The Strategic Impact of Reciprocal Teaching (RT) on the Metacognitive Reading Comprehension of Arabic Language Texts among Arab Students in Israel

Abstract
This study aims to examine the strategic impact of reciprocal teaching on the metacognitive reading comprehension of Arabic language texts among seventh grade students at a school of the Arab society in Israel. The study comprised 61 students, selected according to the convenience method. The research employed the quasi-experimental method through the practical application of educational units constructed in accordance with the strategic elements of reciprocal teaching. The researchers applied a metacognitive comprehension metric via two tests, the initial and subsequent tests, carried out on two groups of students, the experimental group and the control group. The experimental group underwent a period of training before the educational units were delivered using reciprocal teaching. The control group were taught the educational units according to the customary teaching method (direct instruction).
The results showed statistically significant differences in the level of metacognitive reading comprehension between the two groups in favour of the experimental group, which was taught according to the reciprocal teaching strategy. It was confirmed that metacognitive reading comprehension levels depend upon the extent of students’ exposure to strategies and skills that give them the ability to interact with reading texts. The reciprocal teaching strategy had a clear impact on the pupils’ gaining of skills that improved their level of comprehension of the text through application of the phases of reciprocal teaching (predicting, questioning, clarifying and summarising.) 
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INTRODUCTION
Arab students suffer from very poor levels of reading comprehension in Arabic language texts (Al-Balushi & ‘Othman, 2013; ‘Ezzat, A., 2016; Al-Hashimiyah, 2015). The results of examinations held by the Ministry of Education in Israel to measure efficiency and development on a regular basis (Meitzav: National Assessment) indicate low levels of reading comprehension in the Arabic language among Arab students in Israel at various age levels, including the middle school level (NEEMA, 2016a, 2017). Assessments of language and literacy proficiency in the mother tongue (PIRLS) underscore this weakness in the reading and comprehension of reading texts (NEEMA, 2016a).
Students’ weakness in reading comprehension may be attributed to a number of factors, the most significant of these being: (1) A reliance upon traditional teaching methods that depend upon a confrontational style and the central role of the teacher, marginalising the role of the student and repressing his thinking (Al Haj, 2006). (2) A focus on teaching and testing reading comprehension at a literal level, whilst neglecting higher-order thinking (Hamza, 2014; Abdul-Bari, 2010; Majadly, 2015.). (3) In addition to the previous factors, the peculiar position of the Arabic language education system within Israel represents a further challenge.  This system is run within the context of an absence of Arab participation in higher policies relating to everything that concerns the formation of educational policies affecting Arab society. (Abu-Asbah, 2007).
Literacy teaching is intended to enable students to comprehend reading texts at diverse levels of thinking, but it is often limited to the simple skill of comprehending the text (Keen, 2002). Students may be able to read the words of a text out loud whilst they are unable to make meaning of what they read (Lubliner, 2001). So we find:
The students struggle to understand texts. Many of the students do not understand the text when analyzing [it] but rather attempt first to solve the questions by searching for a solution or clues within the text, and then copying the answer to the question from the body of the text without understanding it. (Abu-Kaf, 2013).
Since reading involves the capacity of an individual to create meanings from their interaction with a reading text (Afflerbach, 2007), reading comprehension is the cornerstone of the educational and literacy development process, broadening the student’s educational experiences and strengthening higher-order thinking. Reading comprehension reaches its zenith when students acquire metacognitive strategies through their reading of the text (Israel, 2007). This confirms the necessity of improving the level of metacognitive reading comprehension, which implies the capacity of students to assess their own understanding of the text as they read (Pressley, 2002) along with their awareness of their own thinking processes whilst reading, their ability to plan the activities that they will engage in and to monitor progress in these activities, and to evaluate their performance with regards to clear criteria (Sternberg & Williams, 2010).
Given the students’ difficulties with reading comprehension and metacognitive reading strategies, the need arises to examine the efficacy of modern strategies in metacognitive reading comprehension that improve the reader’s interaction with the text. Among those strategies is the reciprocal teaching strategy proposed by Palincsar & Brown (1984, 1986.)
1.1 Purpose of the study
This study aims to examine the impact of reciprocal teaching on metacognitive reading comprehension levels among middle school students in the Arab society in Israel in an Arabic language teaching context.
1.2 Research questions and hypotheses
The researchers judged it necessary to research the impact of the reciprocal teaching strategy on improving metacognitive reading comprehension skills among students in the post-primary age group in the light of low levels of achievement in reading comprehension in general and metacognitive reading comprehension in particular among students in the Arab society in Israel, as described in the introduction to this study. This was alongside the researchers’ own fieldwork observations concerning teachers’ focus on the literal dimension of comprehension when dealing with Arabic language texts at the expense of attention to metacognitive comprehension levels, and the interest foreign studies have shown in the reciprocal teaching strategy and its importance for developing comprehension skills in general compared with the dearth of studies in the Arabic language adopting this strategy for the improvement of metacognitive reading comprehension in particular. 
Therefore, the central question to which this study aims to respond is: What is the impact of the reciprocal teaching method on metacognitive reading levels with regards to Arabic language texts among seventh grade students in the Arab society in Israel?
The following hypotheses were established on the basis of this question:
1. There will be statistically significant differences in the levels of metacognitive reading comprehension in the experimental group between the initial test and the subsequent test, with the latter test showing improvement.
2. There will be no statistically significant differences in the levels of metacognitive reading comprehension in the control group between the initial test and the subsequent test.
3. There will be statistically significant differences in the levels of metacognitive reading comprehension between the control group and the experimental group in the subsequent test, in favour of the experimental group.
4. There will be no statistically significant differences in the levels of metacognitive reading comprehension between the control group and the experimental group in the initial test.



1.3 Significance of the study
The improvement of students’ metacognitive reading comprehension is an important educational goal, in particular in the present age, characterised as it is by the information explosion. Results that show evidence of students’ weakness in metacognitive reading comprehension make it imperative for educators and researchers to embark on a study of educational strategies to develop skills in metacognitive reading comprehension.
According to many studies, reciprocal teaching is a strategy that is effective in improving reading skills and reading comprehension at various levels, along with strengthening many outputs of the educational process  (Brown, 2015; Yen-Ju Hou, 2015; Abu-Sarhan, 2014; Harb, 2011, Spörer, N., Brunstein, J,C.; Ulf Kieschke, 2009; Alfassi, 2004; Choo, Eng & Ahmad, 2011; Rahimi & Sadeghi, 2015; Ostovar-Namaghi & Shahhosseini, 2011). 
Oczkus (2005) notes that the International Reading Association has recommended the reciprocal teaching strategy as a method for teaching reading in American schools.
The significance of the current study stems from its taking the reciprocal teaching strategy as an independent variable, and linking it to metacognitive reading strategies, of which the weakness among Arab students in Israel has been established. Because this strategy, according to researchers, is not applied in Arab schools in Israel, and not listed among the recommended modern methods of language teaching for Arab students in Israel (Linguistic Education Curriculum, 2013), the researchers hope this study will furnish Arabic language curriculum designers, Arabic language teachers and students equally with a modern strategy capable of improving reading comprehension levels in general, and metacognitive reading comprehension of texts in particular, so as help put an end to students’ weakness in metacognitive reading skills.
According to the recommendations of the middle school Arabic language curriculum (2013), the highest aims include enabling the students to interact with the text by gaining the means to permit them to understand what they read in general, and develop independent, proactive and effective self-learning skills, assess what they read, and in particular express an opinion on it. The researchers therefore employed the reciprocal teaching strategy on the grounds that it is a strategy that allows students to gain these skills and attain these goals as required by the Arabic language curriculum. It also assists in realising the concept of meaningful learning, which the educational curriculum is focused on applying (Ministry of Education, 2014). Metacognitive reading comprehension is an interactive mental process that assists in transforming the role of the student from being a passive recipient to taking on an active, leading role, whereby they analyse, interpret, create, and judge. On this basis it can be supposed that the reciprocal teaching strategy assists in realising the concept of meaningful learning (Barron & Darling-Hammond, 2014; Galili-Schechter, 2014; Vidislovsky, 2016.)

2. Theoretical framework: LITERATURE REVIEW
2.1 The multiple levels of reading comprehension:
 Reading comprehension has been defined as "the process of simultaneously extracting and constructing meaning through interaction and involvement with written language". (RAND Reading Study Group, 2002, P.11).
Based on this definition, reading comprehension may be said to comprise 3 elements: the reader, the text, and the interaction between the reader and the text.
(Sweet & Snow, 2002; RAND Reading Study Group, 2002)
Reading comprehension is the process of absorbing the literal or implicit meaning of the written or spoken material, where the primary interest of the reader lies in narrowing the gap between their existing knowledge and the information in the text (Goodman, 1994: 135). Factors concerning linguistics, knowledge, and cognition enter into the process of reading comprehension, with the aim of understanding the meaning, idea, concept or message that the writer is seeking to transmit (Al-Sartawi & Zaytun, 2009). Reading comprehension may be seen as a process by which the reader seeks to construct mental representations of the text (Lederer, 2000).
A number of categories of reading comprehension have been identified by researchers. There are those who present reading comprehension as taking place over three levels: (a) Reading in the lines, which is the foundation of comprehension, and means understanding the words, sentences and constructions; (b) the second level, which is between the lines, and concerns the search for evidence, issuing of judgements, and interpretation of results, and (c) the third level, which is beyond the lines, implying the capability to anticipate, and deduce generalisations and applications that are not stated by the writer (Callahan & Clark, 1990). Others have also attributed three levels to reading comprehension but given these levels a different nomenclature, such as (a) the literal level, (b) the interpretive level, and (c) the applied level (Strain, 1976.)  (Habibullah, 1997) defines the three levels as follows: Literal reading, interpretive reading, and creative and critical reading. Notwithstanding the multiplicity of these descriptions with regards to the number of categories of comprehension and their names, they are largely in agreement regarding the skills that are employed at each level, and the arrangement of the levels in a hierarchy whereby each level relies upon the previous one, with the success of the reader in comprehending the text at higher levels depending upon their comprehension ability at lower levels.
The categorisation upon which the current study relies is based on the approved Arabic language curriculum in Israel (2013), which defines reading comprehension as comprising four dimensions: (1) Comprehension of the literal dimension of the text and identifying information, which implies: identifying and organising explicit information, definitions, and interpretations, and recognising logical relationships such as a sequence of events in a story. (2) Interpretation and appraisal (overall comprehension), understanding the hidden meaning of the text, implying: identifying the meaning of words, expressions and ideas via their context, and forming generalisations based on the text, inferring the ideas that are not cited in the text, understanding relationships and defining them based on links in the text. (3) Assessment and criticism (beyond the text), integrating and applying thoughts and information consisting of: formulation of hypotheses, comparison and contrast of ideas, distinguishing between fact and opinion, identifying rhetorical tools, applying the ideas and information found in the text. (4) Comprehension of what is beyond the text, evaluating the content and function of the linguistic constructs, consisting of: assessing the purpose of the text, the position and style of the writer, the reliability of the information and clarity of the text, identifying the atmosphere of the text, expressing a reasoned position, and comprehending the function of linguistic constructs. (Ministry of Education, 64-66, 2013).
Metacognition is the individual’s awareness of their own thinking, in that it is thinking about thinking whilst dealing with the reading text. (Paris & Jacobs, 1984)
This concept reflects modern trends in teaching reading texts, whereby the interest of teachers and researchers has become more focused on the development of strategies whereby the pupil gains skills in interacting with the text. The processes undertaken by the reader whilst reading have gained increased importance in gathering information from a reading text. According to (Sternberg & Williams, 2010), the reader’s awareness of their thinking regarding the planning, organisation and analysis processes which they are undertaking regarding the reading text prior to, during after reading it, constitutes a process of metacognitive reading comprehension.
 (Paris & Jakobs, 1984; Garner, 1987) agree that there are three metacognitive components of reading comprehension, and they are (a) Self-monitoring, referring to the pupil’s self awareness and awareness of their own abilities in tasks in which they have more understanding than others, and their self-awareness with regards to others (comparing themselves to their classmates); (b) Planning of task parameters, a higher regulatory process meaning the cognisance of the reader of the importance of strategies and planning and using them, as though the reader asks himself prior to reading: “What do I do prior to reading the story or the essay?” This is gauged in the procedure by the grade that the pupil achieves through their performance in the second subtest measuring metacognitive reading comprehension. (c) Assessment of strategies, a regulatory process referring to the ability of the pupil to evaluate the strategies they will use in reading with the purpose of comprehension and the extent to which they are appropriate to the goal of reading. This is gauged in the procedure by the grade that the pupil attains in their performance in the third subtest of the metacognitive reading comprehension metric.



2.3 The reciprocal teaching strategy:
The reciprocal teaching strategy (Palincsar & Brown, 1984) focuses on an active partnership between the individuals in the group, which is manifested by way of discussion, dialogue, and the exchange of knowledge and expertise. The strategy is based on reciprocal questioning (Vacca, 2006) which requires interaction and cooperation both between the teacher and the students, and among the students themselves. It develops students’ ability to organise their tasks and themselves whilst obtaining comprehension of the reading text (Abdul-Bari, 2010; Spörer, Brunstein & Kieschke 2009). The strategy of reciprocal teaching comprises a set of strategies of which the aim is to teach reading and reading comprehension, and which assist the students in making them interact more with the reading text so as to understand it in depth (Hou, 2015.) Within the reciprocal teaching strategy, the teacher and the students exchange roles on four levels, with each one of these levels playing an important role in improving the metacognitive reading comprehension of reading texts (Palinscar & Brown,1984; Oczkus, 2003; Harb, 2011; al-Saliti, 2012).
a. Predicting: A strategy that presents students with the opportunity to anticipate the information, ideas and events that the text will contain prior to reading it, through scanning the text and picking out the principal and sub-headings and key sentences, along with any diagrams or illustrations and so forth, using their existing knowledge. The strategy of predicting assists the student to monitor their own reading comprehension and develop their interaction with the text, strengthening their predisposition to read.
b. Questioning: This strategy presents students with the opportunity to pose direct and inductive questions on the reading text. This means that even when they have not yet begun to read, they are oriented towards seeking the answers to those questions, and will therefore read with a certain level of focus, guiding them towards deeper understanding.
c. Clarifying: This strategy presents students with the opportunity to pick out the words and sentences that are unclear in the text, and identify its main ideas. This assists them in constructing meanings from the reading text, and encourages them to use higher-order mental processes. In this way, reading is regarded as a problem solving activity.
d. Summarising: This strategy presents students with the opportunity to define the main ideas of the text and gloss over unimportant details, expressing what they have understood in their own personal style and words, in order to arrive at the heart of the subject. This level is an indicator of the students’ complete understanding of the text.
The above strategies and phases are achieved using the four elements upon which reciprocal teaching relies, i.e. participation, modelling, effectiveness, and constructivism (Lederer, 2004; OczKuz, 2003).
3. METHODOLOGY
3.1 Participants
The research group consisted of all the students in the seventh grade at middle school level in a city coming under the Arab education authority in Israel, during the school year 2016-2017. They numbered 164 students, over 5 classes. The active sample represented 61 students over two classes at the same level of attainment, and they were selected using the convenience method: the control group consisting of 29 students (47.5%), with 15 female students and 14 male, and the experimental group consisting of 32 students (52.5%) with 22 female students and 10 male.
3.2 Research instruments
The researchers employed the metacognitive reading comprehension metric (Swanson, H. Lee & Trahan, M. 1996), arabised by (Ibrahim & Al Sawy, 2003). The researchers drafted measurement passages with 4 response phrases, among which the student chose that which they saw as most suitable. The test was made up of 20 passages measuring 3 components of metacognitive reading comprehension, as follows:
1. Self-monitoring: Tested in passages 4,7, 8 and 10. 
2. Planning of task parameters: Tested in passages 2, 3, 5, 6, 9, 11, 15, 20.
3. Assessment of strategy: Tested in passages 1, 12, 13, 14, 16, 17, 18, 19.
3.3 Procedures/Measures
In order to achieve the aims of the study, the researchers used the quasi-experimental method to examine the causal relationship between the independent variable (the reciprocal teaching method) and the dependent variable (the level of metacognitive reading comprehension). To start with, two groups of seventh grade students were selected: the control group, which was taught via traditional methods (direct instruction) and the second group, the experimental group, which was taught according to the reciprocal teaching strategy. In order to examine the difference between the two groups, the metacognitive reading comprehension metric was employed for the initial and the subsequent test of both groups. The students were to receive three teaching units in accordance with the model of teaching units on the Computerised Pedagogy Site of the Ministry of Education (Ministry of Education, Computerised Pedagogy Site), keeping in mind the general and higher aims of the Arabic language curriculum (2013). In the second phase, the researchers trained the experimental group in how to apply the reciprocal teaching method, and its four aspects, with three sessions per week for one month beginning from the end of November in the 2016/2017 school year until the end of December (the end of the first term), by which time the total number of sessions in this phase was 12. Then came the phase of practical application of the units; at the beginning of the second term of the 2016/2017 school year the researchers delivered the educational units “Haifa and the seagull,” “A tsunami shakes the car industry in Japan,” and “The monkey and the turtle” using the four aspects of the reciprocal teaching strategy (prediction, clarification, questioning, summarising), to the experimental group over a period of 6 weeks at a rate of 3 sessions per week. The control group were taught the same educational units over the same time period using the usual teaching methods (direct instruction). Following the delivery of all of the units, the researchers employed the metacognitive reading comprehension metric in the subsequent test to compare the results before and after the teaching on the level of metacognitive reading comprehension between the control and experimental groups.
The psychometric characteristics of the study instrument were examined to determine the acceptability and validity of the research metric, and the reliability of the tool established according to consistency. The reliability coefficient was assessed using the Crohnbach Alpha method (the value of the reliability coefficient being 10.7).
The diagram below illustrates the research process:
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4. RESEARCH FINDINGS
First hypothesis: A statistically significant difference at a significance level of (0.05≥ α) would be present in the experimental group on the level of metacognitive reading comprehension between the initial test and the subsequent test, in favour of the subsequent test. To test the hypothesis, the t-test for independent groups was carried out and the means and standard deviations of the two research groups were calculated (see Table 4).
Table 4
Means and standard deviations, t-value and statistical significance in metacognitive reading comprehension in the experimental group, between the initial test and the subsequent test, in favour of the subsequent test 
	Significance level
	t value
	Achievement in subsequent test N=32

	Achievement in initial test N=32

	Variables

	
	
	Means
	Standard
deviation
	Means
	Standard deviation 
	

	0.00
	-3.314
	19.6250
	1.07012
	18.4375
	1.72154
	Self-monitoring

	[bookmark: _Hlk278302754]0.00
	-2.380
	25.3438
	2.00980
	23.9063
	2.76335
	Planning

	0.00
	-2.923
	27.6250
	2.19604
	25.7188
	2.96468
	Strategic assessment

	0.00
	-4.224
	65.6250
	3.55373
	60.9375
	5.17399
	Student achievement


Table (4) indicates the presence of a statistically significant difference in levels of metacognitive reading comprehension in the experimental group between the initial and subsequent test, in favour of the subsequent test, with t = (4.224) and P=<0.050 00, with the average student achievement in the initial test being (SD=5.17399, M=60.93), and the average student achievement in the subsequent test (SD=3.55373, M=65.62). These are the differences between the level of metacognitive reading comprehension in the experimental group between the initial and subsequent tests, in favour of the subsequent test.
Second hypothesis: There would be no statistically significant difference at a significance level (0.05≥ α) in the level of metacognitive reading comprehension in the control group between the initial and subsequent test. To test the hypothesis, the t-test for independent groups was carried out and the means and standard deviations of the two research groups were calculated (see Table 5).
Table 5
Means and standard deviations, t-value and statistical significance in metacognitive reading comprehension in the control group between the initial test and the subsequent test 
	Significance level
	t value
	Achievement in subsequent test N=29

	Achievement in initial test N=29

	Variables

	
	
	Means
	Standard
deviation
	Means
	Standard deviation 
	

	.182
	1.351
	18.0345
	1.84164
	1.65348
	18.6552
	Self-monitoring

	.344
	.954
	22.4483
	3.31217
	3.56675
	23.3103
	Planning

	.390
	.866
	26.4828
	3.32330
	2.71331
	27.1724
	Strategic assessment

	.154
	1.446
	59.7931
	6.52675
	4.99285
	62.0000
	Student achievement


Table (5) shows the absence of any statistically significant difference in the level of metacognitive reading comprehension in the control group between the initial and subsequent tests, with t = (1.446) and P=<0.050 15, the average student achievement in the initial test being (SD=4.99285, M=62), and the average student achievement in the subsequent test being (SD=6.52675, M=59.7). 
Third hypothesis: A statistically significant difference at a significance level of (0.05≥ α) would be present on the level of metacognitive reading comprehension between the control group and the experimental group in the subsequent test, in favour of the experimental group. To test the hypothesis, the t-test for independent groups was carried out and the means and standard deviations of the two research groups were calculated (see Table 6).
Table 6
Means and standard deviations, t-value and statistical significance in metacognitive reading comprehension between the control group and the experimental group in the subsequent test in favour of the experimental group
	Significance level
	t value
	Experimental group N=32

	Control group N=29

	Variables

	
	
	Means
	Standard
deviation
	Means
	Standard deviation 
	

	0.00
	-4.172
	1.07012
	19.6250
	1.84164
	18.0345
	Self-monitoring

	0.00
	-4.172
	2.00980
	25.3438
	3.31217
	22.4483
	Planning

	0.00
	-2.598
	2.19604
	27.6250
	3.32330
	26.4828
	Strategic assessment

	0.00
	-4.390
	3.55373
	65.6250
	6.52675
	59.7931
	Student achievement


Table (6) shows a statistically significant difference in the level of metacognitive reading comprehension between the control group and the experimental group in the subsequent test in favour of the experimental group, with t = (4.390) and P=<0.050 00, the average student achievement in the control group being (SD=6.52675, M=59.7931), and the average student achievement in the experimental group being (SD=3.55373, M=65.6250). This is the difference in the level of metacognitive reading comprehension in the experimental group between the control group and the experimental group in the subsequent test, in favour of the experimental group.
Fourth hypothesis: There would be no a statistically significant difference at a significance level of (0.05≥ α) on the level of metacognitive reading comprehension between the control group and the experimental group in the initial test. To test the hypothesis, the t-test for independent groups was carried out and the means and standard deviations of the two research groups were calculated (see Table 7).
Table 7
Means and standard deviations, t-value and statistical significance in metacognitive reading comprehension between the control group and the experimental group in the initial test 
	Significance level
	t value
	Experimental group N=32

	Control group N=29

	Variables

	
	
	Means
	Standard
deviation
	Means
	Standard deviation 
	

	0.617
	0.502
	1.72154
	18.4375
	1.84164
	18.0345
	Self-monitoring

	0.466
	-0.733
	2.76335
	23.9063
	3.31217
	22.4483
	Planning

	0.061
	1.991
	2.96468
	25.7188
	3.32330
	26.4828
	Strategic assessment

	0.419
	0.814
	5.17399
	60.9375
	6.52675
	59.7931
	Student achievement


Table (7) shows the absence of any statistically significant difference in the level of metacognitive reading comprehension between the control group and the experimental group in the initial test, with t = (4.419) and P=<0.050 00, the average student achievement in the control group being (SD=6.52675, M=59.7931), and the average student achievement in the experimental group being (SD=5.17399, M=60.9375). 
5. DISCUSSION OF THE FINDINGS
This study aimed to test the impact of the reciprocal teaching strategy on metacognitive reading comprehension levels in the Arabic language among Arab students in Israel.
First hypothesis: The results of the variance analysis showed the presence of a statistically significant difference at a significance level of (0.05≥ α) between the arithmetic averages of achievement levels in the performance of individuals taking part in the study in metacognitive reading comprehension, attributed to the variable of the teaching strategy (the reciprocal teaching strategy vs. customary teaching (direct instruction)), in favour of the performance of the experimental group which was taught using the reciprocal teaching strategy. The effectiveness of the strategy in improving the level of metacognitive reading comprehension may be inferred from these results. The researchers attribute the superiority of the experimental group to the reciprocal teaching strategy’s style, activities, and interactive attitudes, encouraging and motivating the students to call upon their prior knowledge through developing expectations and predictions concerning the information contained in the reading text, in addition to the sub-strategies of reciprocal teaching (prediction, questioning, clarifying, and summarising.) Their success was based on the presentation of the sub-strategies and skills and their behavioural indicators, along with the presence of a set of exercises and development activities that lead to the increased motivation of the pupils and their sense of responsibility and engagement with the teaching-learning activities, so they became more active in the classroom, escaping from the tedium of routine. This excited their interest and developed their thinking with regards to distinguishing between facts and opinions, and discussing the principal ideas of the text, linking causes to results so as to achieve fruitful and meaningful learning, with the students encouraged to reconstruct the text, and exchange ideas on it with the teacher and the other students.
The reciprocal teaching strategy succeeded in motivating the teacher and enlivening their role in modelling and offering support and direction whilst playing the role of the expert learner, in comparison with the control group who were taught according to the accustomed teaching style (direct instruction), in which the role of the teacher is to dictate rather than guide. This meant that the pupils in the experimental group surpassed them in metacognitive reading comprehension levels. Likewise, the frequent feedback received by the students from the teacher in class had a positive impact on improving their metacognitive reading comprehension skills. The researchers attributed this result to the process of interaction between the linguistic context of the text and the mental context of the student. The prediction strategy worked to activate prior experience, calling upon existing knowledge, and the questioning strategy used by the pupils revealed their understanding of what they were reading. In addition to this the various activities included in the strategy led to an increase in class interaction, the exchange of ideas, and the discussion of opinions, and this encouraged students to put forward their ideas and express their views with courage in an active classroom environment characterised by mutual respect, involving listening to different perspectives, and balancing, comparing and weighing them. This led to an improvement in their thinking and a development in their linguistic learning.
This result accords with the results of previous studies using the reciprocal teaching strategy as an independent variable, including:
(Yen-Ju Hou, 2015; Abu-Sarhan, 2014; Harb, 2011, Spörer, N., Brunstein, J,C.; Ulf Kieschke, 2009; Alfassi, 2004).
Second hypothesis: The results showed the absence of a statistically significant difference in metacognitive reading levels within the control group between the initial and subsequent test. This may be attributed to the nature and model of the teaching, and the teaching methods in common use in the educational process in Arab schools in Israel.
Some studies in the field of metacognitive thinking have shown that teachers support metacognitive thinking and try to develop metacognitive thinking skills among their students, but they are unsuccessful in following the teaching strategies to ensure it, via which their students could gain metacognitive thinking skills. In a study carried out in Israel on teacher behaviour and students’ gaining of higher level thinking skills in the sciences, it was shown that the teachers lacked the teaching methods that would allow their students to gain knowledge by employing metacognitive thinking and applying higher-order thinking skills. The majority of teachers professed that they saw teaching that developed the higher-level thinking skills of their students as the most effective method and the ideal, yet they did not apply any teaching method or style that developed higher-level thinking skills or metacognitive thinking among their students (Weinberger & Zohar, 2005).
Third hypothesis: The results showed the presence of a statistically significant difference in metacognitive reading comprehension levels between the control group and the experimental group in the subsequent test, in favour of the experimental group. This result may be explained by the contribution of the reciprocal teaching strategy in bringing about interactive class activities, enlivening the students, and motivating them to put forward their ideas and express their opinions, discussing different perspectives. This helped to develop the level of their metacognitive reading comprehension. The result of this hypothesis was in keeping with the study of (Alfassi, 2004) which compared the reciprocal teaching strategy and the customary teaching style (direct instruction), and found that the students who used the reciprocal teaching strategy obtained skills that improved the level of their understanding of the reading text and their assimilation of it. The students in the experimental group came to master the skill of summarising and linking between ideas and identifying the central ones in the text, in accordance with the results of the present hypothesis.
Fourth hypothesis: The results of this hypothesis showed the absence of statistically significant differences in metacognitive thinking levels between the control group and the experimental group in the initial test. The researcher attributes the result to the equivalence of the two groups regarding the level of metacognitive reading comprehension due to the absence of any strategy of metacognitive reading comprehension used in teaching texts, noting that the commonly followed strategies used in teaching are customary teaching methods such as the confrontational or direct methods, or dialogue between the teacher and student. They are strategies based on prompting, which do not leave any space for the development of metacognitive thinking, whereby the pupil learns the content and the information is transmitted to him, and then the teacher assesses the pupils via quizzing, which is not held to be a reliable means of assessment due to its many negative effects. The reciprocal teaching method, however, relies upon motivating the student, activating their existing knowledge and linking it to the information present in the text, exercising their thinking through posing questions and discussing ideas, sentences, expressions and difficult vocabulary so as to assist them in their transformation from passive readers to active readers, interacting with the reading text.
6. Recommendations
[bookmark: _GoBack]It may be inferred from the presentation and discussion of the results that metacognitive reading comprehension levels depend on the extent to which the students are exposed to strategies and skills that furnish them with the capability to interact with the reading text. The reciprocal teaching strategy had a clear effect on the students’ gaining skills to improve their level of comprehension of the text through applying the various phases of reciprocal teaching (prediction, questioning, clarification, summarising.) In light of these results, the researchers would like to attract the attention of those engaged in formulating Arabic language curricula to the strategic importance of reciprocal teaching, and for it to be adopted for Arabic language teaching. It is also recommended to include the reciprocal teaching strategy in teacher training programmes, as its effectiveness will be greater if the teacher has assimilated it prior to their students. It is also recommended to hold workshops to train Arabic language teachers in application of the reciprocal teaching strategy to improve their capabilities, especially in teaching reading texts, both functional and literary, as well as carrying out further studies on the impact of the reciprocal teaching strategy on different sample groups, linking its impact and effectiveness to promoting this trend in Arabic language teaching. 
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