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Abstract

This study examined the effects of mediation as a post-reading task on literal and
inferential comprehension among adolescent learners of English as a foreign language.
Mediation involves learners collaboratively constructing the meaning of a text. It was
hypothesized that learners’ communication about what they had read would facilitate the
reorganization of text content. Twenty 9th-grade students read narrative and expository
passages in conditions with and without the mediation task. Literal and inferential
comprehension were assessed using a written recall test and inferential questions. Results
indicated that the effect of the mediation task on literal comprehension was stronger for
narrative texts than for expository texts. Students comprehended causal antecedents and
themes in narrative reading and showed better performance only for causal antecedents in
expository reading. Verbal protocols obtained during the mediation task revealed meta-
comments used by students to communicate text content. The study discusses
pedagogical implications for collaborative reading instruction from a sociocultural
perspective.

Keywords: Sociocultural theory, reading comprehension, inference, mediation task,
translanguaging, mixed-effects modeling

Second language (L2) reading is a critical component of L2 acquisition (Grabe & Yamashita,
2022), yet it remains one of the most challenging areas for adolescent L2 learners. Despite years
of formal instruction, some students struggle to construct coherent representations of text
meaning. For these readers, limited linguistic knowledge and inefficient processing create
difficulties that require them to rely heavily on linguistic analysis with a high degree of
metalinguistic awareness (Horiba, 2000), leading to fragmented understanding (Morishima,
2013; Ushiro et al., 2018). Difficulties in text comprehension can also increase reading anxiety
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(Hamada & Takaki, 2021a, 2021b), which in turn can negatively affect academic performance
(Hamada & Takaki, 2022).

In L2 reading instruction, considerable attention has been given to developing learners’
metalinguistic skills. Instructional techniques such as think-aloud modeling and analyses of
vocabulary, grammar, and discourse have been used to enhance learners’ ability to monitor and
reflect on textual features (Grabe & Stoller, 2019). While these methods can support strategic
reading among adult L2 learners with sufficient linguistic knowledge and cognitive resources, they
may be less effective for adolescent students whose metalinguistic awareness is still developing.
Given this challenge, it is worth exploring learner-centered activities that promote active
engagement and shared meaning-making through interaction (Appel & Lantolf, 1994; Liu et al.,
2024). This study assumes that collaborative, communicative tasks may offer a more accessible
and supportive pathway for adolescent L2 learners to deepen their comprehension and participate
meaningfully in reading activities. The present study therefore contributes to research and
pedagogy concerned with supporting adolescent L2 learners through socially interactive reading
practices.

Literature Review
Inference and Its Instruction in L2 Reading

Successful text comprehension involves constructing a mental representation of the text that
preserves coherent relationships among its propositions (Kintsch, 1994). Theories of reading
comprehension generally assume that readers generate both text propositions (i.e., literal
comprehension) and relations among them (i.e., inferential comprehension) as the text unfolds
(Graesser et al., 1997). Making inferences is essential for constructing a coherent mental
representation because it enables readers to connect pieces of textual information and link them
to prior knowledge (e.g., Graesser et al., 1994). For example, bridging inferences connect the
statement currently being read to earlier statements by identifying causal antecedents and
consequences, thereby maintaining coherence in comprehension (Clinton et al., 2020).
Elaborative inferences are not necessarily critical for coherence, but they enrich mental
representations by addressing (a) the theme of a text, (b) solutions to problems presented, and (c)
the author’s intended message (Zwaan & Rapp, 2006). To clarify, after reading “Yuki dropped
the glass. A dark stain spread on the carpet,” the reader infers that the glass contained liquid,
thereby bridging the second sentence causally to the first and preserving coherence. By contrast,
from the same narrative, the reader might also infer that the liquid was red wine; this plausible
detail enriches the situation model.

Although L2 readers can generate these inferences under certain conditions (Horiba, 1996,
2000), their inferential comprehension is often limited, especially among learners with limited
linguistic knowledge and lower cognitive capacity (Alptekin & Ergetin, 2010; Kim, 2023).
Compared with L1 readers, L2 readers allocate a larger share of attention to word recognition
and syntactic parsing (Horiba, 2000; Nassaji, 2014). This allocation of attention leaves fewer
working-memory resources for integrating propositions across sentences (Morishima, 2013) and
maintaining coherence (Ushiro et al., 2018). Stressful situations that induce anxiety further
impede the inferential processing of a text (Hamada & Takaki, 2021b), especially for learners
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with lower attentional resource capacity (Rai et al., 2011). Thus, L2 inferencing is particularly
vulnerable when lower-level processing demands increase. These findings from experimental
studies motivate intervention studies that scaffold inference construction in L2 reading.

A recent meta-analysis of 56 studies found that both strategy instruction and inference-question
practice yield moderate improvements in general and inferential comprehension, with no
significant differences between L1 and L2 readers (Rice & Wijekumar, 2024). Recent classroom-
oriented reading research has also emphasized the importance of scaffolded inference
questioning, teacher modeling, and explicit strategy instruction in supporting students’ inference
generation across different text genres (Rice et al., 2024). Although Elleman (2017) synthesized
only L1 research, she reported that small-group instruction outperformed larger formats. The
advantage of small-group formats has been attributed to richer opportunities to pose and answer
inferential questions, generate explanations, and receive targeted feedback. In L2 contexts, think-
aloud modeling is also considered effective when teachers make text processing strategies
explicit and incorporate shared reflections into strategy instruction (Grabe & Stoller, 2019).

Given the need for scaffolded reading instruction that promotes deep understanding of texts,
providing reading goals can help learners allocate cognitive resources effectively to different
aspects of text processing (Grabe & Stoller, 2019; Grabe & Yamashita, 2022; Graesser et al.,
1994; Horiba, 2000, 2013; Ushiro et al., 2018). However, relatively little is known about the
effects of reading goals and tasks on L2 literal and inferential comprehension. For instance, a
think-aloud study by Ushiro et al. (2018) found that L2 learners who struggled to adapt their
reading processes to given goals could not maintain coherent comprehension. Similarly, Horiba
(2013) showed that despite their ability to adjust strategic text processing in response to a given
task, such as reading for expression, image, and critique, the products of comprehension did not
significantly differ. An eye-tracking study by Dirix et al. (2020) also revealed high L2 processing
costs when learners read to learn from a text, resulting in slower lower-level text processing and
reduced simultaneous information processing. Consistent with Horiba (2000) and Nassaji (2014),
these findings suggest that assigning reading tasks intended to elicit strategic processing during
reading may have limited instructional effects.

Mediation as a Post-Reading Task

To elicit learners’ semantic interpretation of a text, this study examines the effects of mediation
as a post-reading task. Mediation, a type of communicative interaction in which students convey
what they have read to others, is one of the four modes of communicative language activity,
along with reception, production, and interaction, described in the latest Common European
Framework of Reference for Languages (CEFR; Council of Europe, 2020). In this task,
mediators interpret a received message by examining its content and rephrasing it in their own
words (North & Piccardo, 2016). Mediators also need to determine which content from the
source should be conveyed, depending on the task goal (Stathopoulou, 2015). Such mediation
activities can be situated within a broader view of reading as a collaborative and socially
mediated process. Commander and de Guerrero (2013) conceptualized reading as a social
interactive process and showed that a dyadic procedure involving repetition, summarizing, and
collaborative talk supported both comprehension and retention. Similarly, Almalki and Alzahrani
(2024) found that post-reading group discussions promoted L2 reading comprehension and that
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learners used a range of reading strategies while discussing texts together. These studies suggest
that post-reading tasks can function as sites where comprehension is socially elaborated and
strengthened.

One specific mediation task for reading comprehension is mediating text, which includes
activities such as communicating specific information, explaining data, translating text, taking
notes, and expressing opinions while students collaboratively construct the meaning of a text.
According to the CEFR Can-Do statements (Council of Europe, 2020, p. 111), A2- and B1-level
learners are expected to “ensure that the person they are addressing understands what they mean
by asking appropriate questions” and to “repeat part of what someone has said to confirm mutual
understanding and help keep the development of ideas on course,” respectively. Such
collaboration can also be placed within Vygotskian sociocultural theory (North & Piccardo,
2016), in which learners work together toward a shared goal while performing complementary
roles. Because mediating text involves the co-construction of textual meaning and knowledge
through social interaction (Lantolf et al., 2020), L2 readers may develop a deeper understanding
of texts by resolving individual reading difficulties with the help of others.

Appel and Lantolf (1994) found that speaking about text content can also mediate the mental
activity of comprehending and recalling narrative and expository texts. Their qualitative data
illustrate that L2 readers tried to organize propositions into a coherent textual representation, not
simply during reading but also while speaking about the text. Participants produced a variety of
metacognitive comments about their own thought processes, such as reflections on their
understanding of the text, strategies used to recall textual information, and evaluations of their
own performance. Moreover, L2 learners have been found to use multilingual resources to
mediate text content. A case study by Liu et al. (2024) showed that L2 learners used
translanguaging when paraphrasing, elaborating, and summarizing textual information,
promoting personal understanding, clarifying meaning, and building consensus. These findings
suggest that thinking aloud after reading can support self-regulated reading processes, such as
searching for, integrating, and critiquing textual information. Verbalizing thoughts about texts
and comprehension processes may therefore improve reading comprehension (Kucan & Beck,
1997).

Despite promising results from established inference instruction (e.g., questioning, self-
explanation, and strategy instruction; Elleman, 2017; Rice & Wijekumar, 2024), there are
theoretical reasons to expect spoken mediation to be effective in L2 settings. Collaborative
dialogue acts as a mediational tool that enables students to experience interpretive and
integrative reading processes (Appel & Lantolf, 1994). In mediation, students are expected to ask
and answer factual and inferential questions, generate explanations, and monitor for coherence.
Mediation also allows translanguaging, which can help students maintain conceptual precision
when L2 linguistic forms are effortful. Together, these features make mediation a principled
approach to scaffolding literal comprehension through collaboratively organized textbase
reconstruction while also promoting inferential comprehension. On this basis, the present study
examines the effects of mediation on literal and inferential comprehension outcomes and
describes how adolescent students collaborate to construct meaning. The three research questions
(RQs) are as follows:
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RQ1: To what extent does the mediation task improve students’ literal comprehension?
RQ2: To what extent does the mediation task improve students’ inferential comprehension?
RQ3: How do students collaborate to construct the meaning of texts in the mediation task?

Method
Participants

The participants were 20 ninth-grade students (males = 9, females = 11; average age = 14.30
years) from an intact class in a Japanese junior high school. Among them, 15 students had spent
several years attending local schools overseas, including eight in English-speaking countries, but
all had completed elementary school in Japan. Their L1s were reported as Japanese (n = 19) and
Tagalog (n = 1). They had studied English as a foreign language (EFL) for more than five years,
primarily in public schools, and their English proficiency prior to this study was above the
national average for their age group in Japan (CEFR levels A2 to B2).

Before data collection, participants were notified about the use of collected personal information
and provided written informed consent. Data were collected using a within-subjects design,
which allowed for adequate statistical power. Literal and inferential comprehension were
measured repeatedly within the same participants under different intervention conditions. For
this design, a statistical power analysis based on Kumle et al. (2021) showed that more than 11
participants were required in order to detect a significant intervention effect (power > .80).

Reading Passages and Measures

The experimental materials included four narrative and four expository passages selected from
reading materials commonly used in Japanese secondary schools (see Appendix 1;
supplementary materials are available at https://osf.io/gaxmy/). To control for individual
differences in background knowledge, we confirmed that the content of each passage was
unfamiliar to the students. The narrative texts contained biographies about historical figures:
“Alfred Russel Wallace (seeking the theory of evolution),” “Howard Hughes (building a huge
airplane during World War II),” “Frederick Winslow Taylor (developing a modern factory
system),” and “Alfred Wegener (finding scientific evidence of continental drift).” The expository
texts covered topics in human health and animal biology: “Wood Frog (how wood frogs survive
severe winters and their potential for organ transplantation),” “Too Much Salt (the dangers of
excessive salt consumption),” “Left-Handed (the reasons for and advantages of left-
handedness),” and “Animal Eyesight (cataracts in animals and veterinary treatments).”

Since text length and readability could affect students’ reading performance, the texts were
modified without changing their original meaning so that word counts and Coh-Metrix L2
Readability scores (Crossley et al., 2008) were comparable across the narrative and expository
passages. The final versions of the narrative and expository texts contained 344—354 and 350—
355 words, respectively, with average readability scores of 23.68 and 22.71 (see Table 1).
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Table 1. Number of words and readability for each passage

Passage Word count Coh-Metrix L2 Readability score
N1: Alfred Russel Wallace 349 28.27
N2: Howard Hughes 354 22.39
N3: Frederick Winslow Taylor 348 24.87
N4: Alfred Wegener 344 19.20
E1: Wood Frog 355 24.84
E2: Too Much Salt 350 20.87
E3: Left-Handed 352 22.34
E4: Animal Eyesight 353 22.79

For assessment, a recall test was used to measure students’ literal comprehension. In the test,
students were asked to recall the passage content (Carrell, 1985). The recall task was intended to
capture propositional text base-level representations that could vary by intervention condition
and text genre (Horiba, 2000, 2013). In addition, four inferential questions targeting four
inference types were created for each text to measure students’ inferential comprehension. The
first two questions targeted bridging inferences, for which students were asked to identify causal
antecedents and consequences by explaining why an event occurred and what happened as a
result. For example, one causal antecedent question was  “Why was Darwin shocked by
Wallace’s idea?”  This question required students to identify the cause of Darwin’s emotional
reaction. For the causal consequence questions, the prompt “What would happen...?” was
commonly used. The other two questions targeted elaborative inferences, requiring students to
infer the theme of the text and to provide possible solutions to a specific problem described in
the text. For instance, one theme-related question was “What is the theme of this passage?” One
problem-solving question was “Imagine that you are Darwin. Most scientists don t like your
theory. According to the passage, how can you solve it?”” The scoring procedures are described in
the Scoring and Data Analysis section.

Procedures

Each of the four 50-minute lessons consisted of four stages: reading a narrative or expository
passage, either completing a mediation task or proceeding without a post-reading task,
completing a written recall test, and answering inferential questions. As noted, a within-subjects
design was employed, in which all participants completed the no-task condition in the first two
lessons, followed by the mediation condition in the remaining two lessons. This fixed order was
adopted to minimize potential carryover effects; if students first experienced the mediation task,
they might subsequently apply strategies from that task in the no-task condition. In addition, to
reduce the likelihood that students would recognize that the same type of written recall test
would be used in both conditions, we informed them about the recall test before the first reading
session, thereby making the test an expected part of each session and reducing strategic
awareness in the later condition. Finally, we prepared four genre-balanced text sets (Sets 1-4),
each containing one narrative and one expository passage. Students were divided within the class
and assigned to Set 1 (N1, E1) or Set 2 (N2, E2) in the no-task condition and Set 3 (N3, E3) or
Set 4 (N4, E4) in the mediation condition. Because the mediation task required students to
convey the content of different texts to one another, strict counterbalancing of passage effects
across conditions was not feasible; nevertheless, we matched text length and readability across

Reading in a Foreign Language 38(1)



Hayashi & Hamada: Mediation as a post-reading task for EFL adolescents’ literal and inferential comprehension 7

sets (see Table 1).

The first two lessons were used for the no-task condition. Students first read a passage silently
for 8 minutes after being informed that they would later take a written recall test. They were then
asked to write down what they remembered within 12 minutes in their preferred language, either
Japanese or English. Subsequently, they were given 12 minutes to answer the inferential
questions. During these assessments, students were not allowed to review the experimental
passages.

The remaining two lessons were used for the mediation condition. Students were divided into
five groups of four, with each group further split into two teams. The following task directions
were given to students:

Today you will work in groups of four, with two teams in each group. You and your
partner will read the same passage, while the other pair will read a different passage. First,
read your passage silently for 8 minutes. While you are reading, plan what you will say
and how you will explain the passage to the other team. You may reread within the 8
minutes. When time is up, Team A will present first. For 5 minutes, explain your passage
to Team B without looking at the text, aiming for a clear, easy-to-follow explanation. Team
B may ask questions at any time, and Team A should answer as well as possible. Then
switch roles. Team B will present its passage to Team A for 5 minutes, and Team A may
ask questions.

As described above, within each group, the two teams read different passages so that mediation
involved conveying new content to peers rather than retelling the same text. Procedures for
passage reading and subsequent assessments were identical to those in the no-task condition.
After reading, one team mediated the content of its passage for 5 minutes without referring to the
text while the other team asked clarifying questions; roles were then reversed, and the mediation
phase lasted approximately 10 minutes in total. Social interactions during mediation were
recorded using iPads.

Scoring and Data Analysis

To score the recall test for RQ1, the experimental passages were parsed into idea units. An idea
unit was defined as a clause-level proposition, typically containing one predicate or verb; gerund
phrases and participial constructions were also counted as idea units when they conveyed distinct
propositional content (Carrell, 1985). Compared with sentence-level segmentation, clause-level
unitization produced more idea units per passage and thus a larger scoring denominator. This
larger denominator can reduce absolute recall percentages because readers often omit
nonessential information (Kintsch, 1994). However, because recalling entire sentences was
expected to be difficult for junior high school students, sentence-level scoring could have
obscured partial understanding (Brantmeier et al., 2014). We therefore scored recall protocols at
the clause level to capture partial recall and increase sensitivity to differences in text
comprehension. Two independent raters parsed the passages into idea units, achieving 92%
agreement; the resulting segmentation yielded an average of 84 idea units for both the narrative
and expository texts. The same two raters then scored all recall protocols, awarding one point for
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each correctly reproduced idea unit. The average rater agreement was 88%, and disagreements
were resolved through discussion.

The total recall production rate for each passage was analyzed using a linear mixed-effects model
with fixed effects of intervention (no-task vs. mediation), text genre (narrative vs. expository),
and their interaction, and random intercepts for students. The analysis was conducted using the
Ime4 package (Bates et al., 2015) in R version 4.4.2. When the Intervention x Text Genre
interaction was significant, we used the emmeans package (Lenth, 2023) to obtain estimated
marginal means and contrasts between conditions. For the recall contrasts, effect sizes (d) were
computed from the estimated marginal mean differences and interpreted according to Plonsky
and Oswald’s (2014) L2-specific benchmarks for within-subjects comparisons: d values of 0.60,
1.00, and 1.40 were taken to indicate small, medium, and large effects, respectively.

Responses to the inferential questions were scored as binary outcomes for RQ2, based on
whether each response matched the predetermined model answer. For the problem-solving
questions, one point was awarded only when students described a valid solution supported by
relevant passage content. Because students’ responses varied considerably, the two raters scored
each answer collaboratively and resolved disagreements through discussion. Binary scores for
each question item were then analyzed using a generalized linear mixed-effects model. In this
model, the fixed effects were intervention, text genre, inference type (i.e., causal antecedent,
causal consequence, theme, and problem-solving), and their interactions, and the random-effect
structure was identical to that of the recall model. Because the inferential-question outcomes
were binary, model estimates, standard errors, and test statistics are reported on the log-odds
scale. For interpretability, model-predicted probabilities are reported in Table 4 and used in the
narrative interpretation of the results.

Students’ mediation protocols were qualitatively analyzed to address RQ3. Following Seidman’s
(2013) step-by-step guide and incorporating Seibert’s (2022) recommendations, we first
transcribed the protocols, lightly revising English utterances where necessary for readability and
translating Japanese utterances into English with the assistance of a native speaker of English.
The translations aimed to preserve the original meaning and interactional flow as closely as
possible. Next, statements representing students’ meta-comments were identified and highlighted
(Appel & Lantolf, 1994; Liu et al., 2024), rather than all literal retellings of the texts. These
highlighted segments were then coded into thematic categories according to their intended
meanings. For example, when participants’ interactions involved question—answer exchanges
about specific parts of a text, they were coded as “asking questions.” Finally, the identified
categories were reviewed and refined iteratively until the authors reached consensus on the
qualitative interpretations. Following Liu et al. (2024), when several strategies were employed
simultaneously, multiple relevant codes were assigned to a single interaction. All materials,
analysis scripts, and statistical outputs are available at https://osf.io/gaxmy/.

Results
Results of Literal Comprehension

Table 2 presents the descriptive statistics for the recall production rates. As shown in Table 3, the

Reading in a Foreign Language 38(1)


https://osf.io/gaxmy/

Hayashi & Hamada: Mediation as a post-reading task for EFL adolescents’ literal and inferential comprehension 9

linear mixed-effects model revealed a significant intervention X text genre interaction, along with
a significant fixed effect of intervention. These results indicate that while the mediation task
promoted students’ literal comprehension, the extent of its effect differed depending on whether
the texts were narrative or expository. Specifically, the mediation task demonstrated a larger
intervention effect size in narrative comprehension (d = 1.25) than in expository comprehension
(d = 0.54), as illustrated in Figure 1.

Follow-up simple-effects tests showed a crossover pattern consistent with the significant two-
way interaction. In the control condition, expository recall tended to exceed narrative (A= 0.04,
SE =0.02, t=1.68, p =.099), whereas this pattern reversed under mediation, with narrative
exceeding expository (A= —0.04, SE =0.02, t=—1.97, p = .054). This reversal of the genre
contrast suggests that the mediation task may have changed the relative difficulty of the two
genres.

Table 2. Descriptive statistics for the recall test

No reading task Mediation task
Text genre M 95% CI SD M 95% CI SD
Narrative 0.18 [0.14, 0.23] 0.09 0.31 [0.26, 0.36] 0.11
Expository 0.22 [0.17, 0.26] 0.10 0.27 [0.23, 0.32] 0.10

Table 3. Fixed and random effects for the mean rates of recall production

Fixed effects Random effects
Variables B SE df t p Variance SD
(Intercept) 0.22 0.02 38.17 992 <.001 0.01 0.07
Intervention 0.05 0.02 56.10 2.56 .013
Text genre -0.03 0.02 56.27 —1.68 .099
Intervention x text genre 0.07 0.03 56.19 2.58 .013
(o]
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Figure 1. Comparisons of literal comprehension affected by the interaction between intervention and text
genre
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Note. Jitters show individual data points, and the width of the violin plots indicates the data density, with
wider sections showing higher concentrations of data points.

Results of Inferential Comprehension

Table 4 reports the model-predicted probabilities of correct responses for the inferential
comprehension test. Intervention effects were interpreted through model-based contrasts on the
log-odds scale and then described with reference to the predicted probabilities. As shown in
Figure 2, the mediation effect significantly interacted with the type of inference and text genre.
Specifically, the mediation task in expository comprehension significantly improved students’
inferences about causal antecedents (Estimate = 1.94, SE = 0.65, z =2.96, p = .003), but not
about causal consequences (Estimate = 0.00, SE = 0.64, z = 0.00, p = .999), themes (Estimate =
—0.56, SE =0.46, z = —1.21, p = .225), or problem solutions (Estimate = —0.73, SE = 0.56, z =
—1.31, p =.191). In narrative comprehension, the mediation task produced significant effects on
both causal antecedents (Estimate = 2.85, SE = 1.10, z =2.59, p = .010) and themes (Estimate =
1.06, SE =0.52, z=2.05, p = .041), but not on causal consequences (Estimate = 0.34, SE = 0.48,
z=0.71, p = .477) or problem solutions (Estimate = 0.35, SE = 0.66, z = 0.53, p = .594).

Table 4. Predicted Probabilities of Correct Responses for the Inferential Questions
Expository Narrative
No task Mediation task No task Mediation task
Inferencetype M 95%CI SE M 95%CI SE M 95%CI SE M 95%Cl SE

Cause 37 [.23,.53] 34 80 [.57,.93] .57 .54 [.35,.71] 39 95 [.72,.99] .49
Effect 50 [.29,.71] 46 .50 [29,.71] 46 23 [12,.43] .39 30 [.19,.43] .29
Theme 28 [17,.42] 33 .18 [.10,.30] .34 21 [11,.35] .37 43 [.26,.61] .38

Problem solving .22 [.14,.34] .30 .12 [.05,.26] .49 .36 [.18,.60] .49 .45 [.25,.67] .46

Note. M and 95% Cls are back-transformed model-predicted probabilities; SEs are reported on the log-
odds scale.

Expository Narrative

N

o

o
!

o
~
[&)]
—®

Intervention
0.50 No
@ Yes
0.25 % 4 +

Predicted Rate of Correct Response

Caﬁse Effect Théme ProblerﬁSoIving Caﬁse Effeot Théme ProbleﬁSoIan
Inference Type

Figure 2. Comparisons of inferential comprehension affected by the interaction among intervention,
inference type, and text genre. Note. The plots display model-predicted probabilities of correct responses
with 95% Cls.
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Among students who engaged in the mediation task, model-based genre contrasts on the log-
odds scale indicated no significant differences between expository and narrative reading for
bridging inferences (Cause: Estimate = 1.57, SE = 1.17, z = 1.34, p = .180; Effect: Estimate =
0.86, SE =0.54,z=1.61, p =.107). For elaborative inferences, however, the log-odds of correct
responses were lower for expository than for narrative reading (Themes: Estimate = —1.24, SE =
0.50,z=-2.48, p = .013; Problem Solving: Estimate =—1.79, SE = 0.66, z = —2.67, p = .008),
corresponding to the predicted probabilities shown in Table 4. Without the mediation task, no
significant genre contrasts were observed for these inference types (Themes: Estimate = —0.38,
SE=0.48,z=-0.79, p=.431; Problem Solving: Estimate = 0.68, SE = 0.56, z = 1.22, p = .223).
These results suggest that, under mediation, elaborative inference performance remained genre-
dependent rather than uniformly improving across text types.

Collaborative Construction of Text Meaning

The qualitative analysis categorized students’ meta-comments produced during the mediation
task into the following six strategy categories: (a) asking questions, (b) adding information, (c)
giving corrective feedback, (d) repeating, paraphrasing, and summarizing textual information, (e)
using background knowledge, and (f) making inferences. The use of these strategies differed by
text genre. In narrative reading, listeners were more likely to ask general and inferential
questions about the text content in order to elicit the mediators’ interpretations. The mediators, in
turn, generated knowledge-based inferences while answering these questions and provided
additional details about the texts. In expository reading, listeners tended to ask fewer inferential
questions; instead, students sometimes corrected mediators’ misunderstandings. In addition, the
mediation of expository texts was less collaborative in some cases, often resembling one-way,
lecture-like communication from the mediators to the listeners. These patterns are illustrated by
the interactions between student listeners (L) and mediators (M) in the excerpts below.

Excerpt 1 (Asking questions)

L1: What made Wegener start thinking that these were part of one huge continent?

MI1: Well, he, uh, noticed that the land in Africa and South America seemed
somehow connected...

L2: Did other scientists eventually accept his idea?

MIl: Yeah, but that happened after he passed away.

L2: Oh, after he died. That’s unfortunate. What led to his recognition? At first, he
wasn’t acknowledged, so what led to his eventual recognition? Was it after he
published his book?

M2: Well, after he passed away, scientists who wanted to examine his idea began

studying it. Their research showed that the land was gradually drifting apart,
about 2 cm per year. They conducted research, and it turned out to be true...

Asking questions was the most common strategy used in the mediation task (20.51%). The
transcribed data illustrate that the two listeners attempted to elicit additional information from
the mediators by asking factual questions (e.g., “Did other scientists agree with his ideas?”’) and
inferential questions (e.g., “What made Wegener start thinking that these were part of one huge
continent?” [causal antecedent] and “What led to his recognition?” [causal consequence]).
Consistent with the quantitative results of the inferential questions, listeners tended to ask about
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the causal sequences of narrative passages rather than their themes or related issues. In this
instance, the two mediators successfully answered the factual and inferential questions based on
their comprehension of the passage “Alfred Wegener.”

Excerpt 2 (Adding information)

MIl: One of the common eye conditions is... what’s it called? Catara... I’'m not sure if
it’s cataract. Oh, it is cataract.
M2: It’s a condition that affects the eye’s lens and causes blurred vision. If it

progresses, it can even result in blindness. It usually occurs in older people.

Collaboration between mediators was also frequently observed (17.95%). In this case, the first
mediator did not fully understand the meaning of the technical term cataract. The second
mediator added an explanation of the symptoms of cataracts, as described in the passage
“Animal Eyesight.” This collaborative interaction can be interpreted as filling a gap in the first
mediator’s comprehension while also reinforcing the second mediator’s memory of the text.
Given that inefficient lower-level text processing can constrain reading comprehension (e.g.,
Grabe & Stoller, 2019; Hamada et al., 2024), this finding suggests that students used this strategy
to supplement limited linguistic knowledge.

Excerpt 3 (Giving corrective feedback)

MI: So, is this story all about “contrax”? [mispronouncing the word cataract] I’m not
really sure what it means, but the first word of the text is something like this.
The text is talking about our eyes, our eyes, and what happens when we get sick

in the eye...
M2: It’s about eye lenses.
MIl: It’s about... the fluid in the eyeball? No, the lens of the eye becomes cloudy, and

the story is about going blind.

Another type of collaborative meaning construction was providing corrective feedback, which
was particularly observed in expository reading (10.26%). Similar to Excerpt 2, the first mediator
was not entirely sure about the meaning of cataract and inferred from the textual information that
it was a type of eye disease. Rather than adding information, the second mediator provided
corrective feedback (“It’s about eye lenses”), helping the first mediator recall textual information
and grasp the text’s overall meaning. The first mediator then successfully retrieved some textual
information (“the lens of the eye becomes cloudy”) from memory. Even though he did not fully
understand the specific meaning of cataract, he was able to grasp the general topic of the text
(“the story is about going blind”).

Excerpt 4 (Repeating, paraphrasing, and summarizing textual information)

M2: So, there was a person named Taylor who became a manager at a factory. He
wanted to improve things for the people working there. He was good at math
and sports, got into Harvard University, and then started his career...

MIl: I’m not sure about the second half of the text.

M2: What he did was, as I said before, related to the factory system...
L2: What kind of system was he trying to improve?

M2: I don’t remember the details very well.
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L1: What kind of factory are we talking about?

M2: It was in America...

LI: And what kind of story is this?

M2: I’m not sure...

MI: I have nothing more to add. Maybe because of the system, people started losing
their jobs...

L1: Why? Why did people lose their jobs?

MI1: I don’t know.

LI: Why? Was this around the Lehman Shock? What time period are we talking
about?

MI1: Around 1860. When Taylor began working there, he changed the system...

Repeated, paraphrased, and summarized textual information was frequently related to the main
ideas of the passages (12.81%). In Excerpt 4, the two mediators mentioned their difficulty in
comprehending the entire content of the passage “Frederick Winslow Taylor” (e.g., “I’m not sure
about the second half of the text”). The student listener asked some questions about Taylor’s
biographical information (e.g., “What kind of system was he trying to improve?”’) but did not
elicit much further explanation from the mediators. However, the mediators repeatedly
communicated what Taylor had done (e.g., “He wanted to improve things for the people working
there,” “What he did was... related to the factory system,” “Maybe because of the system, people
started losing their jobs,” and “When Taylor began working there, he changed the system”) by
paraphrasing and summarizing relevant textual information. These statements highlighted the
main points of the story, which described the positive and negative effects of introducing a
modern factory system on the work of craftsmen.

Excerpt 5 (Using background knowledge)

M2: Is the percentage of left-handed people around 10%?

MIl: Yes, globally.

M2: What about ambidextrous people?

MIl: There’s no mention of ambidextrous people. Sorry.

LI: Are very few people ambidextrous?

Ml: Yeah, very few. Some people are ambidextrous, so basically, Minato is special.
M2: Minato?

MIl: Her mother, Minato, is special.

LI: That’s an old story.

Several students used background knowledge related to the text content (10.26%). The use of
background knowledge was observed exclusively in expository reading. In Excerpt 5, the first
mediator referred to the student listener’s mother, who was ambidextrous. When asked by the
listener (“Are very few people ambidextrous?”), the mediator attempted to explain the text
content in an accessible manner by drawing on shared information (“Yeah, very few. Some
people are ambidextrous, so basically, Minato is special... Her mother, Minato, is special”). As
the first mediator noted, the passage “Left-Handed” did not explicitly mention ambidextrous
individuals; this inference was generated by the mediator based on her background knowledge.
Such knowledge-based inferences may contribute to forming a richer mental representation of
the text. Moreover, the use of background knowledge may not only facilitate text comprehension
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but also provide opportunities to discuss the text in a context that is relevant and engaging for the
student listener.

Excerpt 6 (Making inferences)

M2: Well, you know, there are various reasons why there are so many right-handed
people, like sharing tools with each other. And in that context, oh wait, no, and
then, why are some people left-handed? It’s because...

MI1: Um, if they’re left-handed...

M2: Right, because they can have a significant advantage. The reason for that
advantage is, for example, if you’re a right-handed person, you’re used to
grappling with right-handed people. But when you’re left-handed and your
opponent is right-handed, it’s unexpected, you know...

MI1: Right-handed.

M2: Yeah, the opponent is not used to grappling with a left-handed person. So, you
can launch unexpected attacks, giving you an advantage.

Students’ meta-comments sometimes included inferential information about the texts, even when
listeners did not ask inferential questions. Excerpt 6 exemplifies this pattern: the second mediator
took the initiative to explain the content of the passage “Left-Handed.” She highlighted the
advantage of being left-handed when grappling with a right-handed person (“The reason for that
advantage is, for example, if you’re a right-handed person, you’re used to grappling with right-
handed people”) through hypothetical reasoning (“But when you’re left-handed and your
opponent is right-handed, it’s unexpected, you know”). In 10.26% of cases, causal antecedents
for specific statements were inferred, as in this example, where the mediator explained why left-
handed people may have a significant advantage. Causal consequences and text themes were also
identified in 7.69% and 10.26% of cases, respectively.

Discussion
How Mediation Supports L2 Reading Comprehension

This study investigated the extent to which mediation as a post-reading task was associated with
literal and inferential comprehension among adolescent EFL students and how they
collaboratively constructed meaning in a classroom setting. With respect to literal comprehension
(RQV1), the recall analyses revealed a significant two-way interaction with a crossover pattern.
The mediation condition was associated with higher recall, with a stronger effect for narrative
passages than for expository passages. Regarding inferential comprehension (RQ2), the model-
based contrasts on the log-odds scale, interpreted alongside the predicted probabilities, suggested
selective mediation-related gains in inferential comprehension. The mediation condition was
associated with higher predicted probabilities for causal antecedents in both narrative and
expository reading and for themes in narrative reading, whereas causal consequences and
problem-solving inferences were not significantly facilitated. Finally, in response to RQ3, the
qualitative analysis further showed the collaborative processes through which mediation may
have supported literal and inferential comprehension. The mediation task elicited various meta-
comments about strategies, including asking questions, adding and correcting information,
repeating and summarizing the text, using background knowledge, making inferences, and
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drawing on multilingual resources to support text comprehension.

The genre-specific pattern observed in RQ1 can be interpreted in light of the qualitative findings
for RQ3. In narrative reading, students’ collaborative construction of meaning was characterized
by questions, answers, and elaborations about causal sequences, characters’ actions, and the
overall development of the story. Because narrative texts are typically organized around
characters pursuing goals and actions unfolding over time (Graesser et al., 1994), listeners’
questions appeared to help mediators reorganize the story into a coherent event structure. In
contrast, students’ mediation of expository texts tended to focus more on adding information,
clarifying technical terms, and providing corrective feedback. These strategies were useful for
repairing local misunderstandings and supporting textbase reconstruction, but they appeared less
likely to generate extended inferential discussion. Since expository texts aim to impart new
knowledge and often present information as discrete propositions (Carrell, 1985; Grabe &
Yamashita, 2022), mediation of expository passages sometimes became closer to information
transfer than to reciprocal meaning negotiation. Thus, the qualitative findings suggest that
students adapted their collaborative meaning-making processes to the genre and task demands,
which may help explain why the mediation effect on recall was stronger for narrative texts than
for expository texts.

The crossover interaction (i.e., expository > narrative without mediation but narrative >
expository with mediation) suggests that mediation may have changed the level at which
students engaged with the texts. In the no-task condition, expository passages may have afforded
relatively better clause-level recall because they presented information as discrete propositions
and signaled structural relations relatively explicitly, allowing students to retrieve local textbase
information without extensive social reconstruction (Carrell, 1985; Horiba, 2000). Under
mediation, however, the requirement to make the text understandable to peers appeared to shift
students’ attention from individual retrieval to socially organized reconstruction. This shift may
have been particularly consequential for narrative reading, where explaining events to others
required students to connect actions, causes, and outcomes into a coherent sequence. In this
respect, the present findings are consistent with prior work on collaborative L2 reading, which
suggests that post-reading interaction can support comprehension and retention by giving
learners opportunities to rehearse, reorganize, and elaborate text meanings (Commander & de
Guerrero, 2013; Almalki & Alzahrani, 2024). Thus, the qualitative evidence for RQ3 helps
explain the pattern observed for RQ1: mediation did not simply add time after reading, but
created a communicative context in which students collaboratively reconstructed textual
meaning, especially when the genre invited causal and thematic integration.

The type of inference also shaped the extent to which mediation was associated with inferential
comprehension (RQ2). The model-based contrasts and predicted probabilities suggest that causal
antecedents were the inference type most consistently associated with mediation-related
improvement across genres. This pattern is consistent with the qualitative findings for RQ3:
during mediation, students frequently asked and answered questions about why events or states
occurred, and mediators often had to organize their explanations around causal relations in order
to make the text understandable to listeners. Such causal explanation may have supported the
construction of local coherence, a process that is central to text comprehension (Graesser et al.,
1997) and has been shown to extend to L2 reading (Horiba, 1996, 2000; Ushiro et al., 2018). In
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narrative reading, this collaborative reconstruction of causal sequences may also have helped
students identify broader themes, because narrative texts typically connect characters’ actions,
goals, and outcomes into a meaningful event structure (Graesser et al., 1994). By contrast, causal
consequences, themes in expository texts, and problem-solving inferences were not consistently
facilitated. These types of inferences may require readers to project beyond the immediately
recalled textbase, integrate more abstract information, or apply textual information to new
situations (Clinton et al., 2020; Zwaan & Rapp, 2006). The qualitative findings suggest that such
processes did occur occasionally, but they were not systematically elicited by the mediation task.
Therefore, additional scaffolding, such as explicit prompts for prediction, thematic interpretation,
or application, may be needed if mediation tasks are intended to promote a wider range of
inferential outcomes.

Turning more directly to RQ3, the qualitative findings clarify how students collaboratively
constructed meaning during the mediation task. Meaning construction was not confined to
individual readers but was distributed across mediators and listeners. Listeners contributed by
asking factual and inferential questions, identifying unclear points, and prompting mediators to
make their interpretations more explicit. Mediators, in turn, responded by reorganizing textual
propositions, repeating, paraphrasing, and summarizing key information, and sometimes adding
or correcting information with the help of their partners. These interactions suggest that
mediation created a listener-oriented context in which students had to monitor whether their
explanations were coherent and understandable to others. This differs from individual think-
aloud or solitary recall because comprehension problems could be made visible, negotiated, and
repaired through interaction. In this sense, the qualitative data show that mediation supported
collaborative meaning construction not simply by giving students additional time after reading,
but by requiring them to explain, question, revise, and jointly reconstruct text meaning. This
interpretation is consistent with the CEFR view of mediating a text as collaboratively ensuring
understanding through questions, repetition, and clarification (Council of Europe, 2020; North &
Piccardo, 2016), as well as with sociocultural accounts of learning as mediated through social
interaction (Lantolf et al., 2020).

A further dimension of the collaborative meaning construction identified in this study was
students’ flexible use of multilingual resources. During mediation, students moved between
Japanese and English to explain difficult vocabulary, restate textual propositions, check
interpretations, and connect textual information to shared background knowledge. Rather than
treating L1 use as separate from L2 reading, these interactions suggest that multilingual
resources functioned as mediational tools that helped students maintain conceptual precision
when English forms were effortful. This interpretation is consistent with collaborative L2 reading
research showing that L1 and L2 discussion can support comprehension by enabling learners to
use reading strategies, negotiate meaning, and engage in higher-order processing (Almalki &
Alzahrani, 2024; Goh & Hashim, 2006; Turnbull & Evans, 2017). It also extends Liu et al.
(2024) by suggesting that strategies such as paraphrasing, elaborating, and summarizing through
translanguaging can emerge not only in university-level academic reading but also among
adolescent EFL learners in a classroom mediation task. Thus, mediation may support L2 reading
comprehension by combining two forms of support: social support from peers and linguistic
support from students’ full repertoires. This does not mean that translanguaging automatically
improves comprehension; rather, its value appears to depend on whether multilingual talk is
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directed toward explaining, questioning, repairing, and jointly reconstructing textual meaning.
Limitations and Future Directions

Several limitations of this study suggest directions for future research. First, the lack of
counterbalancing across conditions should be acknowledged as an important limitation. Because
the mediation task required students to communicate different passages to their peers, strict
counterbalancing was not feasible. Although the passages were matched as closely as possible in
terms of length and readability, some of the observed effects may partly reflect differences
among the specific texts used in each condition. Future research should use counterbalanced
designs or alternative procedures that allow tighter control of passage effects.

Second, it is important to investigate the long-term effects of mediation tasks on the development
of reading comprehension skills. Although mediation tasks elicited a variety of metacognitive
strategies and enriched the mental representation of texts, further examination is needed to
determine if repeated mediation tasks lead to sustained growth in cognitive skills crucial for
reading comprehension. Third, the effects of mediation may vary across age groups and
educational settings as well as different text types. Including learner groups with diverse
characteristics will help uncover individual differences in the benefits derived from mediation.
Finally, mediation tasks inevitably exhibit variability in implementation fidelity across different
classrooms, potentially impacting outcomes. Future research should include detailed reporting
and documentation from teachers regarding their implementation of mediation tasks.
Accumulating best practices, including step-by-step instructions, examples, and outcomes, will
help develop precise protocols for conducting these tasks with various student populations.

Pedagogical Implications

For pedagogical implications, this study highlights the potential significance of mediation in
fostering metacognitive strategies and facilitating literal comprehension and selected aspects of
inferential comprehension through social and translanguaging interactions. Incorporating
mediation tasks as a regular component of post-reading activities will encourage students to
engage in deeper thinking and discussion about texts, driven by a collaborative, multilingual, and
strategy-focused approach to reading instruction in EFL contexts.

More specifically, to optimize mediation, teachers can design activities that encourage the use of
metacognitive strategies, such as self-questioning, summarizing, and reconstructing text content
for social interaction. Providing direct instruction and modeling of these strategies will assist
students in monitoring and regulating their comprehension processes (Grabe & Stoller, 2019).
EFL teachers should also allow the use of both L1 and L2 in mediation tasks, enabling students
to employ their full linguistic repertoire for understanding and discussing textual information.
Translanguaging practices will be encouraged particularly for complex and challenging passages
(Almalki & Alzahrani, 2024; Liu et al., 2024). Given the varied effectiveness of mediation tasks
between narrative and expository texts, teachers need to instruct specific translanguaging
strategies that address the unique challenges posed by each text type. In addition, assessing both
literal and inferential comprehension is important to gauge students’ reading outcomes. Given the
differential patterns observed across inference types, combining mediation tasks with other
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reading comprehension activities is essential to develop reading skills comprehensively.
Conclusions

This intervention study examined the impact of mediation as a post-reading task on literal and
inferential comprehension among adolescent EFL learners. Informed by sociocultural theory
perspectives, the findings suggest that mediation tasks may facilitate the collaborative
construction of text meaning through social and translanguaging interactions. In the present
study, these socio-cognitive processes were connected to higher literal and inferential
comprehension, with patterns varying by text genre and inference type. Collaborative scaffolded
reading activities will emerge as a promising approach to supporting comprehension skills in
EFL contexts. Given the prevalence of mediation in EFL pedagogy (Blair et al., 2018),
integrating translanguaging practices into reading instruction can promote deeper thinking and
understanding while developing the use of metacognitive strategies.
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Appendix A
Samples of Narrative and Expository Passages and Inferential Questions

Narrative 1: Alfred Russel Wallace

The British scientist Charles Darwin (1809—1882) is known around the world for his theory of
evolution. actually, many people regard this theory as the most important scientific discovery. However,
many people do not know he was not the only person to introduce this theory. In fact, another British
scientist named Alfred Russel Wallace (1823-1913) developed exactly the same idea independently of
Darwin.

Although they were both scientists, their backgrounds were different. Darwin was from a wealthy
family and studied at Cambridge University, while Wallace’s family was poor. For this reason, Wallace had
to leave school at the age of 17. While working as a teacher, he became interested in studying nature. In
1848, he went to South America to study the animals and plants. Later, he explored the jungles of Malaysia
and Indonesia. He thought of his idea there.

At the time, there were other scientists who believed animal species had changed over time. The
problem was explaining how these changes had happened. Wallace was interested in the fact that each part
of the world had different species that lived in their suitable environments. One day, he realized this was
because only the animals that matched their environments survived, while the others went extinct. In 1858,
Wallace sent his ideas to Darwin, whom he had met a few years before. Darwin was shocked to find Wallace
had come up with the same theory as he had.

Darwin had first thought of his theory of evolution 20 years earlier, but he had delayed making it
public because he knew it would be unacceptable. He used this time to gather as much evidence as possible
for his theory. In fact, when his and Wallace’s ideas were first announced together to other scholars in
London, most of them ignored it. When Darwin published The Origin of Species in 1859, the theory of
evolution became famous. Some scholars think Wallace should also be seen as a discoverer of evolution.
Others, however, say it was only because Darwin provided so much evidence for the theory that scientists
eventually came to believe it was true.

(1) What is the theme of this passage?

(2) Why was Darwin shocked by Wallace’s idea?

(3) What would happen if Wallace presented his ideas to the public?

(4) Imagine that you are Darwin. Most scientists don’t like your theory. According to the passage, how can
you solve it?

Expository 1: An Incredible Survivor

Imagine an animal that becomes frozen in cold weather. Then, when it gets warmer, the animal simply
unfreezes and goes back to its normal life. Although this may sound like something from a science-fiction
movie, it is exactly what happens to the wood frog over winter and spring. When winter begins, the frog,
which is found throughout much of Canada, buries itself in leaves and dirt. As the ground begins to freeze,
so does the frog’s body.

Normally, if a living creature is frozen, the cells inside its body are destroyed, leading to death. Then,
how does the wood frog survive? The secret lies in the fact that although the water between the cells in the
frog’s body becomes frozen, the water inside the cells does not freeze. Before the winter begins, the frog
stores starch in its body. As the weather gets colder, the drop in temperature causes the frog’s body to change
this starch into glucose. This glucose, in turn, lowers the temperature at which the liquid inside the frog’s
cells freezes. As a result, the cells do not freeze even at very low temperatures, allowing the frog to stay
alive. Some frogs stay in this frozen state—with their hearts stopped completely—for months without harm.

Now researchers are hoping to adapt the wood frog’s secret to help them preserve human organs for
transplants. Currently, after organs are removed from a donor’s body, they are packed in a special liquid
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and kept very cold. However, they cannot be frozen because the ice would damage the cells in the organs.
Therefore, the organs must be used quickly. If doctors had a way to preserve organs longer, they would
have more time to find the best matches among people waiting for organ transplants.

There is still a lot about the wood frog that scientists do not understand. They still must research, for
example, exactly how the frog is able to unfreeze itself and what restarts the frog’s heart when the weather
becomes warmer. What is clear, however, is that lessons learned by studying this frog could be beneficial
to humans in the near future.

(1) What is the theme of this passage?

(2) Why do some frogs stay alive at very low temperatures?

(3) What will happen when people use the wood frog’s secret?

(4) According to the passage, what is the problem of preserving human organs for transplants? How can
we solve it?
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