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Abstract 

The reading-to-writing continuation task has been used in the Chinese national matriculation English test due to its apparent 

interactive alignment effect. But empirical studies of the alignment effect and how it happens are limited. Herein, this paper 

reports on a study following Wang’s (2015) research to investigate whether this interactive alignment effect actually occurs in 

EFL learning and how it functions in continuation tasks with the think-aloud method to collect qualitative data from two 

participants. The participants’ continuation works were analyzed and interviews were carried out to obtain information about 

their thinking process. The results show that there are strong connections between what students read and their continuation 

writing. The results confirm that there is an alignment effect at both the content and language levels in continuation tasks. 

Readers consciously tend to align the content of their writing with that of the original text across five dimensions: entity 

(person and object), time, space, causation/causality, and motivation/intentionality. Meanwhile, language alignment is highly 

related to the act of rereading, which enables the would-be writer to look for the certain vocabulary, learn the grammatical 

structures, and check for the unknown words. The continuation task facilitates various interactions among the text, the reader, 

and their resulting writing work. Furthermore, learners use strategies like rereading and ―mining‖ that enable them to engage in 

creative expression in the writing tasks. This study theoretically highlights the importance of alignment effect in language 

learning and has practical implications for using CT in reading-to-writing task design and writing pedagogy in EFL 

classrooms. Teachers can design and use continuation tasks to promote students’ reading ability and overall language 

development. 
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1. Introduction 

Continuation Tasks (CT) refer to a kind of writing task in 

which students are required to write a given passage after 

reading a certain text. It primarily draws upon the Interactive 

Alignment (IA) effect [14], which occurs naturally in the 

process of human dialogue. Following continuous explora-

tions by researchers, CT have broadened from simply being 

reading-to-writing based to those involving speaking and 

even translation [26]. The benefits of CT have been con-

firmed both theoretically and empirically by numerous stud-

ies [6, 24, 25, 31, 32]. It has since been adopted as a novel 
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test task in the English matriculation test in China, first in 

certain provinces and then expanding to being used nation-

wide in the past few years. 

CT have been examined from various perspectives, in-

cluding their influence and/or specific effects [6, 7, 36], the 

strategies used [19, 37, 38, 40], its relation to pedagogy [3, 4, 

9, 18, 27], as well as other continual studies of its alignment 

effect based on various aspects [22-28]. International schol-

ars have also studied the IA effect in other areas, such as in 

phonetic teaching [20] and in socio-cognitive studies on L2 

writing [11]. 

Wang [25] conducted a qualitative study to explore the 

mechanisms of IA in CT, wherein they recruited two interna-

tional students who studied Chinese as a foreign language 

and confirmed that the IA effect occurs in CT when learning 

Chinese as a foreign language. However, how exactly IA 

functions, as well as how to account for this mechanism in 

the process of EFL learners completing CT, remain uncertain. 

Therefore, the present study addressed this question follow-

ing a similar approach and design. 

2. Theoretical Background 

2.1. Interactive Alignment 

IA was first proposed by Pickering and Garrod [14] in or-

der to explore the mechanism underlying language use in 

human dialogues in which one speaker forms a dynamic 

context-specific model according to the situation presented 

by the other speaker [41]. The two speakers of this given 

dialogue then coordinate and inspire each other wherein they 

are constantly constructing situation models that are similar 

to one another’s so as to understand the meaning of the dis-

course. This kind of cognitive coordination/alignment that 

occurs in the interaction process is known as IA [22]. Fol-

lowing ongoing exploration, studies on IA have extended this 

concept from use in solely human dialogues to other fields, 

such as that between humans and their non-human environ-

ments [1] or between language learners and their reading 

materials [22]. Further, Wang [22, 23] has also noted that, in 

IA, one’s language output tends to be in line with the input 

language, which then takes the forms of imitation and re-

peated application of the interlocutor’s language. 

In IA, comprehension and production share similar repre-

sentation [14]. This statement then lays a theoretical founda-

tion for further study of the IA effect between language pro-

duction and comprehension [32] in a way that then contrib-

utes to the further studying of IA from the perspective of the 

situation model. According to Zwaan and Radvansky [41], 

language comprehension involves constructing a mental rep-

resentation of the described situation in a given text (which is 

then termed the situation model), which can be further inves-

tigated through the event-indexing model. In the 

event-indexing model, when people read a clause, they then 

tend to construct a model of the situation that is denoted by 

that clause; herein, each event depicted by that clause can be 

indexed on five dimensions, including time, space, causation, 

motivation/goal, and entities (which include both protago-

nists and objects). That is, a situation model incorporates the 

temporal, spatial, causal, motivational, and person- and ob-

ject-related information of a given context [41]. Based on the 

chronology of event(s), a situation model formed in a given 

reader’s cognition can be categorized into three types: (1) the 

current model, which is the model currently under construc-

tion at a given Time (tn); (2) the integrated model of the situ-

ations at Times t1 through to tn-1; and (3) the complete 

model of the situations at Times t1 through to tx. The current 

model is constructed at Time tn as the person in question 

reads a particular clause or sentence, called cn. The integrat-

ed model is the global model that is constructed by integrat-

ing (one at a time) the models that were constructed at Times 

t1 to tn − 1 while the reader reads clauses c1 to cn − 1. Fi-

nally, after all the textual input has been processed the model 

is complete and stored in the reader’s memory [41]. However, 

the complete model is not the final one because readers often 

ruminate over the story and generate additional inferences or 

develop entirely new models later on [41]. Thus, when a 

person reads a text, the forming of the situation model in 

their cognition is both dynamic and is constantly updated. 

Generally speaking, IA can occur at both the language and 

the situation model levels. The alignment that happens at one 

level can then lead to an alignment at the other [32]. An ob-

servable indicator of IA at the language level is Structural 

Priming, which means that people, during language output, 

tend to repeat language structures (e.g., vocabulary and 

grammatical structures) that they have been exposed to or 

that have been used by others [2]. 

2.2. Continuation Task 

CT, which were first proposed by Wang [22], initially re-

ferred to a kind of writing task in which reading and writing, 

imitation and creation, as well as language input and output 

are all combined. In CT design, the ending paragraph(s) of a 

text (usually a story) are not given, with only the first sen-

tence of the these concluding sections being shown, meaning 

that students are then required to complete the text based on 

their own reading of it. 

The emergence of CT has a close relationship to the in-

creased exploration of second/foreign language writing by 

linguists. For example, Swain [17] suggested that language is 

not only the cognitive object of learning, but also the most 

important medium of learning. When people use language to 

solve problems, whether it is about choosing 

words/sentences to express their own thoughts, interpreting 

experimental results, or explaining other people’s behavior, 

the occurrence of ―languaging‖ is promoted. This view of 

languaging, from a sociocultural perspective, provides sup-

port for the validity of the Input Hypothesis and Output Hy-

pothesis on the basis that media functions during both the 

http://www.sciencepg.com/journal/ijll


International Journal of Language and Linguistics http://www.sciencepg.com/journal/ijll 

 

88 

input and output processes [16, 17]; hence, this then theoret-

ically corroborates the design and application of CT in EFL 

writing class [39]. 

Wang pioneered the research of CT in EFL read-

ing-to-writing, in which they empirically started with a 

one-semester-long experiment [33] on improving Chinese 

EFL learners’ English by means of composition writing. This 

line of research has since been advanced into examining in-

teraction in language learning from the perspectives of dy-

namic system theory, the IA model, and the construction of 

grammar, with the fact that IA plays a central role in lan-

guage use and that priming has a strong connection with 

language learning overall [21]. Wang [21] clarified the piv-

otal role of IA in L2 learning, with them then formally advo-

cating for the application of CT in L2 learning and teaching 

[22]. He believed if reading and writing are combined herein, 

students will be forced to form a deeper understanding of the 

content of the text, as well as cooperate/align with it. Addi-

tionally, while interacting with the content, structural prim-

ing is then catalyzed. In the process of completing combined 

tasks like CT, students are tasked with constantly reviewing 

the original text, consciously or unconsciously imitating it, 

and with using some of its expressions so as to reduce the 

issues in their own writing. Therefore, CT facilitate the in-

teraction between readers and the text, between readers and 

the content of the text, and between readers’ language struc-

ture and that of the original text. Its practical benefits have 

been identified and several principles and requirements have 

been proposed [23]. As an assessment task, the washback 

effect, feasibility, and potential of CT were explored and 

used to navigate its application in the provincial and national 

matriculation test [31]. 

The notion of language imitation and idea creation in L2 

education has been proposed from the perspective of IA [24] 

with this being empirically tested by prior research [32], as 

well as its underlying mechanism [25]. Wang [26] further 

advocated for a hypothesis that language is successfully 

learned through extension through which he proposed the 

Xu-argument, which maintains that via Xu or Completion, 

Extension and Creation (CEC), language is learned in high 

efficiency. The Xu-argument (also the CEC approach), is still 

being tested [28-30] including in an experiment by Peng, 

Wang, and Lu [13], which revealed that the linguistic com-

plexity of the input text significantly affects L2 learners’ 

alignment, writing fluency, and writing accuracy in CTs. 

Thus, understandings generated by the current study are in-

tended to help provide new critical insights into how the 

language learning potential of CT can be maximized in the 

EFL context. 

3. Methods 

The present study follows the design of Wang [25], which 

was a qualitative study that investigated how IA works in CT 

through the use of think-aloud and immediate follow-up in-

terviews to collect data from two international college stu-

dents who studied Chinese as their foreign language. The 

participants were required to finish two CT and report back on 

their internal experiences while doing the tasks. 

3.1. Research Questions 

The research questions of this replication study are as fol-

lows: 

1. What is the relationship between reading and writing in 

CT? 

2. How does the content of the continuation work align 

with that of the text being read? 

3. How does the language of the continuation work align 

with that of the text being read? 

4. What are the participants’ views towards CT? 

In the present study, IA was analyzed from the perspective 

of both the content and language dimensions. ―Content‖ in-

corporates five situational dimensions: entity (protago-

nist/person and object), time, space, causation, and motiva-

tion. Further, ―language‖ refers to linguistic aspects, includ-

ing lexical (words and phrases) and syntactic (e.g., sentence 

patterns, grammatical structures, etc.) items. 

3.2. Participants 

The participants were two Chinese college students who 

had been studying English as a foreign language. Participant 

1 (P1) was a senior in the real estate development and man-

agement major. Participant 2 (P2) was a senior within the 

English major. Herein, P2 had a longer exposure to English 

and hence had a better mastery of it than P1. Both partici-

pants were female in this study. Informed consent was gained 

from the participants prior to them taking part and appropri-

ate ethic approval was attained in this study. 

3.3. Materials 

Like Wang [25], this study selected three passages as its 

reading materials with some adjustments in the material se-

lection. All three passages were incomplete stories, with par-

ticipants being asked to write two paragraphs during the 

think-aloud training task in order to be more aligned with the 

requirements of CT. The participants were required to com-

plete two paragraphs, with only the first sentence of each one 

being given. The first passage contained 276 words and was 

used for the think-aloud training. The second passage was a 

357-word story, which went as follows: Dannis was waiting 

at the airline ticket counter when he first noticed a beautiful 

black-haired girl. The second time Dannis saw that girl, she 

was in conversation with a blonde girl. He wanted to invite 

the black-haired girl for a drink, but the two women separat-

ed and moved away. Next, Dannis felt the black-haired girl 

pushing him. Later, he found that his wallet was missing and 

thought that it was that girl who had stolen it. Glancing 

around for the police, Dannis spotted the black-haired girl 
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seated against a front window of the terminal, absorbed in a 

book. The first sentences of the two paragraphs that partici-

pants were instructed to write were ―A seat beside her was 

empty and Dannis occupied it.” and ―The girl ran and Dan-

nis ran after her,‖ respectively. 

The second passage was a 336-word story: Jane and her 

husband Tom planned to camp overnight by a lake in the 

forest but quarreled on the way. Jane then walked away in 

anger. Next, Jane became lost and had to sleep in the forest 

for the first night. On the second day, she kept moving and 

two helicopters flew overhead but did not find her. Jane then 

took off her yellow blouse and planned to go to an open area 

and flag them down if the helicopters came back again. The 

first sentences of the two paragraphs that participants are 

required to write, respectively, are: ―But no helicopters came 

and it was getting dark again‖ and ―It was daybreak when 

Jane woke up.‖ 

3.4. Data Collection 

This study adopted a qualitative approach and used 

think-aloud and immediate follow-up interviews for data 

collection. In addition, another follow-up interview was 

conducted later on. The think-aloud task required partici-

pants to constantly report on all their thoughts that came up 

during the process of completing the task. During this pro-

cess, the participants were first introduced to the require-

ments of CT and the think-aloud method before the experi-

ment started. They then received the first reading text (C) 

and undertook the CT for the first time to get familiar with 

its procedures and to be trained for the think-aloud task. 

When the participants were ready and could report on their 

thinking in the CT with ease, they were then exposed to the 

second (A) and third (B) texts in order to do the CT. This 

process was guided by the researcher and was vid-

eo-recorded for later analyses. After finishing the task, par-

ticipants were immediately interviewed and later online fol-

low-up interviews. 

3.5. Data Analysis 

Similar to Wang’s [25] analysis, the data collected in the 

present study were first transcribed. Next, they were coded 

and divided into two sections: reading and continuation 

writing. Each part of the data were then coded as ―word 

meaning guessing,‖ ―content cohesion,‖ ―word cohesion,‖ 

etc. Finally, the coded data were analyzed and the IA effects 

were identified following the process shown in Table 1. 

Table 1. Interactive alignment in the continuation task. 

 Think-aloud Continuation work Explanations 

Interactive 

Alignment 

Content  

Entity 
Person    

Object    

Time     

Space     

Causation     

Motivation     

Language 

Syntax     

Vocabulary      

Note: Syntax includes sentence patterns and grammatical structures; vocabulary includes words and phrases. 

4. Findings and Discussions 

4.1. Relationship Between Reading and Writing 

in the Continuation Task 

Wang [25] claimed that reading is the foundation of con-

tinuation writing, which is consistent with the results of this 

study. In CT, reading and writing adopt the same form of 

representation—the situation model [14, 41]. The situation 

models in a reader’s cognition are dynamic. New situation 

models in one’s cognition then provide them with new mate-

rial for writing. 

This study found, however, that the situation model in a 

reader’s cognition may not perfectly align with the scenario 

depicted by the given text, or with the continuation work 

actually written by the reader. On the one hand, if there is a 

discrepancy between the text and the reader’s comprehension 

outcome, the situation model constructed in their cognition 

will be inconsistent with the text. Then their continuation 

work, which is the linguistic reflection of their developed 
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situation model, may not align with the provided text. For 

example, as our think-aloud data showed, when doing the CT 

of text A (CT A), P1 reported as follows: 

Then, they were at the airport. Oh no, they were on the 

plane. So, other passengers must be curious. His shouts 

(Should “shout” be in the plural form) was [were] so loud 

that other passengers stared at them and confused. 

In this case, after looking back to the text, P1 thought that 

the protagonists of the story were on the plane while in fact 

they were at the terminal of the airport according to the orig-

inal text. Therefore, the situation model constructed by P1 

contradicted the situation presented in the text. However, it 

must also be noted that, whether a reader’s situation model 

aligns with the reading text or not, when they are writing 

according to their unique model, their writing work may not 

fully align with their cognitive situation model either. This is 

related to the writer’s language comprehension and expres-

sion abilities, as well as the specific part of their situation 

model that they intend to present in their writing work. For 

example, P1 mistook ―in the terminal‖ for ―on the plane‖ 

meaning that the spatial information of her situation model 

contradicted that of the reading text. Nonetheless, what P1 

actually wrote in her continuation work is ―His shouts was 

[were] so loud that other passengers stared at them and [got] 

confused.‖ As such, P1 did not explicitly state ―on the plane‖ 

in her continuation work, which would have reflected the 

spatial discrepancy between her situation model and the 

original text. Furthermore, the phrase ―other passengers‖ 

who were ―on the plane‖ in her situation model was not 

modified by ―on the plane‖ in her actual writing work, 

meaning that P1’s actual written story still aligns with that of 

the reading text because ―other passengers‖ could exist both 

―in the terminal‖ and ―on the plane.‖ Considering this, it can 

be inferred that, in CT writing, a person’s produced text is 

not directly aligned with the provided reading text but is ra-

ther presented via a medium— their situation model. 

In summary, the process of reading involves the reader 

constantly constructing and updating the situation models in 

their cognition, with the situation model formed in this read-

ing process being the direct foundation for their writing. 

Reading, including reading back while writing, provides mo-

tivation and updated content for continuations in writing via 

constantly constructing, updating, and retrieving one’s situa-

tion models. The language structures (vocabulary and syntax) 

of the reading text are then the necessary materials for the 

transformation from cognitive construction (situation models) 

to the production of linguistic text (continuation writing 

work). 

4.2. Interactive Alignment at the Content Level 

Referring to the situation model theory, this study coded 

and analyzed IA in CT from five situational dimensions: en-

tity (person and object) (Part 4.2.1), time (Part 4.2.2), space 

(Part 4.2.3), causation (Part 4.2.4) and motivation (Part 

4.2.5). 

4.2.1. Person- and Object-Related Alignment 

In CT A, both P1’s and P2’s continuation writings men-

tioned characters (Dannis, the black-haired girl, and the po-

lice) from the original text (additionally, P1 mentioned ―the 

blonde girl‖ from the reading text as well). The traits (e.g., 

gender, name, and appearance) of these characters in the par-

ticipants’ writings were consistent with those in the reading 

text, thus showing the person-related alignment between 

their continuation writing and the original text. 

For example, in the think-aloud data, P1 reported: ―She 

seemed absorbed in a book‖ following which she wrote in 

her continuation work as follows: 

“What are you reading?” Dannis asked. “The kite runner” 

“A great book, I like this book too.” Dannis said. 

In this example, the material in P1’s writing work is con-

sistent with that of the original text through their inclusion of 

the object ―book,‖ which demonstrates the object-related 

alignment between her writing and the original text. 

Also in CT A, P2’s think-aloud data was reported as fol-

lows: 

Dannis pointed at his pocket, because the original text has 

mentioned that his wallet had been in his pocket, thence it 

should be that he pointed at his pocket. 

Accordingly, P2’s continuation work in this section is: 

Dannis asked with anger, “What did you do when you were 

so near to me?” Dannis pointed at his pocket. In this exam-

ple, P2’s writing echoes the object-spatio connection ―wallet 

had been in the pocket‖ mentioned in the original text, indi-

cating an object-related situational alignment. Furthermore, 

in the continuation task of text B (CT B), P2 circled various 

crucial objects mentioned in the original text, such as ―yellow 

blouse,‖ ―berries,” and “helicopter,‖ and reproduced these in 

her own writing work, thus improving the object-related sit-

uational alignment between her writing and the original text. 

4.2.2. Temporal Alignment 

The results of this study also reveal that the alignment on 

the temporal dimension between a writer’s continuation work 

and the original text is achieved through the use of tenses, 

specific time nouns/phrases (e.g., ―another night passed‖), 

and particular verbs/verb phrases (e.g., ―rose her head,‖ and 

―watch them running‖ in the following examples). 

In CT A, P1 reported in the think-aloud process that: ―she 

seemed absorbed in a book,‖ and wrote the following in her 

continuation work: 

“Hello miss.” Dannis said to the black-hair woman and 

smile [smiled]. The woman rose [raised] her head and smile 

[smiled]: “Hello Mr.” “What are you reading?” Dannis 

asked… 

In this example, the three events— 1) the girl reading, 2) 

Dannis walked to the girl and saying hello, and 3) the girl 

raising her head from her book— are a series of successive 

actions/activities. Furthermore, Dannis used the present con-
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tinuous tense (“what are you reading?”) when talking to the 

girl, thereby keeping the situation in the same temporal do-

main as ―the girl had been reading a book‖ that was con-

structed within the original text as ―she seemed absorbed in a 

book.‖ All of these indicate an accurate temporal alignment 

between the original text and the writer’s continuation work. 

Furthermore, P2 wrote the following in the second paragraph 

of her continuation work: 

… ―Catch her, she is the thief!” Dannis shouted to the 

crowd. The girl shouted, “Catch him, he is the person who 

has always followed me! I don’t even know him!” The crowd 

kept watch [watching] them running. 

The first sentence of the second continuation paragraph in the 

original text is ―The girl ran and Dannis ran after her.‖ Thus, the 

sentence ―The crowd kept watch [watching] them running‖ 

showcases that the actions/events ―Dennis shouted...,‖ ―The girl 

shouted…,‖ and ―The crowd kept watch [watching]…‖ all occur 

in the same temporal domain as the action ―ran‖ within the 

quote ―The girl ran and Dannis ran after her.,‖ Therefore, IA 

has been achieved within the temporal dimension. 

However, although participants were consciously keeping 

the tense of their writing consistent with that of the original 

text throughout the task, due to constraints in their language 

proficiency, they would sometimes forget to keep the tense 

consistent or were not able to express the time in the correct 

language forms. For instance, in CT A, P1 mentioned nu-

merous times in her think-aloud that she should use the past 

tense in her writing; nevertheless, in her actual writing, she 

spelt ―grab‖ wrong as ―grap‖ and did not use the past tense 

therein. As a result, her continuation writing and the original 

text did not align well in terms of the temporal domain. P2 

had similar experiences when completing CT B. In CT B, P1 

reported the following in her think-aloud session: 

Then, maybe she was too scared or too tired that she just 

passed out in her husband’s arms. How about this? Other-

wise, it will be difficult to write the second paragraph. 

In this case, P1 inferred from the first sentence ―It was 

daybreak when Jane woke up‖ of the second continuation 

paragraph given by the original text that the ending of her 

first continuation paragraph must mention that Jane passed 

out. Because ―passed out‖ creates a temporal connection 

with ―woke up,‖ this showcases a temporal alignment be-

tween P1’s situation model and the original text. However, 

because of her insufficient vocabulary, she was unable to 

express the meaning of ―passed out,‖ meaning that she then 

used another expression and wrote ―Jane remembered noth-

ing‖ instead of ―Jane passed out‖ at the end of her first con-

tinuation paragraph (She felt so tired that nothing can re-

member [be remembered] after that). In other words, the 

actual linguistic expressions used by P1 in her writing have a 

much weaker alignment with the original text than the possi-

ble alignment her situation model could have made. This is 

also in line with the results of Wang’s (2015) study which 

found that the IA between the continuation writing work and 

the original text is influenced by the reader/writer’s language 

ability. 

4.2.3. Spatial Alignment 

At the spatial dimension of the content, the results suggest 

that the spatial alignment between a writer’s continuation 

work and the original text can be achieved through the use of 

location nouns/phrases (e.g., the use of ―open area‖ in the 

following examples) and particular non-location 

nouns/phrases (e.g., ―the crowd,‖ ―other passengers,‖ and 

―leaves‖ in the following examples). 

In CT B, P2 achieved spatial alignment between her writ-

ing and the original text by using the explicit spatial expres-

sion ―open area‖ from the original text. Further P1 achieved 

a spatial alignment between her writing and the original text 

by creating a new object ―leaves‖ that indirectly aligns with 

the space (in the forest) depicted within the original text. In 

another example, during CT A, P2 read back the original text 

and reported as follows: 

Then, the girl ran and Dannis ran after her, and a dra-

matic scene emerged. In the terminal, this girl run and Dan-

nis ran after her. Dannis might turn to the crowd and ask the 

crowd to catch the girl… let me read back, they were sitting 

in the terminal. Yes, this girl might be very smart, so she 

might also shout to the crowd that… 

In this example, P2 knew that the event in which ―Dannis 

ran after the girl‖ was happening ―in the terminal‖ wherein 

there might be other people, expressed as ―the crowd‖ in P2’s 

words. Thus, in her continuation writing, Dannis asked the 

crowd for help. In this case, despite the fact that ―the crowd‖ 

is a newly-constructed person-related model, it still manages 

to suggest some spatial information, thereby demonstrating 

the spatial alignment between P2’s writing and the original 

text. Similar results were found in CT A of P1. 

However, as discussed previously, P1’s think-aloud data 

suggested that, although her continuation writing did align 

with the original text within the spatial dimension, her actual 

comprehension outcome (i.e., her situation model) is incon-

sistent with the original text in terms of this dimension. This 

discrepancy from P1 was confirmed in the interviews. 

4.2.4. Causal Alignment 

This study also found that numerous IA phenomena oc-

curred during the think-aloud and continuation works of P1 

and P2 in which they were trying to construct as many causal 

connections as possible between the original text and their 

written works. In the think-aloud data of CT A, P1 reported: 

Then, what should Dannis do to get his wallet back? The 

original text says that later the girl ran and Dannis ran after 

her…. 

In this example, P1 encountered a consequence signaled 

by the original text (―The girl ran and Dannis ran after her‖), 

meaning that she then attempted to construct a causal con-

nection between the preceding and incoming events. Fur-

thermore, considering that (a) the original text mentioned 

that Dannis thought it was the girl who had stolen his wallet 
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and (b) P1 inferred the motivation of Dannis approaching the 

girl was to get his wallet back, P1 wrote her corresponding 

continuation work as follows: 

But when he continue [continued] to say something, the 

woman stood up. Dannis realized that the woman maybe want-

ed to run away, so he stood up too and grap [grabbed] her left 

arm. 

As a result, P1 constructed several casual connections be-

tween the original texts and her own continuation work, 

through which she made her writing consistent with the 

reading text in terms of causality. Another example was 

found in CT B and P2 reported the acts of careful reading 

and rereading, looking for the cause, inferring and con-

structing a consequence. These causal connections con-

structed suggest that an IA on causality did occur between 

P2’s continuation writing and the original text. 

4.2.5. Motivational Alignment 

According to Zwaan and Radvansky [41], readers can fore-

ground information based on their general knowledge because 

of what they know about human motivations/goals and actions 

or about the narrative genre as a whole. In the process of reading, 

a person may find various motivations/goals outlined in the text, 

with some of these then being carried throughout the whole 

writing process. In this study, these are termed the dominant 

motivation(s). The dominant motivation/goal of story A is that 

Dannis wants to get his wallet back and the dominant motiva-

tion of story B is that Jane wants to either find her way back or 

to be found/saved by others. 

The think-aloud data showed that, in CT A, P1 reported vari-

ous times that ―Dannis wanted to get his wallet back.‖ That is, 

P1 found the dominant motivation/intentionality of this story, 

based on which she then constructed certain plot points, such as: 

1) Dannis started the conversation with the black-haired girl; 2) 

Dannis ―grap [grabbed] her left arm‖ when ―Dannis realized 

that the woman maybe wanted to run away;‖ 3) Dannis shouted, 

“My wallet! Stop!;” 4) Dannis called for the police and ―then a 

police came and catched [caught] the woman.‖ These examples 

showcase an alignment on intentionality/motivation. 

Further, story B mentioned that, when Jane was lost in the 

forest, ―She wanted to hold him (her husband Tom) and tell him 

how much she loved him.‖ Keeping this intention/motivation in 

mind, P1 and P2 wrote the following in their continuation 

work:: 

Tom found her quickly, and they hugged tightly. “Oh Tom, I 

love you. I was so foolish to quarrel with you.” (P1) 

Jane cried and said, “I will never quarrel with you, I love 

you.” (P2) 

Both of these excerpts show that IA on the intentionali-

ty/motivation dimension did occur. 

4.3. Interactive Alignment at the Language 

Level 

In CT A, as shown by the think-aloud data, P1 reread the 

text numerous times for particular words/phrases and directly 

copied some of these from into her own writing, including 

―Dannis,‖ ―black hair girl,” “blonde girl,‖ and ―realized.‖ 

P2 circled various language structures (e.g., ―so near to me,‖ 

―his pocket,‖ ―shiny black hair‖) and used them in her own 

continuation work. In CT B, P2 achieved a high degree of 

alignment between her writing and the original text through 

the use of most of the language structures from the original 

text, including vocabulary like ―kept moving/walking,‖ ―so 

angry,‖ ―hungry and thirsty,‖ ―see,‖ ―flagged,‖ ―yellow 

blouse,‖ ―open area,‖ ―took off,‖ ―berries,‖ ―strong‖ ―quar-

rel,‖ and certain sentence patterns like ―the farther she 

walked, the more…,‖ ―If only…,‖ and ―she walked to an open 

area.‖ In terms of P1’s writing work, an alignment at the 

language level was shown primarily through the copying of 

the names of the protagonists while there was little applica-

tion of other expressions from the original text. It should be 

noted that, in CT B, P1 consciously imitated the ―If only…‖ 

syntax of the original text, implying a tendency towards 

aligning the language of her own writing with that of the 

reading material. However, due to her language inefficiency, 

her use of language imitation and application failed due to a 

grammatical mistake. In this respect, we can conclude that, 

in CT, a writer’s language ability is critical, not only in con-

tent alignment, but also in terms of language alignment. 

It is worth noting that, in CTA, P1 reported as follows: 

(Give the wallet back to me. How can I express “give back” 

in English? How to express “give back to me”? “pay back”? 

no, that is used for money. Well, how about Dannis directly 

shouting “my wallet”?…) 

The related writing work of this think-aloud section is: 

“You thief” Dannis shout [shouted], “My wallet! Stop!” In 

this example, P1 wanted to use a wider variety of words and 

expressions but, due to her limited vocabulary, she was only 

able to use the expression ―my wallet‖ from the original text. 

This example suggests that, on one hand, CT does provide 

learners with certain language expressions that they can then 

imitate and apply in their own continuation writing for the 

purpose of creating new content. This is consistent with 

Wang’s findings [25]. 

Furthermore, we found that, in CT A, the language align-

ment was primarily demonstrated through the writers’ vo-

cabulary, with there being no alignment in syntax. Converse-

ly, in CT B, language alignment was observed, not only at 

the vocabulary level, but also at the syntax one. This could 

be explained via the learning effect that would have occurred 

after the participants had completed the first task. However, 

after a close comparison between the two reading materials, 

we found that text B has more abundant sentence patterns 

that are worth imitating (e.g., ―the more…the more…‖ and 

―only if…‖). In this regard, we found that, in CT, the specific 

reading material plays a crucial role in the process of stu-

dents learning a foreign/second language. The more abun-

dant the language structures (including syntax, phrases, etc.) 

that a reading material contains, the more likely that lan-
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guage learners would be able imitate these and apply them to 

their own writing. 

4.4. Attitudes Towards the Continuation Task 

First, the two participants affirmed the effect of CT in 

promoting foreign/second language learning, similar to the 

findings of Wang’s [25] study, and said that CT was more 

interesting than the other writing tasks they had engaged in 

and that it gave them more room for imagination and im-

proved their motivation to write. Second, this study also 

found that CT forces language learners to go beyond their 

familiar content and linguistic expressions, expands their 

topic choices and vocabulary, and strengthens their language 

expression ability. In the follow-up interview, P1 said: 

―My strongest feeling after the continuation task is that I 

should memorize more words. Anyway, I should at least 

consolidate the previous words. Otherwise, like in the tasks, I 

just wanted to use a word, but I couldn’t remember it even 

though I had thought of it for a long time, or I just misspelled 

it. More practice is needed in English...‖ 

P2 mentioned: 

―There is a high requirement for an individual’s compre-

hensive English ability in continuation task. Most of the con-

tinuation tasks are narratives, so we need to think about 

what proper words should be chosen, to think about making 

sentences, and how to express it in a coherent way to avoid 

inconsistency. And all these are flexible assessments of Eng-

lish writing ability.‖ 

Third, Wang’s [25] study outlined the fact that how famil-

iar a writer is with the topic has a significant influence on 

their writing, with it being more difficult for them to write if 

the topic of the text is unfamiliar to them. Similarly, in the 

follow-up interview, P1 reported that it was difficult for her 

to finish CT B because the story took place in the forest and 

is related to wilderness survival, whereas she was not famil-

iar with this topic and could not imagine the framework of 

that kind of space. Moreover, she did not know about any 

wilderness survival skills so could not think of how Jane’s 

husband would have saved her. Nevertheless, when com-

pared with CT B, she was familiar with the topic of text A 

―losing things/thievery‖ and thus felt much more confident 

when writing on this. Therefore, it becomes clear that, the 

more familiar students are with the topic and spatial frame-

work of the story, the easier it is for them to write about it. 

Fourth, we found that, if writers incorporate continuation 

writing in their comfort writing zone, they tend to express 

ideas using their own familiar vocabulary rather than imitat-

ing and applying the language structures of the reading text, 

wherein the IA effect is weakened. This result was reflected 

in the CT of P1. For example, in CT A, she reported the fol-

lowing: 

(the black-haired girl was reading a book… “what are you 

reading?” Dannis asked… and what is the name of this book? 

How to be a thief? Haha, no, that is impossible. But I only 

remember one book’s English name, so I will write this book. 

The kite runner. This is easy to write.) 

Furthermore, the think-aloud data indicated that, in P1’s 

reading and writing process, they showed a lack of attention 

paid to the specific objects within the original text (especial-

ly in CT B). In contrast, P2 reread the text numerous times in 

order to identify specific objects therein and, every time she 

read it, she would mark each phrase (e.g., yellow blouse and 

helicopter) and would then reproduce these objects in her 

own writing. Therefore, when compared with P2’ s writing 

works, despite the fact that P1’s writing has logical con-

sistency with the original text, they tended to create new en-

tities/details in their writing rather than make use of or echo 

the entities/details from the reading text; thus, her continua-

tion writing works demonstrated a weaker alignment than 

P2’s at both the content and language levels. 

5. Conclusions 

The present study examined the ways in which partici-

pants align their own continuation writings with provided 

reading texts in a way that would allow them to learn a for-

eign language via this process. This study’s findings also 

contribute to our understanding of CT as an amalgamation of 

reading and writing, imitation and creation, comprehension 

and imagination, language input and output, as well as con-

tributing new information for the application and advance-

ment of CT in EFL classrooms. 

Both the present study and that of Wang [25] found strong 

connections between reading and continuation writing. 

Herein, the provided reading material is the source of the 

content of the continuation writing. This is similar to other 

types of source-based writing— like summary writing or 

responding essays— in which students borrow, though not 

extensively, from a given reading text [35]. It has also been 

found that language ability plays a significant role in both 

comprehension and continuation writing in the L2 context. 

This study also found that reading is not only a foundation 

for writing but can also be a motivational factor. Continua-

tion writing is a kind of extended writing, which better en-

hances reading comprehension compared to tasks like those 

of questions and answering, as Hebert, Gillespie, and Gra-

ham [5] found in their meta-analysis. 

Specifically, in terms of CT, this study found that readers 

consciously tend to align the content of their writing with that of 

the original text across five dimensions: entity (person and ob-

ject), time, space, causation/causality, and motiva-

tion/intentionality. An alignment on the temporal dimension can 

be achieved through the use of explicit temporal markers like 

tenses and time nouns/phrases, as well as more implicit tem-

poral signals like particular verbs/verb phrases. Alignment on 

the spatial dimension can be achieved through the use of explicit 

spatial markers, like location nouns/phrases, as well as certain 

non-location nouns/phrases. An alignment along the causal and 

motivational dimensions runs through the whole continuation 
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writing process, with one’s motivation often disappearing when 

it is satisfied. The person- and object-related alignment can be 

measured through the imitation and reproduction of certain 

characters and objects from the original reading material in the 

person’s continuation writing wherein they maintain the traits 

(name, gender, appearance, etc.) of these entities in a way that is 

consistent with the original text. 

At the same time, language alignment is highly related to 

the act of rereading, which enables the would-be writer to 

look for the certain vocabulary, learn the grammatical struc-

tures, and check for the unknown words, which would then 

allow them to imitate or borrow words from the reading 

text— a process named ―mining‖ in integrated reading and 

writing studies [15]. These words or structures can then be 

used to express innovative content within the continuation 

writing work. 

Overall, this study found that CT facilitate language 

learning and application because of the relevant structures 

available from the original text that language students can 

then imitate, meaning that the vocabulary that they encounter 

could then be applied immediately into their continuation 

writing. CT strongly activates a person’s content schemata as 

the story they need to continue falls in similar situational 

frames, including the setting and characters, with this being 

accompanied by a moderate activation of their linguistic 

schemata. CT force language learners to go beyond their 

familiar content and linguistic expressions, expands their 

known topics and vocabulary, and allows them to practice 

their language expression ability and creativity. 

The richness of linguistic structures in the given reading 

material also has a strong influence on the degree of IA. The 

richer the language structures that a reading material contains, 

the more abundant language structures learners are then able 

imitate and apply in their writings, meaning that a stronger IA 

(learning effect) is achieved in CT. When designing CT, we 

need to take into consideration the language features, plotting, 

and problematizing structures of the reading material. ―Rich-

ness‖ here does not equal ―complexity,‖ because, in CT, the 

linguistic complexity of the input text should not significantly 

exceed L2 learners’ production ability [13, 23]. Similar to any 

type of learning, the abundancies of the provided context, or 

the environmental affordances, need to be further processed, 

transformed, and internalized by the learner, whose agency is 

critical, similar to Miao’s [10] findings that the IA effect alone 

does not predict language learning; however, both IA and the 

agency of the language learner can. 

There are still some limitations herein, including the sam-

ple size and more comprehensive collection of data., espe-

cially that of the participants’ cognitive processes. 
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