2022, para. 2). 

However, contrary to what might be assumed, CW does not consist only of the practice of 
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analyzing information or constructing a well-supported academic argument, but instead, it is a 

rich and reflective activity that engages with power, ideology, context, and community.  

Smith (2022) distinguishes critical writing from mere description by emphasizing 

synthesis, judgment, and engagement with evidence. For instance, good critical writing “does not 

simply repeat ideas,” but rather looks for gaps, contradictions, and tensions in the material to 

construct original insight (para. 2). 

Such an approach is aligned with broader notions of critical thinking. Scriven and Paul 

(2007), define critical thinking as “the intellectually disciplined process of actively and skillfully 

conceptualizing, applying, analyzing, synthesizing, and/or evaluating information” (para. 3). In 

this sense, CW can be understood as an extension of logic and reasoning applied to academic 

texts. The writer evaluates sources, compares methodologies, and constructs reasoning that 

integrates diverse evidence in a coherent and objective structure. 

Canagarajah (2002) deepens the concept by insisting on the sociopolitical and ideological 

nature of CW. He challenges the assumption that writing is a neutral or autonomous act by stating 

that “texts not only mean but do,”(para. 3) showing that writing is always situated and embedded 

in social, historical, and institutional contexts that shape what is said and how it is received. This 

assertion also suggests that writing constructs realities, shapes social roles, and either enables or 

constrains personal and collective transformation (Byram, 2003). Through this lens, critical 

writing must move beyond internal structure and argumentative clarity to also interrogate 

external influences: Who gets to write? Whose voices are heard? Whose interests are served or 

silenced by the text? These questions echo Odell’s (1983) perception of a writer who is 

cognitively and rhetorically maturing. 

As writing is ideological, writers must become aware that even grammar, formatting, and 

genre conventions carry cultural and political weight. For example, being penalized for technical 



 

20 

errors, such as the placement of punctuation, is not enough in an instructional writing process if 

attention to the substance of the arguments is not also given. This reveals how surface correctness 

often overshadows deeper content and meaning (Canagarajah, 2002). 

Another contribution is the redefinition of writing as a conversation with an audience and 

a community rather than an individual act of expressing one’s ideas (as stated by Widdowson in 

Freedman et al., 1983). The writer’s purpose, the expectations of readers, and the norms of the 

academic discourse community play a role in shaping the final product. “Writing is not a 

monologue; it is dialogical. One has to take account of the audience (implicitly or explicitly) 

while writing” (Canagarajah, 2002, p.4). In this way, a comprehensive definition of CW must 

integrate both the analytical rigor emphasized by Smith (2022) and the contextual awareness 

stressed by Canagarajah (2002). Writing critically involves more than just constructing a logical 

argument; it requires recognizing how texts interrogate and are shaped by broader societal forces 

such as ideology, identity, power, and inequality. 

This dual lens calls for a pedagogical shift as well. Canagarajah (2002) notes that 

instructors “have to make students aware of these diverse constraints and possibilities as they 

strive for a representation of knowledge that is emancipatory and empowering” (p.8). Teaching 

CW means not only helping students master analytical skills but also encouraging them to see 

writing as a means of self-representation, resistance, and transformation. 

 In this sense, CW also involves a recognition of the writer’s role within a discursive and 

often politicized community. Thus, in an IB context that values intercultural awareness and 

responsible action, CW should be seen as an essential outcome of holistic education. It prepares 

students to analyze and communicate ideas with awareness of their social impact and 

transformative potential. Yet, as mentioned earlier, the IB’s assessment of writing in the MYP 

focuses on formal and rhetorical effectiveness, and does not fully account for the broader 
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intellectual and social dimensions of CW. This gap, however, does not contradict the IB mission, 

but rather provides a basis for inquiry into how well the program fosters reflective, analytical, and 

action-oriented capacities. 

In this way, the IB approach to writing integrates communicative, plurilingual, and 

functionalist perspectives, emphasizing clarity, audience awareness, and language use across 

contexts. However, it also suggests that writing emerges as a site of critical thinking, identity 

construction, and intellectual development, processes that shape how students communicate and 

think. Recognizing this dual nature of writing is essential, as it opens space for further dialogue 

about how writing might be used and evaluated as a tool for developing thoughtful, critical, and 

engaged learners, particularly when considering how these processes are experienced and 

interpreted by teachers and students within specific classroom contexts 

2.6 State of Art and Theoretical Framework. 

Below are five research reports in which the IB approaches to writing and language 

acquisition, particularly within the PYP and MYP have been examined. Each study was found 

with the following prompt: “case studies in MYP Language Acquisition”. Although the initial 

search included keywords like “Colombia”; “IB curriculum”; “Language acquisition”; “Critical 

Thinking” and “writing” in different sentence combinations, the results obtained from research 

platforms such as Scopus and Google Scholar, were not sufficiently aligned with the focus of this 

study. Thus, the research studies that were found in the IB repository, examined different facets 

of literacy development. Thus, the research studies selected from the IB repository examine 

different facets of literacy development. They demonstrate that while IB pedagogical principles 

embrace inquiry, communication, and intercultural understanding, there remains a gap between 

these ideals and how writing and literacy are explicitly articulated, supported, and assessed. 
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The first study was conducted by McGrane et al. (2022) and focused on how the MYP 

impacts students’ critical thinking skills. Using a mixed-method design, it included curriculum 

document analysis, standardized testing (the Cornell Critical Thinking Test, applied to 870 

students), and interviews to 91 students from both the MYP and non-MYP schools. The study 

concluded that MYP students outperformed non-MYP peers on critical thinking tasks. Writing 

was framed as a key tool for argument development, particularly in subjects like Individuals and 

Societies, where students synthesized multiple perspectives. These findings align with IB’s vision 

of writing as a means for intellectual inquiry. However, the study did not analyze writing samples 

or track progression in writing complexity. 

The second study was carried out in 2015 by the IB Evaluation Unit (Wade et al., 2015). 

It explored how MYP students and teachers use critical thinking strategies in the U.S. public 

school context. Using surveys of 1,800 students and 223 teachers and classroom observations, the 

study found inconsistencies: while teachers frequently implemented inquiry-based practices, 

students reported less frequent use of critical thinking strategies compared to non-MYP peers. 

Writing emerged in classroom routines as a tool to organize thoughts but was not directly 

measured. This discrepancy highlights a broader issue across the studies: writing is often treated 

as a support for cognitive skills, but it is still not developed as a unique and complex instructional 

process. 

The third study, conducted by Van Vooren et al. (2013), examined additional language 

teaching in PYP schools across six different countries; two from the Americas region, two from 

the Asia-Pacific region, and two from the African and Middle East region. The case study 

research investigated how additional languages were integrated into inquiry-based learning. The 

study found that writing in additional languages supported identity development and cognitive 

skills, yet faced barriers like limited scaffolding and tensions between grammar-focused 
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instruction and inquiry. Teachers noted that reading and writing were best learned through a mix 

of integrated and explicit instruction. First, by considering that within the inquiry-based 

curriculum, students read and write as part of a transdisciplinary unit on global citizenship that 

uses language to explore and express ideas tied to real-world concepts; second, by involving 

focused teaching on grammatical skills, which are often taught separately or in parallel to inquiry 

work. This study underlines the importance of context-sensitive writing instruction but lacks 

longitudinal analysis of writing development. 

The fourth study (Bueno-Villaverde et al., 2020) examined sociocultural and leadership 

factors in PYP additional language programs through two case studies in Spain and Uruguay. 

Interviews, document reviews, and observations revealed that writing was employed in creative 

formats such as workshops or digital platforms, but it was also shaped by local academic 

traditions. Teachers reported friction between culturally ingrained writing norms and IB’s 

inquiry-based vision. As one finding noted, writing in Spanish was often viewed “as an isolated 

skill,” whereas the IB seeks to integrate writing into conceptual and intercultural learning. This 

cultural tension suggests that writing development is not only pedagogical but also sociopolitical. 

The fifth study (2016) investigated how literacy is developed across the PYP and MYP, 

with a focus on curriculum alignment, pedagogy, and assessment. Its goal was to evaluate how 

well IB programs reflect research-based literacy practices. The study concluded that the IB 

strongly supports constructivist learning but lacks explicit developmental progressions in literacy. 

Moreover, while basic and disciplinary literacies are addressed, critical literacies and digital 

literacies are underrepresented. The study called for clearer articulation of literacy expectations 

across years and subjects to improve coherence and teacher guidance. This study evidences a gap 

in writing assessment in relation to critical thinking in written productions. 
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The five studies reflect both strengths and limitations in the IB’s current treatment of 

writing and literacy. On one hand, they affirm that IB learning environments value writing as a 

medium for reflection, identity formation, and inquiry. On the other, they show that explicit 

pathways for writing development, especially critical writing, remain vague. Writing is often 

insufficiently supported in practical resources, assessment tools, and teacher training.  

Overall, the findings suggest that while large-scale evaluations, such as the Oxford’s 

study, show positive outcomes for critical thinking, they need to be complemented by case study 

research that captures how writing is actually taught, experienced, and assessed in diverse IB 

settings. For instance, the sociocultural study provides rich insight into how leadership and 

tradition affect writing pedagogy, but it also underscores the necessity of more longitudinal 

studies to understand how IB curriculum implementation influences writing development in 

context. 

 In light of these findings, there is a clear need to move beyond large-scale evaluations and 

policy-level analyses to explore how writing is actually enacted in classroom settings. While 

existing studies highlight the role of writing as a tool for inquiry and critical thinking, they 

provide limited insight into how these processes are understood, mediated, and experienced by 

teachers and students in everyday practice. This gap is particularly relevant in relation to critical 

writing, as current research does not sufficiently address how it is fostered, supported, or 

constrained within IB Language Acquisition classrooms. Therefore, this study seeks to contribute 

to this field by examining writing not only as an assessed outcome, but as a situated pedagogical 

practice shaped by classroom dynamics, teacher perspectives, and contextual conditions. 

3. Research Design. 

To investigate how the development of critical writing skills are mediated within the IB 

curriculum in 9th grade, particularly in relation to the tension between inquiry-based pedagogical 
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intentions and formal assessment practices, this study adopts a qualitative research design aligned 

with an intrinsic case study. Given that critical writing is shaped by classroom dynamics, 

curricular expectations, and students’ lived experiences, a qualitative paradigm allows the 

phenomenon to be explored within its natural context. This approach provides the flexibility 

needed to understand how interactions, classroom practices, and experiences within the MYP 

program influence writing processes, and, through iterative data analysis, the study seeks to 

construct a holistic understanding of the case, grounding interpretations in the voices, behaviors, 

and artifacts of the participants themselves. Therefore, this design offers a suitable framework to 

capture the complexity of critical writing development within an ESL and IB environment, while 

also addressing the gap identified in previous research regarding how writing is experienced and 

enacted in classroom settings. 

3.1 Research Paradigm. 

Given that this study aims to understand how the development of critical writing skills are 

mediated within the IB curriculum, the qualitative paradigm provides a dynamic and iterative 

framework. According to Creswell (2007), qualitative research is a method of inquiry that 

explores phenomena in their natural settings in order to understand how people interpret and give 

meaning to their experiences. Researchers rely on assumptions, theoretical perspectives, and 

worldviews to investigate social or human issues. This approach is inductive, which implies that 

the researcher begins with specific observations in order to identify patterns, and form general 

conclusions. Key characteristics of this method include studying participants in their 

environments and using multiple data sources that prioritize participants’ perspectives.  

Furthermore, the research process is emergent and seeks to provide a holistic view by 

considering multiple factors and viewpoints. In this sense, Hernández et al. (2010) describe this 

as a “circular process” that shifts between data collection, analysis, and interpretation, adapting to 
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the study’s needs. For this reason, the literature review can evolve throughout the research, 

supporting various stages from problem definition to results reporting.  

Notably, this flexibility is vital in real-world contexts, where, as Ravitch and Carl (2015) 

emphasize, qualitative research seeks to “understand individuals, groups, and phenomena in their 

natural settings in ways that are contextualized and reflect the meaning that people make out of 

their own experiences” (p. 36). Thus, by focusing on lived experiences, qualitative research 

provides a richer understanding of social phenomena. This approach to inquiry is especially 

relevant in ESL classrooms, where the IB curriculum influences not only interaction and 

teaching-learning dynamics but also critical writing development. 

3.2 Type of Research. 

To address the question of how the IB curriculum develops critical writing in ESL 9th-

grade students, this study adopts an intrinsic case study approach. Robson (2002) states that case 

studies aim to capture the reality of a situation through detailed, descriptive accounts of 

participants’ lived experiences, exploring a phenomenon by using diverse data sources to provide 

a holistic perspective. Case studies combine subjective and objective insights, allowing events to 

be understood without excessive researcher interpretation (Dyer, 1995). These studies take into 

account the evolving contexts in which interactions occur, as they offer valuable insights into 

human behavior, relationships, and systems. Moreover, they prioritize significance and analyze 

cases deeply to identify broader patterns and generalizations (Cohen et al., 2007). 

A case study is defined by its focus on a particular subject. Researchers can explore the 

case using various approaches, such as analytical, holistic, cultural, or mixed methods, but what 

remains crucial is the in-depth study of the case itself (Stake, 2003). This emphasis on a single 

case is key, as it allows researchers to understand what can be uniquely learned from it. The 
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complexity may range from an individual to an entire group, situation, or event, and regardless of 

duration, as long as it focuses on one subject, it qualifies as a case study (Stake, 2003). 

Additionally, there are different types of case studies, one of which is the intrinsic case 

study. This type is conducted when the researcher’s primary goal is to understand a specific case 

that is not studied for its broader implications or its representation of a larger issue, but rather 

because it is of interest on its own. An intrinsic case study is not driven by theory-building but by 

curiosity about a particular individual, event, or setting, such as a child or a curriculum, in which 

the researcher focuses on the experiences and perspectives of those directly involved in the case 

(Stake, 2003).  In this sense, this approach is particularly suitable for examining how critical 

writing is experienced and mediated within a specific IB classroom context, as it foregrounds the 

meanings constructed by teachers and students in their everyday practices. Thus, rather than 

seeking broad generalizations, this study aims to provide an in-depth, context-sensitive 

understanding of writing as a situated pedagogical practice, aligned with the tensions between 

inquiry-based learning and assessment identified in previous chapters. 

3.3 Data Collection Instruments. 

Instruments are tangible tools designed by researchers to gather information or measure 

specific characteristics of subjects, serving as common methods for obtaining data. The examples 

include tests, questionnaires, observation scales, etc. (Bisquerra et al., 2009). In qualitative 

research, strategies such as participant observation and in-depth interviews are essential for 

capturing detailed data from the participants’ perspective in their own words. These strategies 

involve interactive processes, requiring the researcher’s sensitivity to natural settings to deeply 

understand events, experiences, and beliefs (Bisquerra et al., 2009). The following instruments 

were the ones used for data collection. 

3.3.1 Observation.  
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It can take various forms that rely on descriptive notes rather than structured checklists. 

Such notes document details like classroom layout, verbal and non-verbal communication, group 

dynamics, and the sequence of activities (Burns, 2010). According to Creswell (2007), observing 

is a systematic technique that addresses issues in a setting with previously defined areas of 

interest. Observation demands the ability to discern significant events and to examine 

discrepancies between reported and actual behaviors, though it is influenced by individual 

perceptions (Bell, 2005). In unstructured observation, researchers may start with a broad purpose 

but refine their focus and structure through extended fieldwork. However, Creswell (2007) 

suggests that the field notes may adjust to observational protocols that include headers and 

reflective notes as a recording strategy, useful to keep a logical order of activities and relevant 

aspects.  For this project, observation notes were taken (annex A) in order to identify patterns, 

class dynamics, and students’ attitudes. 

3.3.2 Interview. 

It is a foundational research method that allows researchers to explore their focus area 

through the information gained in conversations. Interviews can be adapted to classroom settings, 

such as group tasks or peer-to-peer discussions to optimize time and engagement (Burns, 2010). 

Semi-structured interviews balance structure and flexibility by being guided by predetermined 

topics or questions that are open to unexpected responses and new insights. This approach fosters 

both comparative analysis across participants and individual expression (Burns, 2010).  Moser 

and Kalton (1971) stated that the interview’s conversational nature elicits specific information (as 

cited in Bell, 2005) that skilled interviewers can probe while observing non-verbal cues like tone 

or hesitation. Structured formats further simplify data recording and analysis by ensuring clear 

and organized responses (Bell, 2005). For this proposal, structured interviews with open-ended 
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questions were conducted (annexes E and F) with the students and teachers to provide further 

insight into the development of critical writing skills within the IB curriculum.  

3.3.3 Questionnaires. 

They are ideal for gathering responses from many participants when time is limited. They 

collect factual, behavioral, and attitudinal information, such as opinions and beliefs (Dörnyei, 

2003, as cited in Burns, 2010). Questionnaires are well-suited to the research goals, easy for 

participants to complete, and straightforward to analyze (Bell, 2005). Question types include 

open-ended items, which allow respondents to provide detailed feedback, and rating scales like 

Likert scales, which measure the intensity of agreement (Burns, 2010; Bell, 2005). Guided items 

can prompt participants to elaborate on specific points and offer deeper insights (Burns, 2010). 

For this research proposal, a questionnaire (annex D) with open questions was applied to students 

to explore their writing level in English, as well as a survey to identify their perceptions and 

interests regarding writing. 

3.3.4 Documentary Analysis. 

Documentary analysis is a research method that systematically searches for, selects, and 

analyzes documents to explore a particular subject (Bermeo-Yaffar et al., 2016 as cited in 

Martínez-Corona et al., 2023). According to Peña Vera and Pirela Morillo (2007), as cited in 

Martínez-Corona et al. (2023), documentary analysis consists of two phases: first, selecting 

documents and understanding their discourse, and second, reflecting on the topic and drawing 

conclusions. As Grant (2022) explains, this technique relies on analyzing written materials to 

gain insights into people’s perspectives and experiences related to the subject they document. 

Regarding the study, Martínez-Corona et al. (2023) highlight that a key aspect is the 

emphasis on identifying “what” is being analyzed, as the object of study defines what is being 

investigated, whether a concept, variable, or phenomenon. This focus helps researchers deepen 
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their understanding of a subject. All in all, by exploring a documentary perspective, scholars can 

enhance their comprehension of complex issues. For this research, some instruments such as the  

9th grade planners, the MYP’s linguistic guide and  Nueva York’s linguistic policy were taken 

into account. 

3.3.5 Artifacts 

They refer to physical documents and records that offer tangible evidence of the social, 

academic, and cultural processes occurring within an educational setting. They may include 

policy statements, institutional reports, standardized test scores, or school handbooks, as well as 

personal or episodic documents, such as student work, journals, reflections, artwork, or classroom 

projects (Efron and Ravid, p.123, 2013). Artifacts provide information that enriches the 

understanding of participants and their learning environment. They play a valuable role in 

qualitative and case study research because they allow the researcher to corroborate, deepen, or 

challenge insights gathered through interviews, observations, or surveys. In the context of the 

present study, writing artifacts were collected to contribute to the analysis of how the IB 

curriculum influences the development of critical writing skills.  

3.4 Data Analysis Procedures. 

To address the research question, this study adopts Grounded Theory (GT) as its 

methodological framework, given its capacity to generate theoretical explanations directly from 

empirical data. As Glaser (1992) states, GT is “a methodology of analysis linked to data 

collection, which uses a set of systematically applied methods to generate an inductive theory 

about a substantive area” (p. 30). Its inductive nature makes it suitable for case study research 

aimed at understanding educational phenomena through the voices and experiences of 

participants without imposing pre-existing hypotheses or analytic categories. 
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GT emphasizes meaning-making processes and the interactions that shape educational 

experience. As Charmaz (2006) explains, GT values the collection of rich, detailed data capable 

of revealing “participants’ views, feelings, intentions, and actions as well as the contexts and 

structures of their lives” (p. 25). In accordance with these methodological principles, this research 

employed semi-structured interviews, analysis of written artifacts, and review of institutional IB 

documents. The continuous interplay between data collection and analysis was essential to 

maintain analytic openness, as recommended by Carrera (2014), who highlights the importance 

of “focusing on what the interviewee says and how they say it” (p. 193), ensuring that categories 

emerge authentically from the data. 

Data collection took place over two quarters of the year: interviews were conducted with 

two teachers and five students from each group (9A and 9D). These interviews focused on their 

perceptions of CW, the pedagogical approaches, and writing progress. In parallel, numerous 

artifacts were collected, including students’ written and assessed products. These allowed for 

direct observation of how IB expectations materialize in academic writing. Institutional 

documents such as unit plans, assessment policies, and IB linguistic programme guidelines were 

also analyzed to contextualize participants’ accounts. 

Data analysis followed the classic stages of GT: open, axial, and selective coding. During 

open coding, the data was segmented into meaningful units of content associated with relevant 

concepts (Carrera, 2014). Analytical questions such as “What concept is suggested by this 

statement?” guided the development of initial descriptive and conceptual codes tied to curricular 

expectations, teaching practices, and reflections on learning outcomes. Simultaneously, analytic 

memos were produced to record possible relationships across codes. 

Axial coding constituted a second stage of reorganization and refinement. The numerous 

open codes were compared, grouped, and restructured into broader categories, and relationships 
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among subcategories were clarified. This phase enabled the researcher to identify aspects that 

were recurrent and significant to the research question, and through constant comparison, four 

main categories emerged with strong conceptual density, which are described in the analysis 

section. 

Selective coding was the integrative phase in which a central category was identified to 

unify and give coherence to all previously developed subcategories. The goal of this stage, as 

Strauss and Corbin argue, is “to offer a general overview of the case, resulting in a central 

category… associated with the other categories” (as cited in Carrera, 2014, p. 202). In this way, 

results emerged directly from the data and offered a contextual explanation of the case. 

3.5 Participants. 

The target group consists of 9th grade students aged 13 to 15 from groups 9A and 9D, 

with a total of 42 participants. To inform the characterization of this population, preliminary data 

were collected during the second term of 2024 through observations, an interview with the 8th 

grade English teacher, a student survey, and a writing questionnaire (Annexes A–D). These 

instruments provided insights not only into students’ sociodemographic backgrounds but also into 

their classroom dynamics and perceptions of communicative skills, particularly writing. 

Overall, findings suggest that most students come from relatively stable family 

environments and have access to educational support at home. In classroom interactions, a 

majority reported feeling confident when sharing their opinions with peers. However, a contrast 

emerges when examining their perceptions of language proficiency: although 75% of students 

consider themselves proficient in English, 65% report difficulties with writing. This tension is 

further reflected in their preferences, as students tend to show limited interest in reading activities 

while favoring speaking tasks and technology-mediated, game-like experiences. 
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Building on this initial characterization, further observations conducted in 2025 revealed 

structural changes in group organization, as students were redistributed to address previously 

disruptive behavioral dynamics. Within this context, the researcher worked directly with groups 

9A and 9D, each taught by a different English teacher responsible for implementing the 9th grade 

IB curriculum. Both groups received five hours of instruction per week, distributed across two 

extended sessions and one shorter class, which allowed for sustained engagement with language 

tasks while also exposing variations in classroom interaction patterns. 

 Additionally, two English teachers participated in the study, contributing through semi-

structured interviews and offering insights into pedagogical practices, classroom dynamics, and 

the implementation of the IB curriculum. Their perspectives were essential to complement 

students’ views and to provide a more comprehensive understanding of the teaching–learning 

processes involved in the development of critical writing. 

Across both groups, students demonstrate relatively strong oral abilities, yet these are 

often constrained by limited vocabulary and a tendency to produce shortened or repetitive 

responses rather than elaborated ideas. Reading comprehension is generally adequate, while 

listening performance tends to decline when tasks involve longer or less scaffolded audio input. 

Writing, however, remains the most challenging skill: in both groups, it is predominantly 

descriptive, frequently resulting in decontextualized and weakly connected ideas. 

Despite these shared tendencies, each group presents distinct interactional dynamics. 

Group 9A (21 students) is characterized by high levels of confidence that often translate into 

active participation, but also into excessive talking that can disrupt classroom flow. Their 

familiarity with external assessment formats, such as the MET training test, suggests a degree of 

alignment with institutional expectations. In contrast, group 9D (22 students) exhibits a quieter 

and more controlled environment, where participation is generally respectful but less 
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spontaneous, and students tend to contribute only when prompted. Within this group, stricter 

enforcement of English use shapes interaction, and writing tasks are often completed at a slower 

pace, indicating a different rhythm of engagement with language production. 

 Ethical considerations were addressed throughout the study. Informed consent was 

obtained from all participants and their guardians, and participation was voluntary. 

Confidentiality and anonymity were ensured through the use of pseudonyms, and all data were 

handled exclusively for research purposes. 

4. Data Analysis and Results. 

As suggested in the methodological section, GT procedures established by Glasser and 

Strauss (as cited in Charmaz, 2006) were applied across three data sources: institutional 

documents, teachers and students’ interviews, and the student’s writing artifacts. In the open 

coding phase, the analysis generated 58 initial codes that were compared and contrasted, in line 

with the triangulation process described by Goral et al. (2021). This comparison was conducted 

iteratively until four categories emerged as the conceptual units that integrated the broadest 

patterns in the data.  

The first category, Literature and Personal Experience as Affective Catalysts of Written 

Voice, captures the motivational and emotional conditions that activate students’ willingness to 

write. The second, Critical Consciousness as Emergent Written Practice, describes the cognitive 

and social processes through which critical thinking surfaces implicitly within writing tasks. The 

third, L2 as Dual Force: Linguistic Constraint and Expressive Precision, highlights how the 

second language operates both as a limiting factor and as a resource that sharpens written 

expression. The fourth, Institutional Scaffolding as Developmental Architecture of Writing, 

delineates the curricular, pedagogical, and relational conditions that shape the development of 

critical writing. 
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The analysis that follows is organized around these four categories. In this way, the 

discussion proceeds by examining how each category operates internally through its 

subcategories while also identifying the mechanisms that shape students’ writing development. 

4.1 Literature and Personal Experience as Affective Catalysts of Written Voice. 

This category emerged from a consistent pattern identified across all data sources, which 

shows that meaningful written production depends less on linguistic proficiency than on 

emotional activation. The data indicates that students begin to write more effectively when they 

see writing as a form of personal expression rather than an evaluative task. The conditions that 

shift students’ engagement and involvement reveal those affective factors that determine the 

depth of writing. 

The category is structured into four subcategories. Each explains a distinct mechanism 

through which affective engagement operates. The first highlights students’ autonomy in 

selecting topics, as this freedom transforms writing from an imposed academic requirement into 

an expression of identity. The second focuses on character identification, where students connect 

their own experiences with those of literary figures, which enables more sustained, and 

elaborated writing. The third examines the role of culturally familiar texts and universal themes 

as scaffolds that provide cognitive and emotional support, allowing students to produce more 

complex writing even with limited linguistic proficiency. The fourth addresses the reflexive 

aspect of motivation, demonstrating how students’ awareness of their own development becomes 

a source of continued engagement. 

4.1.1 Authentic Choice and Personal Relevance as Motivational Triggers. 

This subcategory captures the role of students’ autonomy in topic selection. When they 

are given freedom to choose the subject of their writing, the task is no longer seen only as an 

academic exercise but as an opportunity for identity expression. This mechanism is connected to 
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how students approach writing. On one hand, when students are given a guiding structure and 

freedom within it, their engagement is notably transformed. The first teacher (T1), who was in 

charge of students from 9A, describes the moment of choice as one where students stop thinking 

about evaluation:  

Se les da una guía con una estructura base, pero se les brinda la oportunidad de, oye, tú 

puedes escoger tu propia película…Y uno nota lo motivados que se encuentran…En ese 

momento no piensan, esta es una evaluación que otra vez tengo que demostrar. Están 

pensando es…¿De qué quiero hablar? (Teachers’ Interview, 2025, Annex E). 

 

This shift from “what I must prove” to “what do I want to say?” is the moment when the 

writing task becomes a personal decision. A further dimension of this freedom is its openness to 

non-canonical texts. T1 notes that students who choose anime are equally accommodated “se 

abre otras posibilidades que no se contemplan inicialmente, pero que les damos la posibilidad, 

por ejemplo, de estudiantes que eligen anime. Eso no está, pero igualmente, tú puedes hacer una 

reseña de eso, por supuesto.” (Teachers’ Interview, 2025, Annex E). 

Students also confirm this claim. For example, S2 from 9A, who chose anime for a movie 

review task, recalls it as the most memorable piece of writing across the entire year, as it was the 

topic’s personal significance that generated deeper engagement (Students’ Interview, 2025, 

Annex F). Similarly, S4 from 9A chose La Reina del Flow and reports that working with a 

familiar, beloved series produced greater fluency:  

Yo escogí La Reina del Flow... Fue para un texto de inglés y me gustó mucho porque es 

una serie que me he visto como 80 veces... trabajarla en inglés, creo que fluí más con un 

tema que me gustara. (Students’ Interview, 2025, Annex F) 

 

On the other hand, while authentic choice is about autonomy over what to write about, 

personal relevance considers the connection established between the topic and the student’s own 

lived experience. The teacher (T2) who is in charge of 9D, articulates this as an instructional 

design principle in which IB thematic topics are selected because they are close to students’ 
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social and personal realities: “Entre más real encuentren ellos un tema, más cercano 

probablemente van a sentir el programa del IB.” (Teachers’ Interview, 2025, Annex E). 

For instance, S5 from 9A draws a direct line from the text’s themes of sexism to his own 

family experience when he names his mother as a point of identification (Students’ Interview, 

2025, Annex F). This is where the writing task becomes a vehicle for expressing ideological 

positions and lived experience. Similarly, when S1 from 9A discusses Hey Kiddo, she situates the 

book’s themes of family dysfunction and addiction as “things that we have to understand at some 

point in life” (Students’ Interview, 2025, Annex F), demonstrating how personal relevance 

transforms sensitive content into productive writing material. This relationship is further 

illustrated in Table 1. 

Table 1. Own elaboration, 2026. This table shows examples that demonstrate an affective 

response in the Movie Reviews (Writing Artifacts, 2025, Annex G) produced by the students. 

 

CODE: Emotional capture. 

Writing 

Artifact (W.A) 

Evidence 

Movie Review 

(MR) 

“Personally I didn't like movies, but this is other thing, and was an important part of my 

infance.” (9A-S3, 2025) 

“In my personal opinion, this is one of my favorite movies of all time and I will tell you why. 

First of all, this movie reminds of the good all times when I was a child.” (9D-S3, 2025) 

“I saw this movie when I have 7 years and I always remmember it, because it my favorite.”  

(9D-S5, 2025) 

 As it is evidenced in Table 1, the data illustrate the affective mechanism as students 

describe texts as emotionally engaging, using language that not only frames reading and writing 

as an affective event but also supports the previous claim that personal relevance is an important 

pre-condition for writing. In this way, affective engagement shaped as a mix of authentic choice 

and personal relevance, becomes a key condition for genuine written engagement. 

4.1.2 Literary Identification as Emotional Unlocking of Written Voice. 
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This subcategory describes the moment of character identification as another affective 

mechanism. When students recognize their own experiences, feelings, or social realities in a 

literary figure’s situation, a form of written vulnerability is released and sustained across their 

texts. This is different from general interest in a topic, as it is the specific recognition of the self 

in the other that triggers deeper written elaboration. 

T2’s testimony reveals that literary text selection is a pedagogical act that enables this 

identification. She clarifies that books are chosen for their thematic alignment with the IB 

curriculum and their capacity to place students in close emotional proximity to the characters’ 

experiences. T2 describes this as “ponerse en los zapatos del personaje y en esta medida tratamos 

de saber si lo que pretende el docente o pretende el libro se está cumpliendo en la medida en que 

ellos expresan sus ideas.” (Teachers’ Interview, 2025, Annex E). 

T2 also observes that students who struggle to open up orally in the second language 

disclose more in writing when the literary text enables identification. “A veces ellos se sienten 

identificados con un libro que se haya leído, con un personaje, y tienden más a abrirse.” 

(Teachers’ Interview, 2025, Annex E). In this sense, writing, combined with literary 

identification, lowers the affective barrier to self-expression. 

Furthermore, student testimonies confirm this mechanism. S1 from 9D explains how 

activities around Yerma and Persepolis required them to think as the characters think and adopt a 

sort of critical empathy: 

 Nuestro pensamiento también se ve involucrado, ya que las actividades nos obligan a 

pensar como pensarían los personajes principales en obras (...)Tenemos que ponernos en 

los zapatos de los demás para poder escribir y pensar que estaban idealizando en ese 

momento. (Students’ Interview, 2025, Annex F) 

 

Yet, the writing artifacts provide the most revealing evidence. In the summative test, 

students identify the point where they relate with the characters’ situation and use it for their 
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writing. For instance, S1 identifies with Jarret through the shared experience of art as escape, but 

substitutes music for drawing, showing that literary identification is also personal: “I felt a deep 

connection and bond with Jarret, because sometimes I feel like I don't belong to anywhere and I 

also feel safe with art, not with drawings like Jarret, but with music” (Writing Artifacts, 2025, 

Annex G). 

Unlike S1, S15 extends the identification outward, imagining the book’s reach to other 

lonely readers as a gesture of social empathy that would not have been possible without first 

recognizing themselves in the text: 

This book could make that millions of kids around the world feeled less lonely and to 

know that all persons have problems … like in my case that the book helped me to feel 

less lonely with my problems. (Writing Artifacts, 2025, Annex G) 

 

In Hey Kiddo, Jarret’s drawing is the primary metaphor for identity construction. Students 

who engage with this metaphor reflect not only their own expressive forms (music, singing, 

dancing and even reading) but also their ways of making sense of personal experience. In doing 

so, they reflect on the act of writing itself as a mechanism to identify oneself and self-express.  

In the case of the Diary Entries (Writing Artifacts, 2025, Annex G) where students had to 

write using a character’s voice from the book Persepolis (2000), the identification mechanism is 

structurally provoked when students import their own experiences into that voice (see Table 2). 

Table 2. Own elaboration, 2026. This table evidences the use that students gave to 

writing in the Diary Entry writing task: a vehicle for self-disclosure.  

 

CODE: Literature as mirror for self-expression. 

W.A Evidence 

Diary Entry (D.E) 

“I want to make a change, it looks like killing people is starting to be a tradition, I 

hate this situation.” (S4,  2025) 

“seeing Marjane again filled my heart with joy and nostalgia. She reminded me of 

my own childhood, full of curiosity and dreams.”(S7,  2025) 
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also something that happened is that the boy that I have feelings had to travel to 

another country after that I realized that I was in love with him and in that moment I 

thought that I can't deal with that situation but now Im good. (S11,  2025) 

 

As shown in Table 2, S11 uses the character’s “romantic separation” to process a real 

personal loss. S7 uses Anoosh’s thoughts to expose the nostalgia and feelings related to 

childhood. S4, also writing in Anoosh’s voice, channels personal desire for justice through the 

historical character. These texts demonstrate that literary identification does more than 

motivating writing; it structures the form and content of what students write including personal 

disclosure. Literary identification, in this context, operates as motivational support and a 

condition for written voice. 

4.1.3 Popular Culture and Relatable Themes as Expressive Scaffolding. 

This subcategory addresses a means that complements the affective mechanisms of the 

previous two. Familiar cultural texts and universally recognizable themes not only motivate 

students but also provide them with a cognitive and emotional platform from which they can 

produce more elaborated writing, even when their formal linguistic proficiency is still 

developing. 

The movie review corpus as a writing artifact (Annex G) provides further evidence to 

understand both popular culture and relatable themes as writing scaffolding. See Table 3: 

Table 3. Own elaboration, 2026. This table evidences the extracts in which three popular 

examples of cinematographic content are mentioned: Brooklyn 9-9 TV show, Twilight saga, the 

Anime Record of Ragnarok. 

 

CODE: Popular writing as writing scaffold. 

W.

A 

Evidence 

“‘Cool, cool, cool, cool, no doubt, no doubt’ was once said by Andy Samberg starring as Jake Peralta in 

one of the most loved sitcoms by the public in our time!” (9A-S14, 2025) 
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MR 

“one of the movies that usually never goes out of style for young people, for their interesting topic of 

vampires and love triangle.”(9D-S7, 2025) 

“No on days The animes are a special part of the culture and lives of people, so today I will recomend 

you one of the more famous animes in the history of animation.” (9A-S11, 2025) 

 

On one hand, familiarity with the source material compensates for linguistic limitations, 

as students can focus cognitively on argumentation and expression. In Table 3, S14 demonstrates 

this clearly when she uses a culturally recognizable catchphrase that situates the series within its 

cultural moment, and employs it to introduce evaluative criteria. S7 from 9D anchors the analysis 

in a popular theme that “never goes out of style for young people”; the cultural familiarity of love 

triangles provides the argumentative scaffolding. Similarly, S11 situates personal taste in anime 

within a broader cultural frame, which gives the review a sense of discursive authority. 

On the other hand, relatable themes serve a parallel scaffolding function, as universal 

topics give students something emotionally accessible to write about (see Table 4). 

Table 4. Own elaboration, 2026. This table reflects the extracts that implicitly suggested 

the relatable themes that were most consistent in students’ Movie Reviews.  

 

 

CODE: Relatable themes as writing catalyst. 

Universal Theme Evidence 

Family and Belonging 

(F/B) 

“the movie has meaningful messages of loyalty, trust and obviously family and the 

importance of it that is something that the mayority know.”(9A-S7,  2025) 

“Peace maker is a story of a lonely man that only want someone hwo understad him, a 

family, couse he dosent have a real one”(9D-S10,  2025) 

Identity and Resilience 

(I/R) 

“the history of Peter Parker who is a young boy that confronts his ego and desire for 

revenge... he struggles not to lose his humanity.”(9D-S1,  2025) 

“yeimy a very strong woman that suffer too much but this obstacles help her to 

confront her life more strongly than before.”(9A-S13,  2025) 



 

42 

Social Belonging and 

Peer pressure (SB/PP) 

“this movie follow theree high school friend who throw a party to increase their social 

standing, but is quickly spirals out of control”(9A-S2,  2025) 

 

In the case of the first theme, S7’s review uses the franchise’s theme of family to generate 

evaluative commentary. Similarly, 9D-S10’s extends this theme into a psychological dimension, 

where the character’s loneliness and desire for belonging enables the student to produce a 

compassionate character analysis. In the second theme, 9D-S1’s review frames Peter Parker’s arc 

as an identity struggle against revenge, that is close enough to adolescent experience to generate 

engaged analytical evaluation; also, the S13’s review produces an extended character analysis of 

Yeimy’s resilience. Across these examples, themes provide students with a critical vocabulary, 

using words such as “strength”, “struggle” and “growth”, that they can apply across multiple 

texts. S2’s review demonstrates how a culturally familiar narrative about teenage social anxiety 

can generate a competent plot summary with implicit social critique. 

Although this pattern is most visible in the Movie Reviews (MR), it is also important to 

consider that these themes and their scaffolding function in students’ writing  are also reflected in 

the analyses developed in the Summative Assessment (SM) and Diary Entries (D.E) (Writing 

Artifacts, 2025, Annex G). See Table 5: 

Table 5. Own elaboration, 2026. 

CODE: Relatable themes as writing catalyst. 

Theme W.A. Evidence 

F/B 

SM shows the real mental health problems that boys and girls like Jarret are pasing through, also 

illustrates how family issues and addiction not only afects the ohjuner but also afects its 

aroundings (...)but is not fair that our childhood is damage by our family circle. (S2, 2025) 

D.E “My parents started saying it was funny, the first thing that came to my mind was to laugh too 

but they just looked at me funny, I wish they would just tell me what's going on!”(S6, 2025) 
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I/R 

SM History has an great impression on teenagers because of the topics worked on, probably they 

are living a complicated life (...) every one can have different situations in which they need to 

ask for help. (S13, 2025) 

D.E “in this moment I feel that my cultural identity is getting off me, I think that these are things 

that always.”(S10, 2025) 

SB/PP 

SM I would really recommend this book to anyone that feels misunderstood, specially teens. So if 

you're a teen and you feel lonely, give it a read, or you'll end up thinking: 'If I had read that 

book, I would've felt less lonely and more understood. (S17, 2025) 

D.E “in my school they laughed… because I want to be a prophet so I says a lie I says that I want 

to be a Doctor but in secret I will be a prophet.”(S9, 2025) 

 

Evidently, in the first theme, S2 moves beyond plot description to produce a two-part 

ethical argument, where the family dysfunction damages individuals and their surroundings, and 

childhood should not be sacrificed for resilience. In this way, the analysis shows how the family 

theme serves as a scaffold for the argumentative structure. In the case of S6, Marjane being 

excluded from a family secret enables the student to capture the anguish of attempted belonging 

and rejection, proving that the exclamatory tone is driven by the theme. 

In the case of the example provided for the second theme, S13 positions the book as a 

social instrument for teenagers “living a complicated life” rather than evaluating its content, thus 

generalizing from Jarret’s story to a broader claim about the legitimacy of vulnerability, which 

was itself an argumentative move. S10 wrote an unfinished sentence that is analysed not as a 

linguistic error but as a performed exaggeration of identity rupture; in this sense, the syntatic 

break may mirror the experience it describes. 

For the third theme, S17 addresses an imagined peer readership of lonely teens and 

constructs a rhetorical appeal through a hypothetical future regret, using the peer-belonging 

theme as a driver for persuasion. S9, in turn, articulates a three-part logic of peer pressure, 

starting by social sanction (laughter), continuing with conformist response (the lie about wanting 

to be a doctor), and ending with private reservation of the true self (the secret). Thus, the theme 
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provides a conceptual map that students fill with lived understanding, reinforcing its role as 

expressive scaffolding. 

4.1.4 Self-perceived Writing Growth as Intrinsic Motivational Force. 

This subcategory emerges by analyzing how students become intrinsically motivated 

writers who do not depend on teacher’s evaluation or task design. Here, students acknowledge 

their own development by reflecting on their error counts, grade progression, and comparative 

assessments of their own work. 

S2 from 9A offers a complete developmental arc as he, first, describes the shock of 

counting more than fifty errors in an early piece, then continues by noticing the gradual reduction 

of those errors over time, and finally, expresses his satisfaction at achieving the top grade (7) in a 

final piece. The account culminates in a comparative act when he measures his own work against 

that of higher-performing peers, which confirms his sense of growth. 

Yo dejé de contar los errores cuando llegué como al 50 y algo, era terrible. Pero entonces 

yo sí fui notando que con el tiempo fui mejorando... ya este trimestre con el último escrito 

ya tuve mi primer 7 en uno de esos escritos, entonces ya mis errores fueron muy mínimos 

y al fin pude comparar un escrito de mis compañeros que sí tienen un buen nivel con el 

mío. (Students’ Interview, 2025, Annex F) 

 

What this reveals is the construction of a writer’s identity, in which there is a sense of self 

as someone who can produce competent written work, independently validated by the student’s 

own comparison with proficient peers. S3 from 9D offers a different but complementary account 

that shows honest self-assessment combined with forward-looking orientation. 

Aunque hemos desarrollado bastantes habilidades…no somos tan buenos en el caso de la 

escritura, aunque nos sentimos preparados para grado décimo y 11. Contamos con algunas 

habilidades que nos pueden ayudar en los procesos, pero aún así debemos seguir 

practicando. (Students’ Interview, 2025, Annex F) 
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In this way, the student acknowledges weaknesses while claiming readiness for the next 

level, which demonstrates a metacognitive stance that reveals awareness of the trajectory of 

development, not only its current point. 

Additionally, the writing artifacts provide a complementary form of evidence for this 

subcategory. Visible revision traces display students’ writing growth as a real-time compositional 

process. These traces are significant because they demonstrate that metacognitive awareness is 

enacted in writing. For instance, in the summative, various students show active self-monitoring: 

S15 corrects “an” to “a”, “good” to “best” and “sensibles” to “sensitive”; S19 crosses out false 

starts mid-sentence; S23 revises “first chapter” to “first chapters” and S27 reconsiders the word 

“history” and replaces it with “life”. Therefore, these revisions represent decisions about 

accuracy, register, and precision made under time pressure (Table 6). 

Table 6. Own elaboration, 2026. (Writing Artifacts, 2025, Annex G) This table contains 

the extracts of the Summative Test in which correction marks are visible. 

 

CODE: Revision traces visible in the text. 

W.A Evidence 

SM 

Hey Kiddo by Jarret J. Krosocka its an a graphic memoir published in 2018 that tell us the story of a kid in 

his good and best and worst moments of his life Hey Kiddo it’s a book that toutch very sensibles sensitife 

topics. (S15, 2025) 

“Hey Kiddo by Jarrett J. Krosoczka is a book genre graphic memoir (thad) that (it) was publiched in 

2018.” (S19, 2025) 

“The author is telling about his history life and his family but” (S27, 2025) 

“(The book’s)(first chapter) The books first chapters are centered on his family.”(S23, 2025) 

 

The metacognitive awareness these traces reveal is what the subcategory’s code identifies 

as intrinsically motivational, as students who are aware of their processes, their errors, and their 

improvements are students who are engaged with writing as an ongoing developmental project. 
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To conclude the analysis of this category, it is important to note that the four 

subcategories described above are sequential, as they describe the affective engagement in 

written production from its initial trigger to its self-sustaining basis. In the case of authentic 

choice and personal relevance, these function as the conditions under which students are willing 

to engage. Literary identification deepens that engagement by releasing self-expression. Popular 

culture and relatable themes provide the structural and cognitive scaffold that enables students to 

sustain elaborated writing. Finally, self-perceived growth sustains this process by fostering 

intrinsic motivation for continued improvement. 

4.2 Critical Consciousness as Emergent Written Practice. 

This category emerged when it became evident that a cluster of codes shared the logic of 

critical thinking as an academic skill that is not intentionally taught, but rather one that emerges 

through the accumulation of writing experiences that embed analytical, social, and empathic 

demands. This category is organized into four subcategories that show distinct pathways through 

which this emergent criticality becomes visible in writing.  

The first examines the function of guided reading activities as preparation stages for the 

more independent critical writing that follows. The second subcategory captures the way writing 

tasks are organized around social issues that lead students to demonstrate critical thinking as a 

form of social awareness-raising, even when the tasks were not explicitly framed as critical 

argumentation exercises, thus suggesting that critical capacity is exercised through the content. 

The third subcategory isolates perspective-taking as a specific and distinct form of critical 

engagement that pushes students toward a mode of critical empathy that is different from 

analytical reading of a text.Finally, the fourth subcategory describes critical writing as a set of 

observable textual practices that are the surface forms through which the deeper critical 

consciousness documented in the other three subcategories becomes visible in written production. 
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4.2.1 Literary Analysis as Rehearsal for Critical Written Production. 

This subcategory examines how the formal analytical reading of literary texts, particularly 

the identification of transversal themes, the interpretation of characters, and the construction of 

concept maps, functions as a cognitive rehearsal space for the more independent critical writing 

that follows. Teachers describe literary comprehension as the primary formal entry point into 

critical writing, referring to those occasions when students identify key concepts or moral 

tensions in a text, since they are simultaneously practicing the reasoning skills that critical written 

production demands. Field observations confirm that guided reading tasks functions as 

preparatory stages in which students gradually developed the analytical vocabulary and 

argumentative posture that later characterize their formal written work. 

The T1’s description of the pedagogical intentions reveals that literary comprehension 

tasks are designed to activate the conceptual frame that critical writing requires. The following 

quote articulates the mechanism with precision: 

Si estamos hablando de comprensión literaria, pues se espera que los estudiantes 

reconozcan los temas transversales a lo largo de esa literatura que se lee (...) ¿Cuál es el 

problema o cuál es el concepto clave que está mencionando el libro en este capítulo? (...) 

(Teachers’ Interview, 2025, Annex E) 

 

T1 makes explicit the pedagogical logic of literary analysis, which is organised around 

concept identification and the students’ ability to name the transversal themes and key concepts a 

text integrates. By asking what problem or key concept the chapter is articulating, the teacher 

trains a mode of reading that any critical exercise demands. Therefore, T1 does not describe a 

reading comprehension exercise, rather, she describes the rehearsal of argumentative thought. 

This reading-rehearsal dynamic is visible in practice in the field observations (Annex H), 

where guided activities show the transition from factual comprehension to interpretive and 

critical engagement with literary material. Table 7 documents this process in action: 
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Table 7. Own elaboration, 2026. (Field Observations, 2025, Annex H) 

Field Observation 

(F.O) 

Textual Evidence 

6th March 2025, 9A Students construct a concept-mind map on human rights after watching a video, then 

prepare group presentations of three chapters of Persepolis in which they must show 

their classmates “the most important event of the chapter and its relevance.” After 

presentations, the teacher asks: “The chapter is called The Jewels because...” — 

prompting students to move from event-description toward symbolic or thematic 

interpretation. One student answers: “because they were materialists and they needed 

things”; the teacher pushes further, explaining that the jewels had to be sold to recover 

stability. 

7th March 2025, 9D  The observer engages one group working on The Key: asking why the chapter is 

named as it is, what the government’s promise to the boys signified, and whether the 

keys were really what the government claimed. Students move progressively from plot 

description (“the army and the government gave them keys to the boys”) to ideological 

critique (“it was a strategy... they were manipulated” through religion). 

 

In the 9A session shown in Table 7, the concept-mapping activity requires students to 

organize abstract ideas (human rights, identity, war) in a visual-analytical form before translating 

them into the oral-written genre of the chapter presentation, which marks a shift from conceptual 

mapping to critical argumentation. The teacher’s question about the chapter title performs the 

same operation at a higher order, where naming a chapter is the author’s act of thematic 

abstraction, asking students to explain that name requires them to engage in the same analytical 

process.   

In the 9D session, the observer’s dialogue with the group also presents literary analysis as 

rehearsal, as the students, who initially begin describing plot facts, are led through a sequence of 

probing questions to articulate a critical idea about ideological manipulation through religion that 

they later incorporate in their written scripts. Thus, writing, in both cases, is the endpoint of a 

rehearsal sequence that begins in guided reading. 

Student voices confirm this dynamic from their own experience: “con Persépolis, me 

parece que si indagamos mucho sobre el contexto social y político que tenía Arabia, ya que 
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Persepolis pues es como una crítica hacia esa Arabia racista, opresora y machista.” (Students’ 

Interview, 2025, Annex F) This testimony is analytically significant because it shows how the 

critical dimension of the reading has been internalized through the literary encounter itself, which 

is also corroborated in the writing artifacts. 

For instance, in their Movie Reviews, students move from plot description to thematic 

abstraction. Table 8 illustrates how character analysis, first practiced in the reading of literary 

texts, becomes an argumentative vehicle in students’ evaluative writing: 

Table 8. Own elaboration, 2026. (Writing Artifacts, 2025, Annex G) 

W.A Textual Evidence 

MR 

“leaves the audience thinking a lot of how hard and complex is the human mind and how not all is as it 

seems.” (9A- S9, 2025) 

“the message about the necessity of forgiveness over vengance... Tobey Maguire tormented portrayal of 

Peter's internal conflict, succesfully convey the story's heavy dramatic weight.”(9D- S1, 2025) 

 

Both reviews demonstrate a three-step argumentative arc, as they describe what the 

character does, explain why it matters, and generalize to a broader human truth. S9 from 9A 

moves from a film’s narrative device to a philosophical abstraction about the human mind; S1 

from 9D uses character analysis to extract a moral argument about forgiveness. Neither of these 

critical practices was explicitly instructed in the movie review task itself. Literary reading thus 

functions, as teachers describe it, as cognitive rehearsal where analytical skills are practiced 

before they appear with greater autonomy in formal written production, which, in turn, 

constitutes an initial stage in the emergence of critical consciousness as a written practice. 

4.2.2 Social Consciousness Embedded Implicitly in Writing Tasks. 
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This subcategory captures the way in which writing tasks organized around social issues 

embed critical awareness without being explicitly framed as critical argumentation exercises. 

Teachers clarify that IB Learner Profile attributes (open-mindedness, reflectiveness, balance, etc.) 

are not displayed as lesson objectives but are woven into the creation of tasks and classroom 

discussion. Teachers also recognize that by designing tasks around social issues, personal 

identity, and cultural comparison, they cultivate the ethical and intellectual dispositions that the 

IB profiles describe, as evidenced in Teachers’ Interview (Annex E). The profiles thus operate as 

an invisible curriculum. See Table 9: 

Table 9. Own elaboration, 2026.  (Teachers’ Interview, 2025, Annex E) 

Textual evidence from teachers’ interview 

Fomentamos no solamente la parte reflexiva, sino también sobre todo el de la mente abierta. Que todos 

tenemos que…darnos esa posibilidad de contemplar las perspectivas y las situaciones que viven los otros. (T1, 

2025) 

Los mismos temas que nos ofrece la guía hacen que los chicos puedan desarrollar los perfiles de acuerdo a las 

actividades de la clase…que ellos sepan valorar las diferencias que tienen otras culturas, que las puedan 

comparar con la propia y de esta manera no solamente lo de mente abierta se trabaja, sino el ser balanceado, 

reflexivo, bueno, todo. (T2, 2025) 

 

Both teachers articulate a pedagogical strategy in which critical social consciousness is 

cultivated through the thematic content of tasks. T1 identifies open-mindedness as the 

dispositional goal that writing tasks quietly pursue, while T2 confirms that the MYP guide’s 

thematic content is itself the mechanism through which multiple IB profile attributes are 

activated. Thus, the critical social dimension is not added on top of the writing task, buth rather is 

structurally internal to it. 

This implicit social formation surfaces notably in the writing artifacts. In their Movie 

Reviews (Writing Artifacts, 2025, Annex G), students read their chosen films as social 
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documents, locating in them broader social realities. Table 10 demonstrates students acting as 

critical social readers without having been asked to do so explicitly: 

Table 10. Own elaboration, 2026. (Writing Artifacts, 2025, Annex G) 

W.A Textual Evidence 

 

 

 

MR 

The novel is set in Medellin a very famous city of Colombia that at that time Medellin was recognized 

for being a place with a lot of narcotraficants... this part or context is necesary to understand the story... 

yeimy after suffering a injustice that leave her 17 years in a jail in USA change her life and return to 

Colombia with a mision which is search revenge in those who harmed her. (9A-S13, 2025) 

Peace Maker is a serie that maskes you reflect how we can get real peace? throug violence or by 

communication but more than that Peace maker is a story of a lonely man that only want someone hwo 

understad him... I recoment this serie because is to hilarious and touch themes like lonelyness and 

depretion.  (9D-S10, 2025) 

 

S13 situates the review within the context of Medellín’s narco-trafficking era and frames 

systemic injustice as the story’s central interpretive idea, emphasizing that historical context is 

necessary to understand this narrative. This is an act of critical social reading, as the student 

interprets the text as a social document produced by, and responding to real historical conditions. 

S10 uses a superhero series as a vehicle for social commentary on loneliness, depression, and the 

question of whether peace can be achieved through communication or violence. In both cases, the 

critical social content emerged through the choice and analysis of the work itself, not because the 

task required it. This suggests that writing tasks have implicitly trained students to identify social 

meaning even in genres not typically associated with social critique, reinforcing the emergence of 

critical consciousness through practice rather than explicit instruction. 

4.2.3 Empathic Perspective-Taking as Instrument of Critical Development. 

This subcategory isolates perspective-taking as a specific and distinct form of critical 

engagement that pushes students towards a kind of critical empathy. Rather than analyzing a 

character from a detached external position, students are asked to inhabit characters’ perspectives 
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from within, which requires them to understand not only what a character does but why, under 

what historical, political, and gender constraints, and with what emotional logic. 

Students describe this perspective-taking demand in their interviews (Annex F), 

confirming its presence across English and other classes. Table 11 reveals how the task of 

inhabiting a perspective is understood as a form of disciplined critical thinking: 

Table 11. Own elaboration, 2026. (Students’ Interviews, 2025, Annex F) 

Textual evidence from students’ interviews 

“Las actividades nos obligan a pensar como pensarían los personajes principales en obras, en peliculas tales 

como Yerma y Persépolis.” (9D-S1, 2025) 

Imaginemos que estás escribiendo en tercera persona, una delegacion MUN. Tu lo que necesitas y lo que quieres 

son los intereses del pais, un diferente punto de vista. Entonces, diferentes actividades como el MUN o las de 

ingles son las que fomentan este crecimiento. (9A-S3, 2025) 

 

S1’s account is revealing in its precise verb choice, as the activities “oblige” students to 

think as the characters think. Perspective-taking is understood as a demand that exceeds summary 

or description and requires the cognitive labor of entering another subjectivity. S3’s account 

broadens the framework, as the same demand is found in the MUN exercise, where writing in 

third person as a national delegation requires students to subordinate their own views to the 

ideological and political interests of a different country. Both extracts suggest that perspective-

taking across the curriculum is experienced as a unified practice of critical empathy. 

The clearest evidence for perspective-taking as a critical instrument appears in the MCE  

(Annex G), where students adopt the identities of literary characters to construct arguments about 

oppression, gender, and power. Table 12 demonstrates the critical depth that “embodied 

empathy” generates in writing: 

Table 12. Own elaboration, 2026. (Writing Artifacts, 2025, Annex G). 
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W.A Textual Evidence 

MCE  

“I’m Marjane. I come from a place where women are silenced and devalued, where we are forced to 

cover up, to live under society’s commands. I’m speaking of Iran, the only Islamic republic with a 

theocratic system.” (...) “La vieja’s conclusion: This story shows how women have always are fighting 

against unfair rules and expectations, and it proves that oppression exists in many forms. Yerma, 

Marjane, and La Vieja come from different places, but they all share the same fight.” (9D Suescun’s 

Group, 2025) 

“Marjane: You know you’re also a victim, right? No one was right in your situation.” / “Yerma: 

Escuchando tu vida y lo que deben soportar las mujeres en tu país, entendí que también fui una víctima 

de opresión y violencia psicológica por parte de esta sociedad. Gracias por ayudarme a entender, Marji.” 

(9A Neira’s Group, 2025) 

 

The first group’s dialogue demonstrates that adopting the voice of Marjane is both a 

creative and  a critical act. Writing in first person as a character from a theocratic state requires 

the student to research, understand, and articulate the ideological conditions of that state. The 

conclusion, attributed to La Vieja, becomes a critical synthesis by  discovering a historical pattern 

of women’s oppression across cultures. In the second group’s dialogue, Marjane confronts Yerma 

with the insight that she is a victim, transforming what could be a simple retelling into a dialogic 

act of mutual critical recognition. Perspective-taking here has become an instrument of 

ideological analysis, as students use characters as lenses through which they can see the structural 

conditions of oppression more clearly. 

4.2.4 Structured Argumentation and Analytical Reasoning in Writing. 

This subcategory collects the codes that describe critical writing as a set of observable 

textual practices where the critical consciousness mentioned in the other three subcategories 

becomes visible in written production. These practices constitute the range of analytical writing 

actions that are available to students in ninth grade, across the writing artifacts produced 

throughout the year. 



 

54 

The primary critical writing practice evidenced across the corpus of the writing artifacts 

(Annex G) is structured argumentation, which reflects students’ capacity to move systematically 

from the description of a work to evaluation, and ultimately to conclusion or recommendation. 

This movement is enacted in the Movie Reviews, where students appear to have internalised the 

three-part argumentative structure of the genre. Closely related to this, balanced critique emerges 

when students acknowledge both strengths and weaknesses, which demonstrates an emerging 

capacity for two-sided critical judgment. Table 13 illustrates both practices: 

Table 13. Own elaboration, 2026. (Writing Artifacts, 2025, Annex G). 

W.A Textual Evidence 

MR 

My Fault is an intense and emotional movie that keeps the audience enganged. The chemesthy between 

the main actors makes the love story powerfull and unforgettable. Although the story is a bit dramatic at 

some times, it sends a strong message about love and personal growth. (9A-S8, 2025) 

“The cinematography effects are realistic, stunning, spectacular and breathtaking, but sadly the 

soundtrack of the movie is forgettable, even if it’s a great movie.” (9D-S11, 2025) 

 

S8’s review shows structured argumentation through a sequence of three steps. S8 starts 

with an opening evaluative claim that continues with a supporting reason based on a filmic 

element (chemistry between actors), a concession, and a final positive judgment. The concessive 

structure (although... it sends) indicates that the student is recommending the film while critically 

weighing a limitation against an overall positive judgment. This is part of the argumentative logic 

of academic evaluation that is practiced here without being named as such. Furthermore, S11’s 

review demonstrates balanced critique through the rhetorical move of offering praise for 

cinematography, which is then qualified by an admission of weakness in the soundtrack, and then 

reaffirmed in the final evaluative clause. The conjunction in the phrase (but sadly) shows critical 

consciousness, as the student does not allow enthusiasm to undermine the obligation to identify 
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weakness. Both examples confirm that students have internalized two-sided evaluation in critical 

writing, which is an expectation that emerges not from explicit instruction but from the 

accumulated experience of analytical writing tasks. 

Another significant finding is the usage of conditional and counterfactual constructions, 

as students employed “if/then” structures to reason about cause and effect relationships between 

characters, circumstances, and outcomes; they also utilize counterfactual constructions (“if X had 

not happened, then Y would not have occurred”) as a tool for causal analysis of narrative and 

historical events. This constitutes an emergent form of hypothetical-deductive thinking that 

underlies formal academic argumentation. Table 14 illustrates both practices: 

Table 14. Own elaboration, 2026. (Writing Artifacts, 2025, Annex G). 

W.A Textual Evidence 

SM 

if Jarret had lived with his mom, he wouldn't be an artist, but if Jarret had lived with his mom, he wouldn't 

have mental and emotional problems, also, if Jarret's dad hadn't left Jarret and his mom, they would all be 

together and a lot happier. (S1, 2025) 

if she haven't tried drugs, she would rise Jarret and give him a better childhood. Finally if Jarrets 

grandparents haven't taken care of him, his future would be equal to his mom or worst, so we can deduce 

that Jarret was taken away from his mom by his grandparent for protect him and guide him in a good way. 

(S9, 2025) 

 

In Table 14, S1’s construction is remarkable in its logical complexity, as there are two 

counterfactual claims held under the same hypothetical condition (living with his mother): one 

yields a positive outcome, while the other a negative one. In this way, the student articulates a 

logical tension by recognizing that the same event can have opposing consequences. The student 

is reasoning hypothetically about narrative causation in a way that exceeds what the summative 

task explicitly demands (Use conditional sentences). S9’s response performs a chain of connected 

counterfactuals that culminates in a logical conclusion marked by the phrase “so we can deduce”. 



 

56 

The student has constructed a causal argument from counterfactual premises and drawn an 

inference, which reflects the logic implicit in academic argumentation. Both examples confirm 

that conditional and counterfactual reasoning emerge as spontaneous analytical tools when 

students have been given sufficient literary material to reason about. 

A further dimension of critical writing competence is the explicit recognition of the genre 

conventions to which works belong, and the use of that genre knowledge as a critical lens. 

Students demonstrate awareness of the genres that classify their reviewed works, and they 

leverage this awareness to establish the evaluative standards against which the work is measured. 

Table 15 shows genre awareness and criterion-setting operating together as a unified critical 

practice: 

Table 15. Own elaboration, 2026. (Writing Artifacts, 2025, Annex G). This table 

contains one example of a review from the Summative and another from the Movie Review. 

 

W.A Textual Evidence 

SM 
“As a book reviewer I try to chose variety of genres to entertain you all, as a result of this I have brought 

today not a novel neither a tale, but a graphic memoir.” (S20, 2025) 

MR 
“Now if we take into account aspects such as acting quality of characters, cinematography/effects, music 

and the message, you will be in the capacity of determine personally if this movie is really worthy.” (9A-

S16, 2025) 

 

S20 demonstrates genre literacy by positioning oneself as a reviewer who selects across 

genres, and then naming the genre of the reviewed work with precision. This genre identification 

introduces the evaluative framework appropriate to the form, setting up the reader’s expectations 

for an analysis that will engage with the visual and textual nature of the work. S16, by contrast, 

demonstrates evaluative criterion-setting, as the student enumerates a list of critical standards and 

positions them as the instruments through which the reader can reach a verdict on their own. This 

is a critical writing move of the reviewer who constructs a methodological framework for 
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evaluation. Therefore, these two examples confirm that genre awareness and criterion-setting are 

not isolated competencies but mutually reinforcing dimensions of the same critical literacy. 

In the MCE (Annex G) students employ character analysis as argumentation across the 

entire corpus. In these texts, students adopt the identities of literary characters not to retell their 

stories but to use them as critical mouthpieces through which to analyze oppression, power, and 

gender. The character becomes a writing strategy, where their descriptions become vessels for 

ideological argument, demonstrating that how something is described in writing is itself an 

argument. Table 16 illustrates this point: 

Table 16. Own elaboration, 2026. (Writing artifacts, 2025, Annex G)  

W.A Textual Evidence 

MCE 

“MARJANE: No! If you can’t protect them you should’t be bringing them to life! My Tia abandoned her 

newborn when the police came to check our house! She ran away from him! I had to take care of him 

until my mom realised! MARJANE: Well, maybe you have what it takes to be a buena madre, but even 

if you are, what makes you think that you can protect your kids from the society or even the government? 

YERMA: Yo... si yo tuviera hijos los instruiría y los cuidaría de tal manera que ni el gobierno ni la 

sociedad los vean como unos rebeldes sin causa ni unos rechazados sociales!” (9D-Castillo’s group, 

2025) 

“Marjane is an 18 year old woman, she’s wearing a dark blue trench coat, dark blue thighs, gloves, black 

shoes and silver earrings (...) a total rebellious outfit, for a total rebellious girl. Yerma: Yerma es una 

mujer de 68 años, está usando una falda color café larga, una camisa de botones blanca, un delantal y un 

pañuelo que ella misma hizo alrededor de su cabeza.” (9A-Cepeda’s group, 2025) 

 

9D’s group produces an argumentative exchange between characters who hold opposing 

positions on motherhood, as both Marjane’s challenge and Yerma’s counter-assertion constitute a 

structured debate about the limits of maternal agency under authoritarian conditions. In their 

pushbacks, the characters argue and concede, which illustrates the dialogic structure of academic 

argumentation within a fictional frame. 9A’s group demonstrates that costume description 

functions as evaluative criterion-setting, where the contrast between Marjan’s dark and Western 

outfit and Yerma’s conservative and handmade clothing is coded as an ideological opposition. 
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The group shows that the choice of what to describe and how to describe it is itself an argument, 

where written detail carries argumentative weight.  

To conclude with this section of the analysis, it is relevant to note that the four 

subcategories converge: the practice of the literary analysis provided the characters and the 

critical vocabulary; the social consciousness supported the thematic concern with gender and 

oppression; perspective-taking furnished the embodied critical stance; and the structured 

argumentation and analytical reasoning practiced across the writing artifacts have contributed the 

formal tools through which all of these analytical and reflective practices have become visible, 

consolidating the emergence of critical consciousness as a written practice. 

4.3 L2 as Dual Force: Linguistic Constraint and Expressive Precision. 

The present category reveals that the second language (L2) functions as both the medium 

that limits what students can say and the discipline that sharpens how precisely they say it. This 

productive tension, as named by students themselves, gives the category its identity. It is 

organized into three subcategories that distinguish the levels at which L2 operates as a constraint 

and a resource. The first subcategory addresses grammar’s double function, where it is both the 

structural resource that enables the organized expression of ideas and the site where students 

deploy structures in contextual writing rather than isolated drills. The second subcategory 

conceptualizes overall language proficiency as a condition that both constrains and refines 

learners’ written expression: on one hand, limited proficiency restricts the complexity and nuance 

of the ideas students can articulate, and, on the other hand, these same constraints foster greater 

deliberation to convey meaning effectively.  

The third and final subcategory captures the bidirectional transfer relationship between 

Spanish and English in students’ writing by contrasting both the unintentional transfer errors that 
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impede argument flow, and the bilingual writing choices students make in interdisciplinary tasks 

as conscious markers of cultural identity and linguistic negotiation.  

4.3.1 Grammar as Communicative Scaffold and Developmental Marker. 

Grammar, in the context of this category, is understood as the structural skeleton that 

makes it possible to assemble, or fail to assemble, a communicable idea. The data from the 

teachers’ interview (Annex E, 2025) establishes this double function with greater clarity, where 

grammar is at once the resource that enables organized written expression and the point at which 

the depth of actual language acquisition is measurable. 

The first and most direct articulation of the function of grammar as a scaffold comes from 

T1, who frames grammatical control as the difference between a message that is received and one 

that is not understood by the receiver: “Que tan certera es su gramática para comunicarse o si por 

el contrario ese léxico y esa gramática crea barreras en la comunicación, por lo tanto infieren 

como quiere dar el mensaje.” (Teachers’ Interview, 2025, Annex E). The logic implicit in these 

words is communicative, as grammar is assessed for whether it enables or blocks the transmission 

of a message. In this framing, it scaffolds communication by making the writer’s intention 

legible; otherwise, the idea would stay trapped. 

T2 extends this argument by describing how grammar instruction is deliberately 

embedded in writing tasks rather than taught in isolation: 

En cuanto a la parte de gramática, qué parte gramatical es la más frecuente en el MET (...) 

lo incluimos en el programa y es lo que trabajamos a lo largo del periodo, esta parte 

gramatical la incluimos por ejemplo en el escrito o en una exposición y les decimos deben 

usar dos oraciones, tres oraciones con condicionales, con voz pasiva y en esta medida 

vemos y reforzamos también la parte gramatical. (Teachers’ Interview, 2025, Annex E) 

 

This statement positions grammar as a scaffold for the writing task itself. Here, T2 assigns 

conditional sentences or passive-voice constructions not to test grammatical knowledge directly 

but to require students to embed that knowledge in their compositions.Thus, grammar becomes 
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the structural guide onto which ideas must be constructed, and the requirement to use it in context 

is precisely what reveals whether the structure has been internalized. 

However, T2 also suggests the other face of this scaffold, where some students carry 

grammatical errors that resist correction across multiple feedback cycles: “tenemos estudiantes 

que tienen errores gramaticales marcados en su cabeza y es complejo sacarles esos errores por 

más de que uno les diga de manera oral, de manera escrita, parece que eso dejó huella en ellos y 

es complejo.”(Teachers’ Interview, 2025, Annex E) Here, T2 does not describe a deficiency of 

feedback but rather of acquisition, where these repetitive errors become stable parts of the 

student’s interlanguage. The scaffold, in other words, has been built incorrectly, and rebuilding it 

requires re-acquisition rather than correction. This observation is essential to the category, 

because it shows that grammar also functions as a developmental marker, whose persistence or 

transformation in contextual writing reveals the actual depth of the student’s language learning. 

Another layer of the subcategory concerns what counts as real evidence of grammatical 

development. T2 draws a line between test-preparation drills and the deployment of grammar in 

writing tasks: 

Cuando los entrenamos para el examen pues hacemos ejercicios sueltos, pero para 

nosotros ya en el componente escrito es cuando lo usan ellos en contexto y de esta manera 

pues evidenciamos si ha habido un progreso o si no, porque hay chicos a quienes les 

cuesta mucho y seguramente no lo usan en contexto porque no les ha quedado claro. 

(Teachers’ Interview, 2025, Annex E) 

 

This quote implies that gap-fill exercises and isolated drills may indicate procedural 

familiarity, but only contextual deployment (using conditionals and passive voice inside an actual 

essay or diary entry) proves that the structure has been acquired. Table 17 corroborates this with 

the Field Observation formats of 2025 (Annex H): 

Table 17.  Own elaboration, 2026. (Field Observation, 2025, Annex H) 
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F.O Textual Evidence 

February 

27, 2025 

9D 

A student just asked the teacher if he could look for a word in Word Reference (virtual dictionary). 

The teacher lets him go to the front of the class where the teacher’s desk and laptop are. The 

student wrote his word in Spanish to translate it into English (...) I see she had the words of the 

checklist highlighted but I saw that she highlighted “frustrated” as it is a verb. I said that it was a 

feeling. Then she asked me for a verb that she could use there. As I had read some chapters of the 

book, I told her to use “cry” in the past form as the protagonist felt alone. The girl asked if “cry” in 

its past form had “ed”.  

February 

27, 2025 

9A 

 A student raised his hand and asked the teacher if he could get to the restroom. She said “No” 

fastly and he replied “Why not”. Then she said that it was time to do the exam and that he could 

wait until he finishes. 11:15. A student raised her hand and asked the teacher for the translation of a 

word. The teacher answered and said, I only can help you with vocabulary in Diary Entry. 

 

As shown in Table 17, while writing a diary entry based on Persepolis, the students faced 

a checklist requiring past-tense verbs and identity vocabulary. When a student from 9D was 

unable to identify “frustrated” as a feeling rather than a verb, or did not know the past form of 

“cry” the problem became visible in the production of the writing task. Additionally, the contrast 

between 9D and 9A on the same day is itself an argument for grammar as a developmental 

marker. While 9D students needed help with past tense and vocabulary identification, students in 

9A completed a 450-word diary entry as a formal examination without grammar-related 

questions. Their silence, as reflected in their absence of questions about verb forms, was 

diagnostic evidence of grammatical internalization.  

4.3.2 L2 Proficiency as Simultaneous Limiter and Precision Sharpener. 

This subcategory addresses the former idea of grammar as the structural skeleton of 

communication by specifically questioning what overall L2 proficiency does to a student’s 

capacity for critical written expression. The answer that the analysis of the data suggests is 

paradoxical, as the limited proficiency restricts, yet does not prevent, critical writing from 

emerging, but instead, these limitations can also trigger a kind of need for precision that may be 

less evident when writing in one’s native language. 
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Both teachers articulate that lower proficiency levels limit the complexity and nuance of 

what students can write, but they do not prevent communication. T1 opens this analysis with the 

following statement: 

Inicialmente, obviamente en niveles bajos de suficiencia en la lengua, A2, B1, sí es un 

limitante, realmente no te vas a poder expresar como tal plenamente como lo harías en la 

lengua nativa, lo cual genera que haya una adaptación en sus mensajes (...) Si bien existen 

esos limitantes, creo que si logran comunicar todos al 100% de una u otra forma, unos con 

más aciertos, otros con menos aciertos, sí logran comunicar como tal, pues la idea que 

genuinamente puedan estar teniendo. (Teachers’ Interview, 2025, Annex E) 

 

At lower proficiency levels, students adapt their messages to fit the available lexical and 

grammatical resources, which may dilute the idea rather than eliminate it. This implication is 

crucial because proficiency is athreshold variable that determines how precisely the idea is, not 

whether the idea itself exists. T2 confirms this by extending the claim even to the lowest levels 

“Por más bajito que sea el nivel que viene siendo A2 (...) el estudiante tiene la manera para 

comunicarse, bien sea recurriendo al vocabulario que saben (...) todos logran (...) poder aprobar 

cualquier escrito y efectivamente lo hacen.”(Teachers’ Interview, 2025, Annex E)  

Drawing on the vocabulary they know is the strategy that students apply to overcome 

their proficiency gap, and thus they use synonyms, simpler structures, or even paraphrase. 

Together, T1 and T2 establish that proficiency operates as a variable threshold that measures the 

depth and precision of written expression, not its existence. 

On one hand, the limiting side of proficiency is mostly evidenced in the Movie Reviews 

and the Summative Test. Both writing artifacts show how limited proficiency appears due to the 

consistent presence of syntactic fragmentation, which is, in most of the cases, structurally 

damaging. This error is reflected in the following example of a Movie Review: 

The characters of the movie are very vad are so energetic and that do the movie more 

unforgettable for the persons that are looking the movie but the characters are not the only 

good think in this movie the acting is unforgettable you see the actors envolving in the 

characters. (Writing Artifacts, 2025, Annex G) 
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As it can be seen in this example, there is an unbroken sentence that contains four distinct 

claims about the movie: character energy, memorability, acting quality, and actor involvement. 

These ideas lack punctuation and syntactic boundaries, which make them undifferentiated. 

Therefore, the proficiency threshold is visible, as the student has ideas to express but insufficient 

command of sentence boundaries to organize and present them as an argument. Here, the limiting 

factor operates at the level of form and not of content, although its clarity is indeed affected. 

Similarly, S6’s Summative Test also shows the same pattern: 

The book have different characters but we are going to talk about the important ones, like 

Jarret and how he use the art as a shield or his grandparents, Jarret wouldn't have the art 

as a real passion, if his grandparents didn't support him in rude moments. and it look like 

a kids book The themes that the book use for having an interesting history are hard and 

realistics. (Writing Artifacts, 2025, Annex G) 

 

In this case, the student offers an analytical claim (the art as a “shield”) and a conditional 

argument, both of which have critical observations. Yet, first, the sentence structure collapses 

before each new idea is fully framed, and second, the abrupt phrase “it look like a kids book” 

arrives without transition or preparation. The proficiency threshold is again the formal level, and 

even when the student has both the critical instinct and the idea, the grammatical resources that 

serve to turn them into a coherent argument have not yet reached the required level of clarity. 

On the other hand, students articulate a side of the dual force that teachers do not name. 

They state that it is because of its constraints that writing in English can force a greater cognitive 

precision than writing in Spanish. This phenomenon constitutes the “precision sharpener” and S2 

from 9D states it more directly: “En español se puede decir que podemos meter carreta, pero en el 

inglés son textos muy puntuales e ideas muy puntuales que toca analizarlas bien y expandirlas 

bien para que sea un buen texto” (Students’ Interviews, 2025, Annex F).  

Here, the expression meaning to fill space with redundant talk is used by the student to 

name a writing strategy that is not applicable in English academic writing, and thus it becomes a 
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constraint that enables a more complex cognitive skill. This dynamic prevents students from 

relying on fluency to generate volume; in fact, every word placed on the page must carry weight, 

which explains why writing in L2 becomes, paradoxically, a more precise intellectual discipline.  

S1 from 9D confirms and complements this by stating a cognitive argument about 

thinking itself:  

El punto de poder escribir en otra lengua también desarrolla habilidades motoras y 

psicológicas, ya que no solo podemos utilizar el lenguaje que toda la vida hemos usado y 

también nos obliga a pensar de forma que lo haría una persona que nativamente piensa en 

el idioma, por ejemplo en inglés. Entonces nos obliga a pensar más allá. (Students’ 

Interviews, 2025, Annex F) 

 

S1 implies that writing in L2 is not merely a linguistic exercise but also a cognitive 

reorientation, where there is an assumption of a different thinking posture. The “obligation to 

think more” that S1 describes is the same sharpening dynamic that S2 named through the 

Colombian reference. In this way, the constraint does not become a dead end but a cognitive 

prompt.  Additionally, this perspective is further grounded by S2 from 9A, who describes how 

personal investment in a topic helped overcome the emotional and linguistic constraints of L2: 

Yo al inglés le tengo mucho miedo, es un proceso que me ha costado mucho a lo largo de 

toda mi vida y al ser un tema que a mí me gusta, también me dio como la confianza de 

poder, como al ser experto poder sumergirme más como en los temas. (Students’ 

Interviews, 2025, Annex F) 

 

This student describes how engagement with a meaningful topic reduces the fear that the 

constraint generates, which in turn becomes a means to overcome the cognitive distress that 

writing in another language produces. Overall, these voices establish that the dual force of the 

same proficiency limitation can function as a brake or as a spur, depending on the student’s 

affective relationship to the task and topic.  

S5 from 9A complements S2 by saying “Antes normalmente era demasiado superficial al 

escribir o al dar una opinión, y siempre solo me abstenía de profundizar mucho y decía lo más 
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superficial. Con el tiempo he logrado desarrollar el poder de profundizar más en las ideas” 

(Students’Interviews, 2025, Annex F) implying that this trajectory, that goes from reflexive 

superficiality to genuine depth, is the cognitive development that this category tracks. This 

reveals that deepening ideas is a critical achievement, where the precision sharpener function of 

L2 contributes to the construction of a more analytical writer, thus positioning L2 writing as a site 

of cognitive constraint-driven refinement. 

4.3.3 Cross-Linguistic Interference and Strategic Code-Switching. 

This subcategory focuses on the bidirectional relationship between Spanish and English 

transfer in students’ written production. The data suggests two contrasting phenomena: first, the 

unintentional interference of L1 structures in L2 writing that impede argument flow; second, the 

strategic code-switching in which bilingual choices are made consciously as markers of identity 

and linguistic negotiation. Both phenomena present the same underlying reality, in which 

students write in an additional language while thinking partly in another, thus demonstrating that 

both are direct manifestations of the dual-force dynamic at the interlingual level. 

Before the artifacts are examined, the student interviews (2025) establish a crucial 

relationship between Spanish and English in their writing, which shows mutual enrichment. S5’s 

account illustrates this clearly: 

El poder desarrollar una escritura crítica en otro idioma también ayuda mucho a poder 

tener un razonamiento más claro en cuanto al idioma nato, al poder enlazar palabras que 

tienen significados parecidos pero que de todas maneras son diferentes para poder 

desarrollar mejores ideas (...) Una actividad que me hizo aplicar mucho esto fue leer los 

ensayos en español, los ensayos de Etanislao Zuleta. Al ser ensayos de corte más 

filosófico y mucho más formal, me ayudaron bastante a más o menos comprender cómo 

expresar estos puntos de vista externos. Y en la trimestral pude aplicar varias cosas que vi 

en estos escritos que me servían para poder expresar un poco mejor mi opinión. (Annex 

F) 

 

What S5 from 9A describes is that there is an analytical discipline acquired through 

English writing that boosts reasoning in Spanish as well. The student clarifies that this discipline 
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emerges from the activation of metacognitive awareness of lexical precision in both languages, 

grounding the claim in the experience with the essays that were read in Spanish, from which 

strategies for expressing external viewpoints were extracted and later applied in the Summative 

Test. S1 from 9D extends this to the cognitive level, arguing that writing in L2 forces a 

reorganization of thought itself that compels the writer to occupy a different cognitive position: 

“tambien nos obliga a pensar de forma que lo haría una persona que nativamente piensa en el 

idioma” (Students’ Interview, 2025, Annex F). Together, these testimonies show a clearer 

instance of the bidirectional transfer relationship. 

 Nevertheless, the writing artifacts (Annex G) demonstrate the moments when Spanish 

structure enters English writing and breaks the logical thread. Across Movie Reviews, the 

Summative Test, and Diary Entries, it was noticed that the most structurally damaging instances 

are likely to occur where the students attempt to build an argument.  

In the Movie Reviews, the clearest example of these logic-breaking moments is the 

copula-verb blending error that appears in 9A-S2’s review (Project X): “this movie follow theree 

high school friend who throw a party to increase their social standing, but is quickly spirals out of 

control.” (Writing Artifacts, 2025, Annex G) Here, the phrase “is quickly spirals” incorrectly 

blends an auxiliary verb with a main verb “spirals”. This likely comes from Spanish, where the 

structure “se sale rápidamente de control”, which is reflexive, permits a combination that does 

not work in English. The mistake occurs at the key point in the sentence where the student shifts 

from description to explanation, thereby disrupting the logical transition. Similarly, 9A-S6’s 

review (Bad Boys) shows a prepositional loan translation where the transfer “by the other hand” 

rather than “on the other hand” is consistent with Spanish prepositional logic. This occurs at a 

contrasting turn when the argument is intended to change direction: “by the other hand the 

cinematography efects look so realistic.”(Writing Artifacts, 2025, Annex G)  



 

67 

In the case of the Summative Tests, the most direct lexical transfer is evidenced in the 

following example: “he know that con transmit of his feelings by the art.” (Writing Artifacts, 

2025, Annex G) S14 uses the Spanish preposition “con” unchanged into an English sentence, 

producing a confusing structure. The idea behind it is clear (art as a medium for transmitting 

feeling), but the argument collapses at the word level.  

The Diary Entries, which involve a more personal and narrative register, show transfer 

operating at the phrasal level. The S10 for instance, writes: “I receive the most bad notice in all 

my life of a terrible notice, on my perception of that terrible dead this got me so altered.” 

(Writing Artifacts, 2025, Annex G) This account reflects two transfer patterns that are evident in 

a single sentence. The first, “most bad” imitates the Spanish superlative structure “el más malo” 

rather than “the worst”. The second, the clause “on my perception of that terrible dead this got me 

so altered” mirrors a similar Spanish sentence such as “en mi percepción de esa terrible muerte, 

esto me dejó muy alterado” where phrases are layered and connected more loosely. When 

transferred directly into English, this results in unclear boundaries between ideas and a 

fragmented sentence structure. These examples demonstrate that, while the emotion behind the 

message is clear, the influence of the student’s first language shapes the sentence in a way that 

creates some semantic distance for the reader. 

In contrast, the MCE writing task, in which students created fictional dialogues between 

characters from Persepolis and Yerma, produced a different kind of relationship between L1 and 

L2. In this activity, students were permitted to use digital tools, and thus surface-level 

grammatical errors were almost absent. Instead, an interesting structural code-switching, where 

the choice of which language a character speaks and at which moment, emerged as a critical and 

argumentative act. 
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One rich example comes from a 9D group, whose Marjane deploys her displacement 

through a bilingual monologue that mirrors the cultural negotiation the text requires: 

NONONO! Not escapando like that. I'm from Iran. My country is the worst place to be 

right now, so we came to visit mi… tio. His name is Francisco, I don't know if you know 

him, he's the man who always usa that weird black.. sombrero? and toma vodka on the 

tarde. (Writing Artifacts, 2025, Annex G) 

 

The switches between L1 and L2 in this example are not errors but part of the 

characterization. Each Spanish insertion marks a moment where Marjane is reaching toward the 

language of her interlocutor’s world (Yerma), performing a cultural approach through partial 

language adoption. Therefore, this constant switching is intentional, and it aims to enact 

hesitation and foreignness, where the linguistic choice itself becomes the argument through 

which identity is reflected and negotiated between languages. 

The 9D group makes the critical part even more explicit. Their narrator instructs the 

characters to speak in the other’s language, and this instruction is followed, turning the moment 

into one in which language learning itself becomes visible as a plot event. The characters then 

move toward a critical synthesis, in which Marjane speaks in Spanish and Yerma in English, each 

deploying the other’s language to discuss shared oppression. This shows that bilingualism 

functions as the structural vehicle through which women under political and patriarchal 

oppression express a shared condition that transcends the language in which it is named: 

Narrator: Pero en fin chicas, ¿que concluirán de este encuentro? Ah, y quiero que lo 

hablen en el idioma de la otra, para que sea más didáctico. (Sonríe)” 

“Marjane: Ostia que si es verdad… / Yerma: Now I can speak english!?” 

“Marjane: Bueno, en conclusión, en nuestros respectivos países hay opresión por parte de 

los hombres y el gobierno en mi caso por el nuevo líder islámico… / Yerma: That's right 

in my case the chauvinist society is who dictates the role of women…”(Writing Artifacts, 

2025, Annex G) 

 

To conclude, what the transfer-error artifacts reveal as a developmental challenge, the 

MCE dialogues transform into a creative and argumentative resource, confirming that the dual 
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force, at its most developed, does not resolve the tension between constraint and precision but 

puts it to work. 

Across its three subcategories, the category states that L2 exerts a dual force on students’ 

written critical expression, functioning as constraint and resource, limitation and discipline, 

interference and precision; all at the same time. Taken together, the evidence from teacher 

interviews, student testimonies, classroom observations, and writing artifacts constructs a 

category that confirms that writing in a second language is to write under productive constraint 

that, when worked intentionally, becomes the engine of expressive precision. 

4.4 Institutional Scaffolding as Developmental Architecture of Writing. 

The fourth category emerged last during selective coding and differs from the previous 

three in that it is grounded primarily in institutional and interview data rather than student 

writing, which had been triangulated earlier. It frames writing development as a systemic process 

rather than a purely pedagogical one, with four subcategories representing distinct structural 

levels through which the institution organizes this development. The first traces a structured 

progression from oral activities to listening and reading, culminating in writing, and from 

descriptive and reflective tasks in 9th grade to evidence-based argumentation in the IB Diploma. 

The second explains how varied text types delivered across the academic year create multiple 

entry points into critical writing for students with diverse proficiency levels, learning styles, and 

backgrounds. The third highlights the alignment between the MYP curriculum, classroom 

assessments, and the MET standardized exam as a system of quality assurance that regulates 

development. The fourth emphasizes the human dimension, positioning teachers as facilitators 

who build on students’ prior knowledge, peers as spaces for testing ideas, and independent 

writing as both the ultimate goal and an indicator of the system’s effectiveness. 

4.4.1 Sequential, Process-Based Writing Instruction as Developmental Pathway. 
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This subcategory highlights how writing is thoughtfully positioned at the end of a 

progression that begins with oral and receptive skills. Teachers describe this sequence as 

foundational, as T2 explains: “Para poder tener un resultado en la parte escrita, nosotros 

normalmente empezamos con actividades orales… y en ciertas ocasiones, la parte de writing 

termina siendo lo final.” (Teachers’ Interview, 2025, Annex E) This response reflects the belief 

that students require prior exposure to vocabulary, ideas, and communicative contexts before 

producing written products. In this way, writing becomes the synthesis of earlier learning rather 

than an isolated task. Similarly, T1 reinforces the importance of input when she says “Si tú lees, 

si tú escuchas... después se convierten en sustentos teóricos... para unos argumentos razonados en 

la parte escrita.” (Teachers’Interview, 2025, Annex E).  These statements show that writing skills 

are directly linked to accumulated knowledge and experiences, which positions reading and 

listening as essential and foundational processes. 

This developmental sequence also extends into a broader progression across grade levels, 

where ninth grade’s curriculum is designed as a preparatory stage in which students focus on 

descriptive and reflective writing, while more complex argumentative tasks are introduced later 

in the Diploma’s program. T1 makes this distinction more explicit when she mentions that “En 

noveno... un nivel mucho más descriptivo... pero ya la parte más crítica... es propiamente en el 

IB” (Teachers’Interview, 2025, Annex E). In this manner, the progression ensures that students 

gradually build the cognitive and linguistic skills required for advanced writing, with the 

transition from personal reflection to critical argumentation being embedded within the 

institutional design and ensure through continuity across the curriculum. 

According to the teachers, the development of writing skills is further reinforced through 

increasing word count expectations that are established by institutional policy, whereby students 

begin with shorter texts and progressively produce longer and more complex writing (CNY, 
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2025, p.7). As T1 recalls, “Al principio... 150 palabras parecía mucho... luego 250... pero al 

final... 500, 600 en una sesión”(Teachers’Interview, 2025, Annex E), this gradual increase in 

words count normalizes writing demands, allowing students to adapt without experiencing abrupt 

shifts. Thus, the progression is both quantitative and qualitative, as longer texts require greater 

coherence, organization, and argumentation. Additionally, the term planners demonstrate how 

this sequence unfolds in practice, moving from oral discussions and vocabulary-building 

activities toward written products, thereby making the progression visible in classroom 

experiences. 

The planner from Term 1 demonstrates how this sequence was implemented, showing that 

students began with oral presentations about Iranian life (the context for reading Persepolis), then 

moved through listening and vocabulary-building activities, and eventually arrived at the Diary 

Entry as a written product (Institutional documents, 2025, Annex I). This structure is also 

recognized and internalized by students. For instance, S5 from 9D notes that “Trabajamos puntos 

muy importantes como la escucha, el habla y la escritura... pero siempre trabajamos esos tres 

aspectos”(Students’ Interview, 2025, Annex F). This comment reflects an awareness of the 

consistent integration of skills, which suggests that the sequence has become an expected rhythm 

of learning.  

Field observation notes from March 7th also confirm this developmental logic by showing 

how teachers use discussions and literary texts to prepare students for writing tasks. However, 

they also reveal tensions, such as students treating revision as a mechanical checklist rather than a 

reflective process: “writing is used as a tool for rehearsal, reflection, and creative development 

(...) when students were invited to reflect deeply on chapter themes, the role of writing became 

more than mechanical” (Field Observation Formats, 2025, Annex H). This note reveals an 

important gap between the curriculum’s intentions and its real-life application, because while the 
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institutional design promotes deep engagement, its implementation depends on how students 

interpret and connect with these practices. 

4.4.2 Diversified Task Design as Differentiated Access to Critical Expression. 

This subcategory focuses on the variety of text types used throughout the academic year 

as an IB’s pedagogical strategy that intends not only to increase engagement but also to allow 

students with different abilities and backgrounds to access writing. By incorporating multiple 

genres, the program ensures that no single format becomes the sole pathway to academic 

expression. Instead, students encounter a range of tasks that require different cognitive and 

linguistic skills, which aim to broaden their opportunities to succeed. 

The institutional planners demonstrate this diversity across terms, as students engage in 

diary entries, photo essays, letters, reports, dialogues, and film reviews, each serving different 

cognitive and linguistic purposes. For example, the Diary Entry emphasizes personal reflection, 

while the film review demands analytical thinking and structured argumentation. This 

progression from one to the other reflects a shift from subjective expression to evidence-based 

reasoning (Institutional documents, 2025, Annex I).  

Moreover, classroom instruction supports this transition through scaffolded activities. In 

the case of the Diary Entry, students first analyze examples and discuss their structure before 

producing their own texts by ddressing guiding questions such as “What is a diary entry? Why do 

people use diary entries? What should a diary entry have?” (Institutional documents, 2025, 

Annex I). This communicative approach ensures that writing is supported by prior analysis and 

planning. 

In contrast, the Film Review demands a different cognitive process, as observed in the 

class of October 14th carried out with 9D. In this session, the teacher emphasized that “a film 

review combines information and opinion. Opinions need justifications” (Field Observation 
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Formats, 2025, Annex H). This statement captures the shift toward argumentation, where 

students must support their claims rather than express them without complexity. The inclusion of 

both reflective and analytical tasks within the same year allows students to develop multiple 

dimensions of writing that gradually comprise diverse strengths and introduce more complex 

demands. 

Furthermore, activities such as the photo essay, where students were asked to research 

aspects of Iranian life and present them orally, and the MCE dialogue project allow students to 

engage with content through visual formats. These tasks aim to build knowledge and encourage 

creativity while still requiring structured writing. For instance, observations from March and 

April (2025) show that students who struggled with traditional grammar exercises were able to 

demonstrate critical understanding through these formats, which reveals that task diversity can 

unlock alternative pathways to learning. As one teacher noted on April 3rd, “even if you are 

presenting you need a script and some dialogues” (Field Observation Formats, 2025, Annex H),  

reinforcing that creativity remains grounded in writing practice.  

This diversity is perceived by students as meaningful and cognitively engaging. For 

example, S5 from 9D explains that it “puede ser una entrevista, un poster, un libro... pero siempre 

trabajamos esos tres aspectos” (Students’Interview, 2025, Annex F), while S3 from the same 

group highlights the value of multiple perspectives when he says “así podemos escuchar los 

demás puntos de vista... y cuestionar qué piensan los demás”(Students’Interview, 2025, Annex 

F). These reflections show that varied tasks foster critical thinking by exposing students to 

different viewpoints. Similarly, S2 from 9A emphasizes that “todas las actividades te presionan 

como a dar tu opinion”(Students’Interview, 2025, Annex F),  indicating that writing is linked to 

personal and critical engagement. In this way, task diversity functions as both an instructional 

strategy and a cognitive booster. 



 

74 

4.4.3 Assessment Coherence and External Validation as Developmental Regulation. 

This subcategory examines how the alignment between curriculum, classroom feedback, 

and external assessment regulates learning. For instance, teachers describe the IB curriculum as 

the foundation for all instructional decisions by stating that: “El currículo es nuestro todo... dentro 

del mismo currículo están discriminadas las habilidades.” (Teachers’ Interview, 2025, Annex E) 

This establishes a clear structure in which objectives, activities, and assessments are 

interconnected.  

Institutional planners further reinforce this alignment by explicitly linking each unit to 

specific learning objectives and providing assessment criteria that students can use to monitor 

their progress. (Institutional Documents, 2025, Annex I). Additionally, the MET exam acts as the 

agent that provides external assessment and thus plays a crucial role in validating and regulating 

this process. T1 explains that “una evaluación... incluye... entes externos que nos dan... qué tan 

coherente está siendo la evaluación” (Teachers’Interview, 2025, Annex E). In this sense, the 

MET is used as a benchmark that allows the institution to compare internal judgments with 

international standards. When discrepancies arise, they become an indication of the need for 

curricular adjustments, as T2 highlights “tenemos en cuenta... qué parte gramatical es la más 

frecuente en el MET... lo incluimos en el programa” (Teachers’ Interview, 2025, Annex E). This 

demonstrates how external assessment not only measures outcomes but also shapes future 

instruction. 

T2 notes that the MET also provides diagnostic information at the individual level when 

she says “Esto nos sirve para saber quiénes necesitan tutorías” (Teachers’ Interview, 2025, Annex 

E), which means that the exam helps teachers identify students who require additional support. 

However, it is important to clarify that MET preparation focuses on grammar, listening, and 

reading, excluding writing. Institutional planners confirm that students are evaluated on “Reading 
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comprehension, Listening comprehension... and Writing grammar,” (Institutional Documents, 

2025, Annex I), indicating that the international exam operates as a partial calibration instrument 

that only validates the receptive and grammatical skills, and thus, writing development is 

assessed through internal mechanisms. 

Classroom observations reveal how MET preparation is implemented, as the notes of 

August 28th from 9D show that the activities often resemble test practice, focusing on 

assimilating the type of questions by constantly answering them rather than developing strategies 

for analysis and understanding. It was noted that students “struggle with critical listening tasks, 

such as inferring intention or interpreting meaning beyond the surface” (Field Observation 

Formats, 2025, Annex H), which highlights a gap between surface-level comprehension and 

deeper analysis.  

Students also perceive the MET as an exam of great importance. S2 from 9A explains that 

MET “fue el primer examen... importante para los próximos años” (Students’ Interview, 2025, 

Annex F). In this fragment, the student frames this exam as a gateway to future opportunities. 

This perception reinforces the regulatory function of the test, as it influences both motivation and 

institutional priorities. 

4.4.4 Teacher Mediation, Peer Collaboration, and Autonomous Learning as Relational 

Scaffolds. 

This subcategory focuses on the human aspect of the developmental process, where not 

only teachers’ feedback and guidance contribute, but also peers’ interventions and students’ self-

awareness. First, teachers describe their role as facilitators rather than transmitters of knowledge. 

As T1 states: “somos facilitadores, mediadores dentro de todo el proceso … No es dar solamente 

un concepto, sino construir... ampliar conceptos” (Teachers’ Interview, 2025, Annex E). This 

approach emphasizes guiding students in constructing their own understanding rather than simply 
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delivering content, and, in this way, teachers focus on building and expanding concepts, aligning 

with process-based writing models that include planning, drafting, and revision, which 

corresponds to the writing policy (CNY, 2025, p.7). 

The impact of teacher mediation is elucidated by S1 when she cites what the teacher says 

“lo estas haciendo mal, pero no te voy a dejar ahí solo... te voy a enseñar a como hacerlo 

bien”(Students’ Interview, 2025, Annex F), which highlights the supportive nature of feedback. 

S2, also from 9A, emphasizes the teacher’s attentiveness stating that the teacher “se asegura... esa 

persona... se sienta... segura de poder aplicar el tema”(Students’ Interview, 2025, Annex F). This 

shows how instruction adapts to individual needs. Similarly, S2 from 9D states that the teacher 

supports writing by permitting access to resources: “ayudándonos... o permitiéndonos accesos a 

diccionarios digitales”(Students’ Interview, 2025, Annex F).  

Furthermore, T1 explains that this facilitative role is complemented by peer and self-

assessment practices (Teachers’ Interview, 2025, Annex E). This implies that students participate 

in evaluating their own and others’work, sharing responsibility that transforms writing into a 

collaborative process. In this manner, learning is enhanced through the creation of spaces for idea 

exchange. S2 from 9D confirms the value of these spaces by claiming that “no todas las 

interpretaciones son iguales... escucharnos a todos y sacar como una gran interpretación.”  

As suggested by S2, this collaborative process generates the conceptual material that later 

becomes preparation for written argumentation. This critical aspect of peer collaboration is 

highlighted by S3 from 9D “así podemos escuchar los demás puntos de vista de las personas que 

opinan al respecto y así cuestionar que piensan los demás, si están en lo correcto o si tienen 

diferentes puntos de vista”(Students’ Interview, 2025, Annex F), thereby emphasizing that 

dialogue involves evaluation.  
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Consistently, observations confirm that group work can facilitate deeper understanding. 

For instance, the observation from March 7th, 2025, in 9A describes how a group of students 

worked on the logic of governmental manipulation through collaborative dialogue. The notes 

record how guided questioning helped the students move from surface description to thematic 

analysis: “it was because the government of Iraq and the government of Iran negotiated peace and 

Iraq wanted the death of some men that attacked.” (Field Observation Formats, 2025, Annex H) 

This demonstrates how collaborative thinking supports students in engaging in discussions that 

move from surface descriptions to thematic analysis. As S4 from 9D concludes, “nos podemos 

enseñar a nosotros mismos... y ser críticos,” (Students’ Interview, 2025, Annex F). 

One curriculum’s goal is to develop independent writers who demonstrate that the 

scaffolding has been effective. The observation from October 14th, 2025 in 9D shows that, 

although students have different levels of preparedness, several could produce drafts with 

minimal intervention, which indicates that the preceding scaffolding had been sufficient. The 

Term 3 planner contemplated for the film review to culminate in a final version written within a 

drafting and peer-review cycle; however, this was not fully achieved, as students completed the 

drafting and began copying it onto another clean sheet in the same class (Field Observation 

Formats, 2025, Annex H). 

S2 from 9A reflects on the overall experience: “Este año ya que fue como el abrebocas 

para la IB… Entonces sí, este año sin duda fue como un avance muy grande” (Students’ 

Interview, 2025, Annex F), indicating that 9th grade is a transition to advanced writing demands. 

In conclusion, writing development in this level emerges as a multi-layered institutional 

process where, shaped by sequential instruction, diversified tasks, coherent assessment, and 

relational scaffolding, writing is both the culmination of learning and a measure of its success. 
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5. Conclusions. 

The findings address how critical writing is developed within the IB 9th grade curriculum 

by examining the tensions between inquiry-based pedagogy and formal assessment. The study 

first examined teachers and students’ conceptions of critical writing and their alignment with the 

IB learner profile, then analyzed the coherence between assessment and student writing, and 

finally, identified factors generating dissonance between the MYP model, teaching intentions, 

and actual performance. The data collected from institutional documents, interviews, classroom 

observations, and students’ writing artifacts were organized into four categories, which revealed 

that the development of critical writing’s development is a multidimensional process that is 

shaped by affective, cognitive, linguistic, and institutional factors. 

First, the findings indicate that teachers and students conceive critical writing as an 

emergent practice shaped by the convergence of affective and cognitive conditions, in which 

students show greater critical depth when they are asked to work with personally relevant topics 

and literary experiences that foster identification and growth. Additionally, critical consciousness 

is developed progressively through literary analysis, socially situated, and perspective-taking 

tasks, which position writing as a recursive, inquiry-based process. However, a gap persists 

between practice and conceptualization, as planners emphasize higher-order thinking skills whose 

enactment remains limited, given that students’ writing is mostly descriptive rather than 

analytical. 

The findings further reveal a partial and limited alignment between assessment 

instruments and students’ writing. Although assessment aligns with curricular planning, 

significant tensions persist when tasks demand inferential and synthetic skills from students who 

struggle with accuracy. Moreover, receptive skills are widely assessed, but their role in writing is 

implicit, which is evident in students at low levels of proficiency. Although data indicate that 
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linguistic constraints hinder ideas development, they still generate them; however, as rubrics 

prioritize formal accuracy, they only partially capture students’ critical reasoning. 

To conclude, the findings also indicate that the dissonance between the MYP inquiry-

based model, teachers’ pedagogical intentions, and students’ performance in critical writing is 

multidimensional. First, L2 proficiency operates with linguistic constraints that reduce students’ 

ability to express complex arguments. Second, when classroom practices prioritize formal 

accuracy over meaning-making, the inquiry principles are often left aside. Third, writing is often 

used to support the preparation of other skills rather than being developed as an independent 

competence, which contradicts Objective D in the planners. Finally, constraints such as time 

limitations and behavior management restrict opportunities for deeper reflection and, 

consequently, limit inquiry-based critical writing outcomes. Overall, critical writing is developed 

as a constrained yet evolving practice, mediated by the interaction between institutional demands, 

pedagogical intentions, and students’ linguistic and cognitive resources. 

5.1 Implications. 

Implications offer practical guidance for enhancing future ESL research projects, 

particularly those focused on critical thinking and writing within the IB curriculum. They offer 

key insights and recommendations for educational stakeholders aimed at strengthening 

pedagogical practices, assessment design, and learning outcomes in similar contexts. 

In the field of education, similar projects should inform the design of ESL inquiry-based 

learning strategies that integrate instruction in critical writing, encouraging curriculum developers 

to align affective engagement with structured cognitive scaffolding, thus ensuring that critical 

writing is not left as an implicit emergent skill. Additionally, formative assessment practices may 

help educators refine approaches that balance both linguistic and critical expression. 
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At the institutional level, the school may consider writing as an independent skill within 

classroom practices. In this way, the institution should also revise assessment policies to value 

both linguistic accuracy and depth of reasoning, thereby fostering reflective learning 

environments and the strengthening students’ critical abilities from earlier levels. Moreover, 

teachers need to adopt a dual focus on meaning-making and language form, in which scaffolding 

strategies move from personal engagement to structured critical analysis. Teachers are also 

encouraged to make the concept of critical writing visible in the classroom in order to foster 

metacognitive awareness and maintain alignment with the inquiry-based principles. 

Students in similar contexts would benefit from learning environments that promote 

autonomy through projects with opportunities for self-directed writing, peer feedback, and 

iterative revision processes, encouraging them to connect writing tasks with their lived 

experiences, which can enhance motivation without diminishing their critical voice. 

For pre-service teacher, this study highlights the importance of balancing structured 

planning with practice, as well as anticipating tensions between curriculum goals and classroom 

realities. Thus, the design of future lessons should integrate affective, cognitive, and linguistic 

dimensions to improve the effectiveness of critical writing instruction. 

5.2 Limitations. 

The study faced several methodological and pedagogical limitations that affected the 

scope and depth of its findings. Methodologically, legal and administrative restrictions prevented 

the collection of sufficient artifacts, which constrained the robustness of the case study. 

Additionally, time constraints hindered the possibility of applying more data collection 

instruments. Pedagogically, the curriculum structure restricted the implementation of innovative 

proposals, which limited the initial study’s potential as action research. The pre-service teacher’s 

limited observation time also reduced continuity in classroom analysis. Finally, the document’s 
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length restricted a deeper examination of the extensive data, limiting the strength of some 

analyses and conclusions. 

5.3 Further Research Implications. 

Despite its contributions, this study leaves several gaps that future research could address 

to deepen understanding of critical writing’s development in ESL contexts. One key aspect is the 

need for longitudinal studies that trace this instructional process of writing skills over time, if 

possible, by following students from lower secondary through Diploma Program levels to capture 

sustained growth. Expanding the scope to include all groups within a grade level would also 

allow for more comprehensive comparisons and possible generalizations. Moreover, future 

studies should incorporate more systematic data collection strategies by ensuring access to 

diverse artifacts and individual interviews to strengthen complexity and analytical depth. 

Additionally, there is a need to explore how explicit instruction in critical writing and 

metacognitive strategies can be integrated within rigid curricular structures. Researchers could 

also examine how assessment practices might better capture the relationship between linguistic 

performance and critical thinking, providing a more holistic view of students’ development. 
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Annex B: 8th grade Teacher Interview Transcription. 

E: En cuanto a la formación de los chicos ¿Cuáles son los aspectos que consideras 

importantes en su formación? 

  P: Primero, el desarrollo integral: habilidades académicas, emocionales y sociales. Segundo, 

fomentar la autonomía y el pensamiento crítico. Y finalmente, motivarlos para que comprendan 

que el aprendizaje no es solo una obligación, sino una herramienta para mejorar sus vidas. 

Digamos que acá he trabajado con otros profes para apoyar a los niños en su proceso. El año 

pasado apoyé a una chica en una monografía muy bonita que estaba realizando sobre el cuidado 

ambiental. Así también hemos tenido que intervenir con otros profes en procesos 

interdisciplinarios entre profes y alumnas, tratando de garantizar el respeto. 

 

Annex C: students survey in 8th grade. 

 

Annex D: students writing exercise. 
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Annex E: 9th grade teachers’ interview. 
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Annex F: 9th grade students’ interviews. 

9A Group 
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9D 
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Annex G: writing artifacts. 

Movie Reviews 
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Summative Tests 
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Diary Entries 
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MCEs 
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Annex H: Field observations in 2025. 
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Annex I: institutional documents. 

Planner I Term 
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