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Introduction
According to Harari [1], one of the school's 

most important functions is to empower 
the individual to play a meaningful role 
in today's knowledge-based economy. By 
preparing their students to participate in 
an advanced, technology-based economy, 
schools play an important role in closing the 
gap between the "haves" and the "have-nots." 
Unless considerable resources are invested in 
helping schools narrow this gap, the resulting 
stratification of society may have serious 
economic and social implications.

The theoretical framework developed in 
this original distance learning project has 
since evolved into a comprehensive model 
for mediated learning that extends far beyond 
its initial context. The principles of mediation 
identified through this research have been 
successfully implemented across three very 
different educational environments over 
the past two decades, demonstrating the 
robustness and transferability of the mediated 
learning approach. This evolution from 
university-based research to diverse practical 

applications exemplifies the incremental 
accumulation of knowledge and experience that 
consolidates and extends theoretical models—
the fundamental goal of all scientific inquiry.

In our country, as in many other countries, 
talented students from weak socioeconomic 
backgrounds, especially in geographically 
isolated and underdeveloped areas, often 
remain underrepresented among university 
entrants. One of the factors contributing to 
this underrepresentation is that many of these 
students do not achieve matriculation grades 
and psychometric scores that reflect their 
high learning potential. Traditional university 
admission criteria such as minimum grade 
averages and psychometric scores therefore 
often prevent these students from entering 
university, despite their high learning potential.

University admission policies that 
inadvertently result in the underrepresentation 
of students from underdeveloped areas 
contribute to the perpetuation of the cycle 
of unemployment and weak socioeconomic 
conditions in these areas. As Giddens [2] 
points out, this cycle has numerous negative 
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This paper describes a remote learning project that enabled high school students in peripheral areas 
to participate in an introductory university course without leaving the supportive framework of their 
high schools. This project was based on the first author’s foundational work on remote learning systems 
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mediating teacher model in their own fields: However, the consistent applicability of the core mediation 
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the mediating teacher in the classroom. These mediation principles have proven essential in addressing 
contemporary educational challenges, particularly as GenAI and digital technologies reshape the 
learning landscape while highlighting the irreplaceable value of classroom-based mediating teachers 
in remote learning projects.
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implications for both the individual and society, and represents 
a potential threat to economic and social security. In order 
to break this cycle, schools in geographically isolated and 
underdeveloped areas need to equip their students with the 
knowledge, skills, and motivation they need for playing a 
meaningful role in a sophisticated, technology-based economy.

However, teachers in peripheral areas often spend much of 
their time and energy helping weaker pupils "catch up." The 
majority of the schools' resources are invested in helping students 
from culturally different backgrounds acquire the cognitive 
skills and noncognitive dispositions that represent necessary 
conditions for effective school learning. These conditions have 
been extensively documented by many researchers, including 
Feuerstein and Feuerstein [3], Perkins [4], and Tzuriel [5]. 
Schools in peripheral areas therefore often lack the resources 
to provide students with high levels of learning potential with 
the type of challenging learning environment necessary for 
maximizing their potential.

Today's advanced technological platforms and delivery 
systems have turned remote learning into an economically 
feasible means of "stretching" the walls of the classroom in 
order to "import" content expertise and supplement school 
resources. Contemporary scholars like Harari [1] emphasize 
that knowledge transfer through technological systems alone is 
insufficient: Students still need to be educated to apply higher-
order thinking skills  and develop metacognitive awareness. 
This reinforces our findings that technology cannot replace the 
essential human elements of education, particularly the face-
to-face interaction between teacher and student that provides 
emotional support and builds learner confidence.
Description of the Original Project

A "wide-funnel" admissions policy was adopted in order to 
identify students with high learning potential. The main criteria 
for participation in the project were student self-selection 
and/or teacher recommendations, instead of traditional cut-
off admission criteria such as student psychometric scores 
and levels of prior subject knowledge. These criteria allowed 
many students, who would otherwise have been excluded, to 
participate in the project, including several dyslexic students. 
However, this "wide-funnel" admissions policy also resulted 
in widely varying levels of cognitive ability and prior content 
knowledge.

The original project involved 293 students in Grades 8-10 
from 10 high schools from peripheral areas throughout the 
country who enrolled in a one-semester introductory course 
in computer science. throughout the country. Lessons were 
transmitted synchronously, once a week, by a university-based 
content expert, who worked closely with Ministry of Education 
policymakers in this university-high schools partnership.

At most of the ten schools, a computer science teacher served 
as the on-site mediating teacher in the face-to-face classroom. 
Since the university-based content expert was responsible 
for designing the instruction and 'covering the content,' 
the mediating teachers were able to engage in "customized 
coaching." This included working with each student, diagnosing 
sources of difficulties and providing motivational and 
instructional support on an individual basis. Mediating teachers 
also worked closely with Bar-Ilan’s Distance Learning Lab's 
research team, contributing valuable formative evaluation and 
practical solutions to problems that arose on-site. 
Online Collection of Student-Related Data

During each lesson, multiple criteria were used to collect data 
on each student's learning outcomes. The following features of 
the technological platform enabled us to track each student's 
progress online:

1.	 Records of students' questions and comments directed 
to the "help-desks," which operate online during each 
lesson. Content analysis of these records enabled us to 
track students in order to establish the type of assistance 
they required during the course.

2.	 Student's self-evaluation of subject content 
comprehension. Each lesson was divided into separate 
units. As the lecturer completed each unit, students were 
requested to press a "yes" or "no" button to indicate 
whether they understand the content of the unit.

3.	 Electronic scoring of each student's performance on 
multiple choice quizzes at the end of each lesson.

The above data were analysed after each lesson in order 
to establish the effectiveness of both the instructional and 
learning processes.  Tracking individual students' questions 
and comments addressed to the help-desk showed that students 
who requested explanations of basic concepts experienced 
considerable difficulty in coping with the pace of the lesson. 
These students tended to become de-motivated even though 
they could download the lesson after transmission and review 
the content at their own pace. 

In contrast, students who had prior basic knowledge of the 
subject were able to detect gaps in their subject knowledge and 
request clarification accordingly. These students were able to 
persist in the face of difficulties and maintained considerably 
high levels of motivation throughout the course.
Student's self-evaluation of subject content 
comprehension

After each unit during the lesson, the lecturer asked students 
to confirm whether they felt they understood the content of 
the unit. If less than three-quarters of the students confirmed 
comprehension of content, the lecturer would repeat the content 
of the unit instead of proceeding to the next unit. Each student's 
self-report of content comprehension during each lesson was 
compared with the actual scores he/she obtained on the quiz 
at the end of the lesson. This comparison showed that actual 
scores obtained on weekly quizzes were substantially higher 
than students' subjective evaluation of their comprehension of 
lesson content. In other words, the students were consistently 
underestimating the extent to which they understood the content 
of the unit., No significant correlation was found between 
students' objective scores and their subjective self-evaluations 
of content comprehension.
Electronic scoring on multiple choice quizzes at the end 
of each lesson

DOnline scoring produces graphs and averages that present 
an objective picture of students' learning outcomes at the end 
of each lesson, average scores obtained on weekly quizzes 
remained relatively constant throughout the course. Slight but 
statistically insignificant increases were observed in these scores 
when "learning by doing" benchmark tasks were included after 
the third lesson as permanent features of each lesson. These 
tasks will be described in the next section of this paper.

As stated previously, no correlation was found between 
students' objective scores and students' self-reports of content 
comprehension.  In the beginning of the course, students' 
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objective scores were significantly higher than their subjective 
self-evaluation of content comprehension. However, as the 
course progressed, the gap between objective scores and 
subjective self-evaluation of comprehension narrowed as the 
students became more confident in their ability to cope with the 
content.
Discussion of Original Findings

The absence of a correlation between the objective scores of the 
students and their subjective self-evaluation of comprehension 
emphasizes a central characteristic of talented students from 
weak socioeconomic backgrounds in geographically isolated 
and underdeveloped areas. When faced with a challenging 
learning environment, many of these students feel uncertain 
about their ability and tend to underestimate their acquired 
knowledge. This tendency emphasizes the importance of 
providing these students with a positive university experience in 
order to create a sense of academic self-efficacy and encourage 
academic career aspirations.

The absence of a significant correlation between the actual 
scores obtained on multiple choice quizzes and students' self-
reports of content comprehension also indicates that not all 
students were able to accurately self-monitor and evaluate their 
comprehension of content. This finding reinforces the positions 
adopted by Bransford, Brown, and Cocking [6], who maintain 
that the ability and disposition to accurately self-monitor and 
evaluate knowledge constitutes a meta-cognitive skill. Since not 
all students automatically possess this skill across content areas, 
the explicit teaching of this skill represents an important part of 
the "meta-curriculum," which, according to Perkins [4], should 
be blended with and infused into the teaching of subject matter.
Implementation of student-related findings

The above two findings helped us identify two conditions 
prerequisite for effective learning in a distance learning 
environment:

1.	 Prior knowledge of basic concepts related to the subject 
content.

2.	 Ability and disposition to accurately self-monitor and 
evaluate comprehension of content.

Since both prerequisites were identified at a relatively early 
stage of the project, we were able to feed these findings "back 
into the loop" in order to make data-based decisions on changes 
in instructional design. For example, with regard to the first 
prerequisite, all concepts that might be difficult for students 
without adequate prior content knowledge were identified in 
advance. These students could download a detailed explanation 
of the basic concepts from the course website before each lesson.

With regard to the second prerequisite, a number of 
instructional changes were instituted to help students self-
monitor and evaluate their comprehension of content more 
accurately. Firstly, a benchmark "learning by doing" task was 
built into the design of each lesson. According to Perkins [4], 
when students understand a subject they not only possess 
certain information about the subject, they can also do certain 
things with that knowledge. "Learning by doing" refers to tasks 
that require students to exercise and demonstrate understanding. 
Perkins refers to these tasks as "understanding performances" 
since these performances represent what he terms "the overt side 
of understanding." The execution of such tasks thus helped the 
students to process content and evaluate their comprehension 
of content more accurately.  The number of students who felt 
they understood the content of the unit increased from 78% in 

the third lesson to 83% in the fourth lesson and 90% in the fifth 
lesson, and remained at approximately this level.

Secondly, the completion of the unit's benchmark "learning 
by doing" task replaced self-reports of content comprehension 
as a basis of the instructional decisions. The lecturer would 
proceed to the next unit of the lesson only after a sufficiently 
high percentage of students had successfully completed 
the benchmark task. Students who still required additional 
clarification of content were directed to one of the help-desks or 
to the students' forum.
Online Collection of Teacher-Related Data

After each lesson, we used the Model for Analyzing Content of 
Interactions in a Distance Learning Environment (MACINDEL) 
to analyzed  the content of teacher-student interactions [7]. This 
instrument has an interrater reliability of r=.82* and is based 
on analytical frameworks developed by Henri [8] and Oliver 
& McLoughlin [9]. As we have described elsewhere [10], 
the instrument's coding scheme contains the following five 
categories:

1.	 Social: teacher statements that create a positive 
atmosphere and support motivational affective aspects of 
learning.

2.	 Procedural: teacher statements containing information 
regarding administrative and technical issues related to 
the lesson or course.

3.	 Expository: statements presenting knowledge content.
4.	 Explanatory: the teacher uses a question or comment 

initiated by the learner in order to explain content.
5.	 Cognitive task engagement: the teacher presents a 

question or learning task that requires learners to actively 
engage in processing the given information.

A sixth category, learning assistance interactions, was added 
to the categorization system for identifying teacher statements 
that help students cope with a high cognitive load. Examples of 
interactions classified in this category include the instructor's 
attempts to gain and maintain students' attention, as well as 
repetition and organization of content to facilitate retention.

One of the main purposes of interaction content analysis 
research is to systematically observe and categorize types of 
teacher-student interactions in order to illuminate interaction 
patterns that might otherwise be overlooked [11]. Interaction 
content analysis thus helps researchers "tease apart" the 
essential elements of the interaction, and to investigate which 
interactions correlate with positive learning and attitudinal 
outcomes. Empiric examination of interaction patterns, which 
correlate significantly with positive outcomes, facilitates 
data-based decisions on the "quality" of the interaction and 
enables researchers to supply teachers with effective formative 
evaluation.

 At the beginning of the course, no correlation was found. 
Later, the correlation became significant (r=.487*) and during 
the last part of the learning process the correlation increased 
to r=.678*. No correlations were found between the other 
categories of interactions used by the teacher. As we describe 
in the next section, this increased correlation between 
social interactions and learning assistance interactions was 
accompanied by a concomitant increase in the percentage of 
students who confirmed that they understood the content of the 
unit.
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Discussion of teacher-related findings
The category of social interactions included all non-content-

related teacher statements that support motivational-affective 
aspects of the learning process. This category includes instructors' 
attempts to increase student confidence and mediate a feeling of 
competence. For example, statements such as "Come on guys, 
this just looks complicated—when you actually start to use this, 
you will soon see that you have already mastered much more 
complicated stuff" are classified in this category. When teacher-
related findings were collated with student-related findings, a 
correlation of r=.9582* was found between the percentage of 
students who indicated that they thought they had understood 
the content of the unit and teacher's "social" interactions.

Similarly, a correlation of r=.8357* was found between the 
percentage of students who indicated that they thought they 
had understood the content of the unit and teacher's "learning 
assistance" interactions.

The significant increase in the number of students who 
confirmed that they understood content when the teacher's 
learning assistance interactions correlated with teacher's social 
interactions underlines three basic assumptions on which this 
study was based:

1.	 Non-intellective factors play a key role in determining 
the extent to which talented students fulfill their learning 
potential. The significance of a cluster of non-intellective 
traits has been identified by Terman and Oden [12] in 
their 30-year follow-up study on high-IQ persons. Their 
study clearly indicates that traits such as persistence in 
the accomplishment of ends, integration toward goals, 
self-confidence, and freedom from inferiority complexes 
differentiated between achieving and non-achieving 
persons.

Feuerstein and Tannenbaum [13] also examined the 
relationship between non-intellective dispositions and 
underachievement among students with high levels of learning 
potential.

2.	 Students in peripheral areas with high learning potential 
must be taught non-intellective dispositions, together 
with subject content. Acquisition of content alone, 
without these enabling dispositions, will not necessarily 
empower these students to maximize their full potential. 
High school students' participation in a university course 
within the framework of their own school creates a 
challenging yet supportive learning environment that 
also focuses on the acquisition of enabling dispositions. 
In our project, for example, one of the main functions of 
the on-site facilitator is to identify and prevent potential 
obstacles to effective learning. These obstacles have 
been reviewed by Tzuriel [5] and include rapid loss of 
persistence in the face of failure, interpretation of errors 
as indicative of insufficient ability and expectation of 
future failure.

3.	 In a conventional learning environment, effective 
instructors constantly use verbal and nonverbal messages 
to encourage and reassure their students that they are 
capable of learning the material. In a distance learning 
environment, students lack access to teacher's nonverbal 
expressions and gestures. According to Cookson 
and Chang [14], distance learning instructors must 
compensate students for the loss of this visual dimension. 
Our findings regarding concomitant improvements in 

students' self-evaluations of content comprehension 
when the teacher's social interactions correlate with 
learning assistance interactions reinforce this position.

Implementation of teacher-related findings
Collation of data on teacher interactions with student-related 

data enabled us to identify specific types of interactions that 
correlated with positive student outcomes. This information 
was then "fed back into the loop" in order to help the teacher 
increase usage of "social" and "learning assistance" interactions. 
The lecturer received a "map" reflecting his use of interactions 
after each lesson, together with recommendations on the types 
of interactions that should be increased or decreased.
Forty-Five Years of Implementation: Extensions 
Across Educational Contexts

The mediated learning principles identified in 1970s, as well 
as in the principal project described in this paper have since 
been implemented and adapted across many distinct educational 
contexts, including12 years of leading University-High School 
projects to teach high school level Humanities Course with 
the Ministry of Education. In this paper, we describe three 
different implementations by researchers who participated in 
the original project as doctoral students. Each implementation 
required contextual adaptations to meet the needs of different 
target populations, while maintaining the core principles of 
mediation, providing compelling evidence for the robustness 
and transferability of the mediated learning principles on which 
our programmatic research has been based over the past two 
decades. 
Implementation in English Medium Instruction (EMI) 
Contexts

Our first example of mediated learning in a higher education 
setting for university students is the work currently being done 
by the second author with English as Medium of Instruction 
(EMI) lecturers who teach their content courses in English to 
non-native English speakers. In this context, the mediating 
teacher model was adapted to help EMI lecturers address the 
dual challenge of content comprehension and English language 
barriers. The implementation revealed that EMI students face 
similar metacognitive challenges to those identified in the 
original distance learning study—specifically, difficulty in 
accurately self-monitoring their comprehension when cognitive 
load is increased by language demands. 

The EMI adaptation emphasized the three core mediation 
strategies identified across all implementations: structured 
learning-by-doing tasks that required students to demonstrate 
understanding in multiple modalities, explicit instruction in 
comprehension monitoring techniques that helped students 
distinguish between language-related and content-related 
comprehension difficulties, and enhanced social-emotional 
support that acknowledged the additional vulnerability 
students experience when learning in a non-native language. In 
addition, this implementation draws mainly from the notion of 
‘mediation’ as a mode of communication, as described in the 
Companion Volume to the 2020 Common European Framework 
of Reference for learning and teaching languages (CEFR) [15].  
Implementation in Pre-Service Teacher Training

Our second example currently takes place within a preservice 
teacher preparation program in a Teachers College, where the 
third author is applying the mediated learning model to support 
novice teachers in developing their pedagogical expertise. This 
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context highlighted the recursive nature of mediation—teacher 
candidates needed to experience mediated learning in order to 
effectively provide it to their future students. 

The teacher training implementation focused on developing 
three key competencies aligned with the original mediation 
principles: the ability to design learning-by-doing experiences 
that engage students in authentic practice, skills in teaching 
students to monitor their own learning processes and seek 
appropriate support, and capacity to provide the social-emotional 
scaffolding that builds student confidence and motivation. This 
implementation demonstrated that the mediation model could 
be successfully applied to adult learners facing the complex 
transition from student to teacher.
Implementation in a national High School Network

The third and last example of implementation involved scaling 
the mediated learning model across a national network of high 
schools, requiring adaptation for diverse student populations 
and varying resource contexts. This large-scale implementation 
by the fourth author has validated the universal applicability of 
the core mediation principles while highlighting the importance 
of local adaptation and ongoing professional development to 
teach classroom teachers the principles and strategies of the 
mediated learning model. 

The third implementation consists of a collaborative 
framework involving university-based content experts, Ministry 
of Education inspectors and policymakers, and classroom-
based facilitating teachers. Experts work with Ministry officials 
to develop curriculum content, which is then transmitted via 
digital platforms during lessons. Simultaneously, the mediating 
teacher works face-to-face in the classroom to ensure student 
comprehension and to mediate between students and the 
transmitted content.

This mediation encompasses both cognitive and motivational-
affective dimensions: ensuring all students understand the 
transmitted content while providing the emotional support and 
encouragement necessary for sustained engagement. Based on 
findings that teacher social interactions correlated with increased 
student confidence and comprehension, the AMIT Network 
developed this "learning facilitating teacher" framework that 
shifts the classroom teacher role from content deliverer to 
learning mediator.
Three Facilitation Roles

The mediating teacher operates simultaneously across three 
interconnected roles during content transmission:

Group Facilitator: Creates participatory learning experiences 
within structured processes while expert content is being 
delivered. Transforms individual students into cohesive 
learning communities through shared goals and relationship 
building around transmitted material. Maintains classroom 
dynamics that support collective engagement with university-
level content while ensuring all students remain connected to 
the learning process.

Personal Facilitator: Provides individualized space for 
students to engage independently with transmitted content while 
maintaining group connection through values-based dialogue. 
Offers personalized support to help each student process expert 
knowledge according to their learning needs. Requires coaching 
skills and ability to analyze learning management system data 
to provide targeted assistance during and after content delivery, 
ensuring no student is left behind in comprehending complex 
material.

Process Facilitator: Balances assistance with productive 
struggle as students engage with expert content, knowing 
when to intervene versus allowing constructive confusion and 
mistake-making. Uses reflective questioning to help students 
process and internalize transmitted material while facilitating 
peer collaboration around shared learning challenges. 
Coordinates expectations between university-level content 
delivery and student comprehension capacity, structuring the 
learning process to bridge the gap between expert knowledge 
and student understanding.

This framework emphasizes the essential role of the 
classroom mediating teacher in bridging expert knowledge and 
student understanding, providing both cognitive scaffolding 
and emotional support that enables students to successfully 
engage with university-level content while maintaining 
the collaborative relationship between higher education 
institutions and national educational policy makers. The three-
faceted approach ensures comprehensive support for students 
navigating the complex process of learning advanced content 
through digital transmission while benefiting from immediate, 
face-to-face mediation.

The high school network implementation emphasized the 
systematic development of teacher capacity to provide mediated 
learning experiences. Professional development focused on 
helping teachers understand their role as mediators rather than 
primarily content transmitters, developing skills in designing 
benchmark tasks that reveal student understanding, and building 
classroom environments that support both cognitive challenge 
and emotional safety.
Convergent Findings: Universal Principles of 
Mediation

Analysis of findings across all three implementation contexts 
reveals remarkable convergence around three fundamental 
mediation strategies that transcend content areas, student ages, 
and educational contexts:
Learning by Doing Through Embedded Assessment

All three implementations confirmed the critical importance 
of benchmark tasks embedded within each learning experience. 
These tasks serve multiple functions: they require students 
to actively apply their learning, moving beyond passive 
consumption; they provide students with authentic feedback 
about their understanding; and they give teachers real-time data 
about student comprehension that is more reliable than student 
self-reports.

The learning-by-doing principle proved essential across all 
contexts because it addresses the metacognitive challenges 
identified in the original study. When students must demonstrate 
their understanding through performance, they develop more 
accurate self-assessment capabilities and greater confidence in 
their abilities.
Teaching Comprehension Monitoring as a Metacognitive 
Skill

Each implementation confirmed that students across all 
educational levels struggle with accurately monitoring their 
own comprehension. This finding has particular relevance in 
contemporary educational contexts where students have access 
to GenAI tools that can provide answers without necessarily 
supporting understanding.

All three implementations emphasized explicit instruction 
in metacognitive strategies: teaching students to recognize 
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when they understand versus when they have simply received 
information, developing habits of self-questioning and 
reflection, and building skills in seeking appropriate support 
when comprehension breaks down. These metacognitive 
capabilities proved essential for independent learning across all 
contexts.
Human Connection and Emotional Support in Learning 
Environments

Perhaps most significantly, all three implementations 
confirmed the irreplaceable value of human connection in 
learning environments. Whether in distance learning, EMI 
contexts, teacher preparation, or high school networks, strong 
teacher-student relationships—characterized by emotional 
support, encouragement, and belief in student capability—were 
directly correlated with improved learning outcomes.

This finding has particular importance in current educational 
discussions about artificial intelligence and technology 
integration. While GenAI tools can provide information and 
even personalized content delivery, they cannot replicate the 
human affirmation, emotional support, and relational trust 
that enable learners to persist through challenges and develop 
confidence in their abilities.
Implications for Contemporary Education

The forty-five year journey from initial research to diverse 
implementations provides compelling evidence for fundamental 
principles about the nature of effective teaching and learning. 
Three key implications emerge for contemporary educational 
practice:
The Mediating Teacher as Essential Role

Time in face-to-face classrooms represents a zero-sum 
equation: Time that teachers spend primarily transmitting 
content is time not available for the three essential goals of 
education: teaching students how to learn and engage in higher-
order thinking, developing skills and resilience for independent 
learning, and helping students realize their learning potential.

The mediating teacher model provides a framework for 
optimizing classroom time by shifting the responsibility of 
content transmission from the classroom teacher to a university-
based content expert. This shift enables the classroom teacher 
to focus on developing students’ skills for in-depth processing, 
evaluating, and applying information, as well as for guidance 
and support. This shift becomes increasingly critical as content 
information becomes more readily accessible through GenAI 
tools and digital resources. 
Attention, Cognitive Development, and Emotional 
Support as Integrated System

Analysis across implementations reveals that effective 
mediating teachers operate through three interconnected 
components: capturing and maintaining student attention 
and engagement, building cognitive skills including memory, 
analysis, and self-regulation, and providing emotional support 
that builds confidence and capability.

These components work synergistically—cognitive 
challenges are more effectively met when students are 
emotionally supported, emotional support is more meaningful 
when students experience genuine cognitive growth, and 
both cognitive and emotional engagement depend on focused 
attention. This integrated understanding provides guidance for 
teacher preparation and professional development programs.

Mediation Principles as Transferable Framework
The successful implementation of mediation principles across 

diverse educational contexts suggests that these principles 
represent fundamental aspects of effective teaching and learning 
rather than context-specific techniques. This transferability 
provides hope for addressing educational challenges across 
different systems and populations.

The key to successful transfer appears to be maintaining 
fidelity to core principles while allowing for contextual 
adaptation. Programs that preserved the essential elements of 
learning by doing, comprehension monitoring instruction, and 
human relational support were successful regardless of content 
area or student population.
Generalizability Considerations

The original study focused on high-ability students in distance 
learning contexts, and while the subsequent implementations 
have expanded the range of contexts and populations, further 
research is needed to establish the effectiveness of mediation 
principles with students facing significant learning challenges 
or in resource-constrained environments.

Additionally, the implementations described in this paper 
occurred within supportive institutional contexts with committed 
educators. Research is needed to understand how mediation 
principles can be effectively implemented in contexts with 
limited administrative support or teacher preparation resources. 
Technology Integration and Mediation

As educational technology continues to evolve, particularly 
with the development of artificial intelligence applications, 
further research is needed to understand how mediation 
principles can be maintained and enhanced through technology 
integration. The relationship between human mediation and 
technological support requires careful investigation to optimize 
learning environments.

Future research should also examine how digital tools and 
learning analytics can support rather than replace mediation 
functions, particularly in developing student metacognitive 
capabilities and providing personalized feedback on learning 
progress.
Professional Development and Scaling

The successful implementations described in this paper 
required significant investment in professional development and 
ongoing support for educators. Research is needed to identify 
the most effective and efficient approaches to preparing teachers 
for mediating roles and supporting their development over time.

Additionally, research on scaling mediated learning 
approaches across larger educational systems would provide 
valuable guidance for policy makers and educational leaders 
seeking to implement these principles broadly.
Conclusion

This paper demonstrates how university-based theoretical 
research can evolve into practical educational solutions with 
measurable impact across diverse contexts. The twenty-
year journey from initial distance learning research to 
implementations in EMI contexts, teacher preparation, and high 
school networks illustrates the potential for educational research 
to generate lasting and transferable insights.

The convergence of findings across multiple implementations 
provides strong evidence for the universality of core mediation 
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principles. Whether students are learning computer science 
through distance education, studying content in a non-native 
language, preparing to become teachers, or attending high school 
in various contexts, they benefit from learning experiences that 
emphasize active application, explicit metacognitive instruction, 
and strong human relational support.

Perhaps most importantly, this research trajectory 
demonstrates the continuing relevance of human mediation in 
educational environments increasingly characterized by digital 
technologies and artificial intelligence. While technology can 
enhance and support learning, it cannot replace the fundamental 
human elements of education: the encouragement that builds 
confidence, the relational trust that enables risk-taking in 
learning, and the emotional support that sustains learners 
through challenges.

The mediated learning model offers a framework for 
remote learning environments that underlines the key role 
played by both the cognitive and emotional dimensions of 
learning while preparing students for success in increasingly 
complex and rapidly changing environments. As educational 
systems worldwide seek answers to questions about the role 
of technology in learning, this research provides evidence for 
maintaining focus on the irreplaceable role of the mediating 
teacher in developing students’ learning potential.

The journey from theory to practice documented in this paper 
represents more than an academic exercise—it demonstrates 
how theory-based research can generate insights that improve 
educational experiences for students across diverse contexts and 
over extended time periods. As educational challenges continue 
to evolve, the mediated learning framework provides a stable 
foundation for adaptation and innovation while maintaining 
focus on the fundamental goal of helping all students realize 
their full learning potential.
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