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Abstract 

  This quasi- experimental mixed- methods study investigated the impact of 

using Reciprocal Teaching strategies on the students’ achievement in reading comprehension, 

students attaining of reading skills and their attitudes towards learning by Reciprocal 

Teaching in a cooperative group context. Intergroup relationships, interactions and their 

evolvements over the period of teaching were investigated, as well.  The participants in this 

study were 165 of the 11
th

 grade female students, distributed into two groups: Reciprocal 

(Experimental = 84 students) and Non- Reciprocal (Control = 81 students). The experimental 

group received explicit instruction of RT strategies for two weeks prior the real teaching 

began. Then, they were distributed into heterogeneous groups of four based on their results in 

a diagnostic comprehension test. Each group included a Predictor, Clarifier, Questioner and 

Summarizer who worked cooperatively to apply the RT strategies to the reading texts for 

three months period.  

Four quantitative and qualitative instruments were used to collect the data of the 

study. A pre/post test in reading comprehension was conducted for both groups to investigate 

students’ reading achievement prior and post the teaching, in addition to five school tests to 

notice the change in performance along the period of teaching. Comprehension skills and 

attitudes of the Reciprocal group were revealed via a questionnaire. Finally, the group work 

context and the intergroup relationships were observed through the teacher’s journal.  

The results revealed a significant difference between the experimental and the control 

groups in the post‐test scores in favour of the experimental. It also showed that the effect size 

of RT on developing the high- order thinking skills was bigger than the effect size on the 

low-order thinking skills in the experimental group. The results of the five school tests 

revealed a difference in favour of the experimental group in the fifth test. However, the 

differences did not reach statistical significance in the four precedent tests. Moreover, the 
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results showed that the two groups were progressing in their performance in reading 

comprehension along the period of teaching. The descriptive statistics of the questionnaire 

responses indicated that the experimental group has highly resorted to the reading strategies 

in their reading as a result of learning using RT.  They also showed that students have 

developed positive attitudes towards using RT in a cooperative context.   

The qualitative data were used to triangulate with the quantitative ones. The thematic 

analysis of the teacher’s journal revealed that the experimental group’ subjects were 

developing positive learning values towards learning reading comprehension in 

heterogeneous cooperative groups. The analysis yielded six major themes that indicated that 

values such as cooperation and the group’s interdependency had reinforced the positive 

learning behaviors and increased the strategic practices of the students specially the low 

achievers. The study concluded that reciprocal teaching was a successful method for teaching 

reading comprehension. It has the potential to skill students with the metacognitive skills 

necessary to enhance reading with understanding, upgrade their reading skills and improve 

their attitudes towards reading. However, the intervention duration is a sensitive factor for the 

success of RT. Pedagogical implications and recommendations of the study were also 

discussed. 
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 الملخص

ة هدفت هذه الدراسة الى تدريب طالبات الصف الحادي عشر على استخدام استراتيجيات التعليم التباادل  لتيياير عمليا          

اساتراتيجيات التعلايم التباادل  علاى تحصايا التالباات فا   ااد           بحثت الدراسة  أثر استخدام فهم المقروء باللغة االنجليزية. 

االستيعاب. كما بحثت الدراسة أثر التريقة على  هارات القراء  الت  اكتيبهتها التالباات و تجههااتهن نحاج هاذا الماج   ان       

 ان طالباات الحاادي عشار     طالباة   561التعلم   ع انتهاء فتر  التدخا. اتبعت الدراسة الممهج شبه التجريبا  ييات تام تج ياع     

طالبااةو. تلقاات المجمجعااة  45طالبااةو و رياار تبادليااة )الوااابتة وتياااوي  84) التجريبيااة وعااددها  الااى  جمااجعتين: تبادليااة

التجريبية تدريبا على استخدام استراتيجيات التعلم التبادل  لمد  اسبجعين قبا بادء التميياذ اليعلا  للتادريع. بعاد التادريب  تام        

جعة التجريبية على  جمجعات رير  تجانية  ضمت كاا واياد  ارباع طالباات بمااء علاى نتاا جهن فا  ا تحاا           تج يع المجم

وبهذا ضمت كا  جمجعاة ارباع طالباات يا دين اردوار ارربعاة للاتعلم التباادل  ئالمتمبا ئ            تشخيص  ف   اد  االستيعاب.

تتبيق استراتيجيات التعليم التباادل  أثمااء تمااول نصاج      يعملج  بصجر  تعاونية ل ئالمييرئ   ئالمتياءلئ و ئ الملخصئ 

القراء    ليتار  اساتمرت ثةثاة شاهجر. تام هماع بياناات الدراساة باساتخدام عاد  أدوات : اساتخد ت الدراساة ا تحاانين قبلا                

اال تحاا  الاى    اهاذ  تام تيمياد أسا لة    وبعدي لقياس اليرق بين  تحصيا التالبات ف  المجمجعتين قباا وبعاد التادريع التباادل .    

أسا لة تقاايع  هاارات ةهميااة علياا وأخاارا تقايع  هااارات ةهميااة دنياا لمعرفااة أثار الااتعلم فا  كااة المجاالين . كمااا اسااتخد ت         

طجال فتر  التدخا. اضافة الى ةلا،  تام تصاميم     لتالباتحر ه اتالدراسة خمع  ا تحانات  درسية كأدا  لرصد التقدم الذي 

كماا هادفت الاى      رات القراء  الت  استتاعت التالبات اكتياابها نتيجاة التادريب االساتراتيج       استبانة هدفت الى  عرفة  ها

كشف تجههات التلبة نحج تعلم القراء  ف  سياق تبادل  تعاون . وأخيرا  تم استخدام دفتار يج ياات المعلماة لمةيساة ساياق      

 التعلم ف   جمجعات والعةقات على صعيد المجمجعة.

علاى وهاجد فاروق دالاة باين       التحلياا االيصاا     نتاا ج لمختلتاة لتحلياا  بياناات الدراساة. دلات      رق التحلياا ا تم تتبيق ط    

المجمجعتين التجريبية والوابتة لصالح التجريبياة.  كماا دلات المتاا ج علاى أ  يجام االثار للتعايلم التباادل  علاى المهاارات            

ة الدنيا ف  ةات اال تحاا . دلات نتاا ج اال تحاناات المدرساية الخماع       الذهمية العليا كا  أكبر  ن يجمه على المهارات الذهمي

المتااا ج ا  كااة المجمااجعتين  لاا، أشااارتةالااى وهااجد فاارق دال بااين المجمااجعتين فاا  اال تحااا  الخااا ع فقاا . بااالررم  اان   

لتالباات علاى   تقد ا ف  االداء ف   جضج  فهم المقاروء طاجال فتار  التادريع. وأشاار التحلياا الجصاي  اهاباات ا         اير ت

االستبانة أ  المجمجعة التجريبية قد لجأت الى ياد كبيار الاى اساتخدام اساتراتيجيات القاراء  أثمااء تمااول المصاج  وعازت           

اسااتراتيجيات نجاااا التلبااة فاا  اسااتخدام  ةلاا، الااى تعلاام اسااتراتيجيات الااتعلم التبااادل . كمااا اشااارت التحلاايةت الجصاايية الااى 

 وهجد تجههات ايجابية لدا التلبة نحج التعلم التبادل  ف  سياق تعاون . ضافة  الى تمجعة اثماء القراء    باال

افاار  التحليااا المجاضاايع  لاادفتر يج يااات المعلمااة عاان وهااجد ساات افاااار ر ييااية سااادت سااياق العمااا فاا              كيييااا         

تياااعةت بياامهم. وأ هاارت هااذه المجمجعاات وفياارت العةقااات التاا  سااادت بااين افااراد  جمجعااات التعلاايم التبااادل  وشاااا ال 

التحلاايةت ا   جاضاايعا  ثااا التعاااو  والمياا لية الجماعيااة قااد عااز ت ساالجكيات الااتعلم االيجابيااة و ادت  اان الممارسااات     

االستراتيجية لدا التالبات  خصجصا ضعييات التحصيا.قد ت الدراسة دلية على قدر  التعليم التبادل  على إكياب التلبة 

كما استمتجت الدراسة ا  طجل فتار  التادخا يعتبار عاا ة يياساا  فا         همية الة  ة لتحيين فهم المقروء .المهارات فجق الذ

 إنجاا التعلم التبادل . وبماء على ةل،  خرهت الدراسة ببعض الموا ين التربجية والتجصيات.
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Chapter One 

Theoretical Framework and the Research Problem 

Introduction  

Reading is a key skill to gain knowledge and awareness. In fact, reading is not only a 

skill. It is more a process through which people develop. The more one reads, the more 

he/she will learn about a topic, develop perception and make connections to the world. 

Reading at school life is specifically fundamental. Students at school are exposed to different 

types of knowledge, from several sources of information. Therefore, students need to process 

and understand what they read to produce meaning. The centrality of reading comprehension 

(RC) also arises from being a prerequisite for success in all school subjects. In fact, reading 

ability is considered as reference to how smart the student is, since students who are good at 

reading are usually good at wide variety of school tasks (Cohen & Lotan,2014). However, 

building understanding of any text is the crux whether reading has added to the reader’s 

knowledge and experience or not. Comprehending a text involves more than the ability to 

spell correctly or decode words. It involves students’ ability to understand, build 

representations and explanations of what they read (Gomez & López, 2012). For reading 

comprehension to take place, several operations such as cognition, reasoning and critical 

thinking need to be called (Komariah, Ramadhona, & Silviyanti, 2015). Most definitions of 

RC have depicted reading as an interaction between the reader and the text, which definitely 

requires the reader to code and interpret what is read in the light of her/his previous 

knowledge (Tarchi, 2010; Wijayatiningsih, 2013).  

The previous brief viewed reading comprehension as complex process which requires 

the lexical, cognitive and social skills to attend in order to construct the meaning of the text. 

That may justify why students face difficulties in RC. Students in many occasions at school, 

read aloud fluently. However, they are unable to tell the meaning of what they read (Lubliner, 
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2002). Students in general encounter challenges in reading with meaning (National Reading 

Panel, 2000). The percent of the struggling readers in the high school context have reached 

about 70% in the USA. (Ness, 2016) 

The problem of RC is a world-wide educational issue and it is not only restricted to 

reading in a foreign language. However, when reading in English as a non- native language, 

the challenge of comprehension gets worse. Students resort to poor reading habits such as 

translation into the mother tongue or depending on the teacher to do the thinking process 

instead of them (Jom’a, 2013;Raslie, Mikeng & Ting,2015). 

Focusing on the product of reading, rather than the process itself is considered a key 

reason why students lack the abilities to apply the metacognition skills while reading 

(Komariah, et.al, 2015). The educational policies in general relate achievement only to the 

grades which students get at school. These force both students and teachers to follow poor 

habits in reading, which only hit the product of teaching reading. Therefore, struggling 

readers at high schools may pass the tests and join colleges, but still they take their poor 

reading with them to universities and the problem continues (Gruenbaum, 2012). 

Research into RC has emphasized the need for more strategy teaching to assist 

learners read with understanding. Yet, it seems that the efforts in teaching strategic reading 

are still modest, and the National Reading Panel [NPR] (2000) has explained that RC was 

only brought into research in the last thirty years. In addition, teachers still almost focus on 

main ideas, retrieving facts and shallow understanding of the content. Obviously, 

comprehension involves other important skills, such as reading for details and main ideas, 

building clear mental representations of the ideas and understanding the text’s purpose. 

Moreover, the research into RC has recommended that students need assistance to 

develop effective reading habits. When students are being taught a reading strategy, and they 

find that the strategy has helped them understand, it would be unforgettable tool, which 

would facilitate their reading for life (Wagar, 2008). 
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 Among the variety of social learning approaches of reading, which utilize strategy 

teaching for enhancing comprehension, Reciprocal Teaching (RT) comes to the view. The 

method depicts the classroom as context for teaching reading comprehension on the basis of 

strategy – teaching. It is a technique for enhancing and monitoring understanding that puts 

great emphasis on the process of reading rather than the reading final product (Komariah, 

et.al, 2015). Palincsar & Brown (1984) suggested teaching four strategies of reading: 

predicting, questioning, clarifying and summarizing. They have asserted that these specific 

strategies were purposely selected among the wide variety of techniques because they 

function on two folds: fostering understanding and monitoring understanding. Students better 

understand the text via negotiating the meaning. Additionally, they can monitor their level of 

understanding after a while of a systematic practice.  

Teachers and educators now seek to re-think the traditional processes of teaching RC 

and replace the conventional reading methods with more strategy-based, context- supportive 

methods. Moreover, there is still a need to study the impact of strategy-based reading on 

students’ achievement, particularly in English as a foreign language (EFL) context. More 

instructional efforts are needed to explore the most suitable strategy that serves learning EFL 

and supports the learning of the struggling readers. (Wagar, 2008).  

 The current study was an attempt to teach RC through the use of RT strategies. These 

metacognitive strategies were explicitly taught to the eleventh grade students to facilitate 

reading comprehension. The study also investigated the impact of RT use on student’s 

achievement in reading comprehension and explored the students’ attitudes towards learning 

reading using RT as a teaching method. The group work context was also observed by the 

researcher. 

Theoretical Framework 

Reciprocal Teaching (RT) and Cooperative Language Learning Approach (CLL) 

underpinned the theoretical framework of this study. Both methods are guided with the vision 
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and philosophy of the Social Constructivism. The three methods share the paradigm’s 

consensus that learning in socially and culturally embedded context, fosters students learning, 

shapes their awareness about their learning and enhances their performances. In non- English 

speaking environments, reading is the main stimuli most learners use to interact with the 

target language. Under the constructivist spectrum, educators and teachers’ role is to help 

learners comprehend and process what they read  and train them to use strategies for making 

meaning out of reading (Leanne, 2003; Palincsar & Brown, 1984).  Constructivism attributes 

learning development to its construction, on the one hand, and its social context on the other. 

RT works on fostering the aware application of the reading strategies and monitoring the 

occurrence of understanding. To identify the cognitive and metacognitive processes set into 

work in such social, cooperative setting, and how they work to serve learning reading 

comprehension, it was necessary to review the philosophical and theoretical foundations of 

these methods. This chapter considers the relationship between these theories and how they 

interact to facilitate learning. Reading comprehension and its significance to students’ success 

and progress is also be highlighted. In addition, the factors which support and improve 

reading comprehension are reviewed. More specifically, the chapter pursues the foundations 

of “strategy” concept and the strategies which are operated while meaningful reading.  

Social Constructivism 

       Reciprocal Teaching and Cooperative Learning Approaches strike their roots in the 

social constructivist theory by Vygotsky. As the name implies social constructivism stands 

for constructing learning in a social interactive context. The theory of social constructivism 

represents learning and development as inherent concepts; learning leads to development and 

vice versa. This orientation left no space for the assumption that development is the natural 

result of maturation. On the contrary, Vygotsky assumed that the learners’ advance in 

education with the guidance of matures (teachers), and learning is facilitated through the 

social interactive means. Vygotsky viewed language as a social tool that enhances one’s 
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cognitive abilities. When the learners use language to make dialogues, they socially interact 

and debate for what makes meaning for them. They also use it to think aloud in a try to 

regulate their thinking. As a result, the social interaction leads to their cognitive growth 

(Mishra, 2013). 

According to the social constructivism, cognition grows and regulates itself through 

the “meaningful learning”. The concept suggests that interacting with the teacher and peers 

fosters the chance in filing their comprehension gaps and actuating their cognitive processes 

(Cohen & Lotan, 2014). That supports the belief that students learn better when they are 

actively engaged in the learning process. On account of that, social constructivism is an 

interactive, student- focused approach which considers students’ needs and their current 

abilities before prompting them into the task (Wagar, 2008). In this type of instructional 

setting, two main factors are considered critical to the learning outcomes: the construction of 

teaching and the social context that nurtures the process of interaction. The instructional 

implication of such context suggests that the purposely administered interaction is a key 

condition under which reading can be effective. Further, it implies that learning is facilitated 

when students learn in a social active context, with the guidance and support of a more 

knowledgeable person.  

Vygotsky believed that the internal developmental processes are stimulated and called 

into action only when the student is interacting with teacher and cooperating with peers 

(Cohen & Lotan, 2014). The type of interaction promoted by the social constructivists is 

based on two main concepts: scaffolding and the zone of proximal development (Wagar, 

2008). When learners encounter new complexities in their learning that need to be tackled, 

the teacher guides, monitors and scaffolds their current level of capacity to help them reach 

the desired optimal development in their learning and reach the new level of knowledge they 

are striving to reach. This distance between what learners already know and what they are 

striving to learn is called the zone of proximal development ZPD (Dolya, 2009). The 
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designing of such socially constructive setting enables the teacher “helps the students become 

more aware of themselves as learners who actively monitor their learning strategies and 

resources and assess their readiness for particular tests and performances”(Bransford, Brown, 

Cocking, 2001, p. 67).   

The theory, in this context, has assumed a central role for the teacher in designing the 

settings of learning, the tasks and scaffolds which serve the natural development of the 

learners’ abilities. That suggests designing reading activities which activate strategy –use and 

encourage negotiating meaning for full comprehension. Learners make sense of what they 

read through making connections between their previous knowledge and the newly taught 

one. Designing strategic reading activities serves making these connections and facilitates 

acquiring the new knowledge. Newman & Holzman (1993) explained that meaning- making, 

according to the developmental process of Vygotsky, is only possible through the social 

process of interaction including speaking a verbal behavior (external monologue). Language 

takes the form of social representations that is fostered through repetition and becomes 

internalized and normal to be used in making meaningful language. Communicative 

monologue becomes by the time internalized as thoughts and ideas that are externalized again 

as soon as learners face something that needs explanation or difficult to understand. Students 

externalize their thoughts through “thinking aloud” and negotiating the meaning (Dolya, 

2009). The teacher’s role, from this point of view, is not simply to respond to the questions of 

the learners as much as providing them with tools to discover the answers and to guide their 

research process through modelling, scaffolding, and taking turns with students to help them 

to externalize the mental events in a collaborative context (Bransford et al., 2001). The 

pedagogical possibility of learning in that sense, assumes teaching reading a social action that 

promotes thinking while learning, leans on the learners’ cooperation to construct the 

knowledge through making meaning, and fostering each other’s understanding (Ojo, 2015). 

Reciprocal teaching premises that the distance between the students’ current level of 
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comprehension and the upper levels of competence can be achieved through the collaborative 

action of an expert knowledgeable teacher and the internalization of the reading strategies 

that promote understanding. (Brown, 1992)  

Reading Comprehension (RC) 

Reading is considered a key condition for learning at schools. It’s the only mutual 

skill that all school subjects share. Therefore, teaching reading is seen as every teacher’s craft 

and not just the language teacher’s duty. This is considered the way to comprehension and 

building information across all levels of education (Afrizatama, 2016).When students develop 

good reading skills, they don’t only show progress in learning and development, but they also 

possess a tool for life continuous learning and a skill for better interaction with life.  

However, comprehension was considered the heart of reading. Mastering reading is 

not that decoding of the words in a correct way. It’s about how meaning is engineered, how 

connections to learners’ own experiences are established and how new knowledge is being 

structured. It was until late in the twentieth century, that reading comprehension instruction 

was viewed as a scientific subject that needs to be taught. Until the mid of the century, 

mastery in reading was measured by the fluent reading and the oral proficiency. The 

renaissance in reading instruction has shifted the focus of reading from the emphasis on 

coding into the emphasis on meaning (Pearson & Dole, 1987). That renaissance started with a 

group of researchers who viewed reading as a complex process which needs to be broken 

down into components to be taught. Among and above those was Durkin, who regarded 

comprehension as the “essence of reading” (NRP, 2000). Since then, reading was treated as 

cognitively demanding load that needs to be facilitated, and was connected to three critical 

components for successful instruction. First, a vocabulary teaching was seen critical for 

making understanding. Second, interactive setting is necessary for building meaning. Third, 

teachers’ intervention through modelling and strategy-teaching was important for preparing 

independent readers. (NRP, 2000) 
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The previous conception bases reading comprehension on the cognitive and social 

interactions. From this perspective, comprehension is seen as the outcome of interaction 

between the message that the text holds and the previous knowledge of the reader. The 

NRP(2000) has described reading with comprehension as the deliberate, intentional use of 

thinking while meaning is being constructed, as a result of interaction with the text. The 

process of interaction entails activating problem solving, thinking processes and building 

representations to construct meaning from the text. Resorting to the previous knowledge to 

build the meaning involves readers in two levels of processing: The level of decoding words 

and associating them to appropriate meaning and the communication level which involves the 

interaction between the reader and the writer. Through this process, reading enhances 

students’ language skills and their perception of the text (NRP,2000; Wagar,2008; 

Wijayatiningsih,2013) .Based on this view, reading can be seen as a way of progressing in 

gaining knowledge, through making connections between what learners already know and the 

new information they are just receiving. Adapting the new information to the learners’ 

previous one gives it a meaning, increasing the chance of progressing awareness, and 

accumulating learning experiences.  

The research into reading comprehension field had provided an evidence that high 

percentage of students struggle with reading comprehension (Ness, 2016). When students 

grow up in learning without being able to develop good reading skills, they are more likely to 

fail in reading. The lack of reading skills makes them hate and avoid reading. Consequently, 

they find themselves delayed in learning as whole (Bruce & Robinson, 2001). When 

student’s reading skills fall behind their mates’ skills, their vocabulary capacity falls too and 

they no more have the same access to the language experience. (Fevre, Moore & Wilkinson, 

2003) Unfortunate learning experiences of those learners can passively affect their future in 

learning and limit their future learning opportunities (Wagar, 2008). 
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RC research field has also provided educators with evidences that the direct 

instruction of comprehension reading strategies needs to be implemented in schools for 

reengaging and assisting struggling readers in comprehension. (Armbrister, 2010; Griffiths & 

Oxford, 2014; Lestari, 2016; Lubliner, 2002; McHugh, 2016; Palincsar & Brown,1984; Pesa 

& Somers, 2007). Teaching reading strategies implies involving students as active readers 

who have central role in making meaning and creating understanding of their own, contrary 

to their role in some conventional teaching methods as passive recipients of teacher’s 

knowledge (Winograd & Hare, 1988). Effective strategy teaching and learning assists 

struggling readers with tools that help them comprehend. When these tools make a way to 

understanding the text, they become unforgotten and the learners will keep utilizing them to 

achieve better reading scores (Wagar,2008). The NRP (2000) stated that across research, 

students who received cognitive instruction on how to comprehend, have reported higher 

comprehension gains than those who were taught in the conventional methods. 

Reciprocal Teaching was reported among the most successful reading strategies 

methods. It incorporates cognitive and metacognitive teaching of reading strategies through 

an interactive communication (Tartchi & Pinto, 2016) The group of readers co-constructs the 

meaning of the text through questioning, clarifying, summarising, and predicting strategies. 

The consensus upon the collective understanding is made through dialogue, initiated by the 

teacher, who explains the strategies role and significance ,and gradually withdraws, giving 

his role to the learners to practice meaning- making and monitoring understanding through 

the strategies, keeping his guidance role (Bruce & Robinson,1999; Fevre et al,2003). 

Reading Strategies 

Reading comprehension is described as complex cognitive process which bears 

serious challenges to the learners at the linguistic, cognitive and metacognitive levels. 

Searching meaning requires activating the previous knowledge at these three levels. Students 

need to activate language proficiency to understand words and sentences. They also need to 



10 
 

 

use all the available resources to engineer the meaning of the text and finally they have to 

resort to their metacognition processes to monitor their understanding and check if 

comprehension has taken place (Ahmadi & Gilakjani, 2012). When the text is unfamiliar or 

of difficult level, students may fail to construct the meaning. They refer to specific 

procedures to facilitate their understanding. These techniques were called “reading strategies” 

in the National Reading Panel (2000), to refer to the mental tools used while reading to help 

students become aware of how they comprehend . These tools are claimed to help learners 

how to learn (Collins et al, 1988). Reading strategies were defined as “the intentional 

deliberate use” of a plan while reading and monitoring the outcomes of using it (Pressley & 

Harris, 2008). Palincsar & Brown (1984) has called these techniques “knowledge extending 

activities” to refer to the tactics that good readers use to comprehend any unfamiliar text. 

Good readers don’t use single strategies to foster their understanding. They activate a 

repertoire of strategies like “prediction, question asking, imagery generation, monitoring and 

seeking clarification when confused, summarization” for confirming their comprehension 

(Pressley & Harris, 2008, p.21). Moreover, they can extend these strategies to build 

knowledge in other subject areas. When it comes to the less proficient readers, 

comprehension may fail or still have gaps as a result of not using these “debugging” skills in 

dealing with reading (Palincsar & Brown, 1984). So, why don’t some students apply these 

strategies?  Because they do not know these activities are useful or because they do not care, 

Brown (1992) answers. And in both cases, it is the instruction’s role to design strategic 

teaching that makes students familiar with strategic reading. Strategy-based learning is a type 

of knowledge like any other subjects; it is taught and learnt. (Oxford, 1990). 

The interest in the strategy development field has witnesses a breakthrough in the 60’s 

and 70’s of the last century (Pressley & Harris, 2008) . This was connected with cognitive 

experiments by Flavell, Beach, and Chinsky who tested the kids’ memory to memorize and 

recall. They have come to the fact that children’s ability to recall matures as they grow up. 
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Lacking of ability to recall or rehearse was called production deficiency that can be overcome 

with instruction. Research in language teaching shares the consensus that learners can 

develop these strategies through repetitive practice and modeling the teacher. Therefore, it is 

necessary for teachers to teach these reading strategies in an explicit way and proper steps. 

However, there was a confession to the fact that teaching reading strategies is still very little 

occurring at schools (Pressley & Harris, 2008). Seeing teachers teaching strategies or students 

learning reading strategies is something seldom to be noticed at school (Rosenshine & 

Meister, 1994).  

Teaching reading strategies has been part of the language teaching renovation 

worldwide. The positive impact of trying a repertoire of strategies has also been the topic of 

huge body of research, as tools that assist students’ learning, keep them focus, enhance their 

critical thinking and have them work cooperatively on the content of reading with variety of 

tools (Ojo, 2015). Moreover, teaching the strategies and activating their use, while reading, 

promotes the repetitive practice and builds reading experience. Becoming more expertise, 

students internalize the strategy towards automatic rather than intentional use. This 

accordingly, decreases the cognitive burden needed to attend to the appropriate strategy use 

(Pressley & Harris, 2008). Activating the appropriate strategy facilitates comprehension and 

involves students in the process of reading as active reader (Ahmadi & Gilakjani, 2012; 

National Reading Panel, 2000; Palincsar & Brown, 1984; Rosenshine & Meister, 1994). 

More importantly, using the strategies helps students compensate the breakdowns in reading 

through applying this “fix up strategies” to correct their misunderstanding ( Palincsar & 

Brown, 1984). Overall, students who are able to apply variety of reading strategies gain better 

in achievement and language proficiency (Aziz, 2005) 

The Cognitive Strategies 

The term “cognitive strategies” was originally established in the information 

processing theories to refer to “the tools that learners use intentionally to regulate the learning 
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process” (Lubliner, 2002). These are mental tools which students apply through their direct 

interaction with the text, and were reported to facilitate and control comprehension. Further, 

these are the thinking plans that readers purposely select to apply in her/his own way to 

perceive the text (Pressley & Harris, 2008). Language learning strategies were best defined 

by Oxford (1990) as specific tactics or actions that learners take to make their learning better 

acquired, retained and retrieved. Further, she explained that using these strategies facilitates 

learning and increases the chances of successful transfer of learning into new learning 

situations. While interaction with a reading task, good readers activate their previous 

knowledge, make use of the sentence clues, use dictionaries, use text markers, draw, 

summaries and skip complex parts of the text (Ahmadi, Ismail & Abdullah,2013). The 

cognitive strategies were also associated with the reader’s ability to set goals before reading, 

identify the meaning of words and the important ideas while reading and review or self-

question the important parts in the after reading (Bilgi & Ozmen, 2014). The National 

Reading Panel (2000) stated that teaching these strategies to students aids their independent 

reading, develops their understanding of their cognitive processes and enhances regulating 

their thinking and the processes used while reading. From the cognitive point of view, 

students need to be given the chance to practice a repertoire of these strategies in solving 

reading problems before being asked to generate or produce these skills. That implies 

teaching the strategies with scaffolding, and teaching in scaling from the lower to the higher 

order thinking skills (Collins et al, 1988). 

There has been strong orientation towards teaching these strategies at schools to help 

students regulate their thinking while solving a reading problem or working out a task. There 

have also been a bulk of literature that investigated the impact of teaching these strategies; 

and made enough evidence that students gained better in comprehension when given 

cognitive instruction (Collins, Brown & Newman, 1988; Lubliner, 2002; The National 

Reading Panel ,2000; Palincsar & Brown ,1984)  
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The Metacognitive Strategies and Strategy Teaching 

While the cognitive strategies refer to the set of conscious operations used to carry out 

the task (Pressley& Harris, 2008), the metacognitive strategies monitor if the applied 

cognitive option was the right one to use (Adkins, 2005). In other words, metacognitive 

strategies are responsible for controlling and monitoring the cognitive ones. These are higher 

order abilities that involve the reader in planning, monitoring and evaluating her/his learning 

(Casanave, 1988). Monitoring reading was assented over to be the reader’s ability to detect 

the success and failure in making meaning from a text, and adjust the reading behaviour in 

accordance (National Reading Panel, 2000). Unquestionably, metacognitive strategies are 

more associated with language learning. “Metacognitive reading strategies refers to 

particular, deliberate, goal–directed, mental processes or behaviour, which control and 

modify the reader’s attempts to understand texts” (Ahmadi, et.al,2013,p.4). However, it was 

suggested that the use of these strategies can be intentional or automatic depending on the 

degree of expertize the learners develop (Adkins, 2005). That indicates that the appropriate 

metacognitive strategy can be automatically applied to the text after a while of practice, and 

also successfully transferred to other areas of learning. 

The different definitions of “Metacognition” have associated the word with thinking 

about thinking, knowing about thinking, or the control of learning (Adkins, 2005). It is the 

“knowledge about and control of one's own learning” (Brown, 1992, p.164).  Whatever 

combinations  were made to build a mental picture of metacognition, they have all related the 

word to two central components: (a) The knowledge and control of self, which connotes that 

the reader is able to build positive attitude towards learning, attends to the task and adjusts 

her/his attendance according to the task difficulty (Adkins, 2005). (b) The knowledge and 

control of process which implies that the reader is handling the text effectively through 

applying the variety of declarative, procedural and conditional knowledge (National Reading 

Panel ,2000;Pressley& Harris, 2008). The knowledge of metacognition was classified into 
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these previous components by Marzona (1988) to refer to the specific type of knowledge 

which students use as they advance in learning the strategies. Declarative and procedural 

knowledge are associated with the learner’s own awareness about her/his own cognitive 

abilities, how do these affect learning and how to apply them to enhance knowledge. The 

conditional knowledge was used to refer to the ability of recognizing when, where and why 

the specific strategy is used. It’s the skill to appropriately select the strategy in its suitable 

setting and adjust its use where needed. Others referred to the three elements as the “meta- 

strategic knowledge” (Tajalli, & Satari,2013). No matter the classifications, metacognitive 

knowledge is a regulatory skill. Students who use these strategies can regulate their learning 

for better comprehension purposes. They plan what strategy could be possible for solving the 

reading problem. They also monitor if applying that strategy has brought about better 

comprehension. Finally, they evaluate their strategy use and adjust its use over time. The 

pedagogical possibilities of teaching metacognitive strategies, has an added value, more than 

having students solve the reading problems or engage in learning. The strategies bring 

students to reflect on what, how, why they have learnt in the light of their learning 

experiences (Ellis, et al, 2014). 

The metacomprehension awareness was found fundamental for comprehension and 

even the most influential in teaching reading especially in foreign language learning (EFL). 

Therefore, instructors are encouraged to teach the strategies to promote better language 

learning. When students use the strategies, they will become able to reflect on their cognitive 

options and by time they will be able to make aware decisions about what makes their 

learning improves. However, Adkins (2005) reminded instructors that strategic training 

should be designed to be appropriate to age and competence. Appropriate, context-based 

instruction  help students better control themselves, assess their learning needs and takes their 

hands towards independent strategy use that can be transferred to other areas of learning. 
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“The application of metacognitive strategies in contexts other than those in which they were 

learned is the primary goal of teaching thinking” (Adkins, 2005, p.4) 

The National Reading Panel (2000) and other researchers recommended the explicit 

instruction of these strategies. Others found that teaching the strategies to poor readers has 

made difference in comprehension gains (Alfassi, 1998; Brown & Palincsar, 1989; Hou, 

2015; Palincsar & Brown, 1984; Pressley& Harris, 2008). 

To remind, RT was among the pioneer methods to utilize a set of metacognitive 

strategies to teach comprehension .Palincsar & Brown (1984) viewed reading as a 

complicated process which requires readers to split their mental focus. Readers need to focus 

on the text and on themselves, at the same time, to monitor if comprehension is taking place 

or not, and to recognize areas of comprehension failure .Students’ inability to comprehend 

was diagnosed as strategic deficiency, usually found in novice readers or what Palincsar & 

Brown called passive comprehenders (Alfassi, 1998). Such reading deficiency can only be 

overcome through instruction of strategies (Alfassi, 1998; Pressley& Harris, 2008). 

Reciprocal Teaching (RT) 

The instructional method implemented in this study is Reciprocal Teaching (RT) of 

Palincsar & Brown (1984). RT is considered among the most successful instructional 

methods in teaching reading for the past decades (Tarchi & Pinto,2016).The model came into 

light after research into a variety of strategies such as inquiry teaching, Socratic dialogue and 

theories, reasoning, explanation, and analogy models. The technique was designed to create a 

setting for “externalizing simple comprehension-monitoring activities and to provide a 

repetitive structure to scaffold student discourse” (Brown, 1992, p.148). Primarily, the 

technique aimed to train learners, especially the less proficient, to read with meaning, through 

promoting thinking while reading (Alfassi, 1998). RT is considered a multiple- reading 

strategy for teaching reading comprehension in the National Reading Panel (2000). The 

description implies the multi- purpose of applying the four used strategies. They are supposed 
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to work as comprehension fostering and comprehension monitoring skills at the same time. In 

RT class, students tackle reading texts in a systematic way (Alfassi, 1998), applying four 

thinking skills: clarifying, questioning, summarizing, and predicting (Afrizatama, 2016). 

Engagement in these strategies in the class is not only claimed to improve students’ reading 

ability, but also their retention of what they have read (Oczkus, 2010).  Palincsar & Brown 

(1984) have justified choosing the four, namely, strategies to be taught as they apply to 

various types of learning contexts and considered these skills are the foundations of 

argument. Students use these mental tools to become active readers and gain deeper 

understanding of the text. Palincsar & Brown (1984) had taught the four strategies 

concurrently to foster the reading comprehension skills of middle school students who were 

able to decode words, but reflected poor comprehension. When they first tested their method 

in the field, Palincsar & Brown (1984) reported that an appropriate interaction between the 

learners, suitable text and the active strategies has yielded in better understanding of the 

reading. Additionally, learners reported higher retention and their comprehension-failures 

were evaded.  

How is Reciprocal Teaching Performed?  

Reciprocal Teaching aims to promote understanding of the text, through monitoring 

comprehension while reading. It is a “reading comprehension methodology, in which a group 

of students is collaboratively applying four reading strategies (questioning, clarifying, 

summarizing, and predicting) to co-construct the meaning of a written text” (Tarchi & Pinto, 

2016, p.3). The model is activated in the classroom through the guided teaching of the 

strategies by the teacher. The teacher models the strategies while reading a text and thinking 

aloud, verbally demonstrating his mental processes to the students. Then students would take 

his role of playing a teacher, and showing their thinking aloud while reading. The students 

and teacher roles’ reciprocating continues to facilitate understanding. The model allows 
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students with teacher to scaffold and construct meaning in a social setting through discussion, 

dialogue and thinking aloud activities (Oczkus, 2010). 

The Constructivist Nature of Reciprocal Teaching 

Basically, Palincsar & Brown (1984) announced that the strategy is brought into 

existence from the womb of the social constructivist theory, since it leans on the zone of 

proximal development and the expert’s (teacher’s) scaffold. The strategy focuses on the 

process of teaching comprehension more than on the product itself. In other words, RT is 

about spending time skilling students with strategies rather than spending it assessing their 

performance and giving feedback on their errors. The method is based on two principles: (a) 

teaching the four concrete, cognitive strategies prior to reading comprehension, and (b) 

teaching the strategies explicitly in the form of the dialogue between the teacher and learners 

(Rosenshine & Meister, 1994) .Therefore, the teacher’s role is then considered central in 

teaching the strategies. The teacher functions as a model for students to follow in negotiating 

the reading passage. Students later exchange roles with the teacher in leading the dialogues 

about the text. That explains why dialogue was considered the “heart of Reciprocal Learning” 

(Casanave, 1988).The constructivist nature of the RT context is considered a key element in 

scaffolding students’ skills. The teacher guides the learners and gradually withdraws from the 

dialogue when students become more capable to apply the strategy for comprehending new 

texts (Palincsar & Brown, 1984). Moreover, the think- aloud technique allows the students to 

imitate the teacher’s style in showing his mental processes as she/he reads. Gradually, 

students integrate and adapt the teacher’s behavior to their abilities. By the time, students 

receive the feedback which they use to monitor their thinking while they articulate and 

communicate their ideas. Eventually, students’ reading monitoring improves and they gain 

higher awareness of their thinking processes. Scaffolding, by that meaning, is translated in 

the gradual transfer of leadership from the teacher to his students who by time become able to 

share the responsibility of monitoring their understanding (Raslie, et.al, 2015).  
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 It is within this cooperative context, student’s learning is assisted. Students are 

guided through making their predictions on the text, provided with helping words/hints to 

generate their questions and summaries. In addition, the teacher explains whether the applied 

strategy was the suitable one or not (Rosenshine & Meister, 1994). Comprehension becomes 

more feasible, and students become more confident about their understanding due to sharing 

the cognitive load that the text loads (Chou & Chan, 2016).   

It is apparent that dialogue, gradual scaffold, thinking aloud and monitoring 

comprehension are authentic traditions of the process of teaching RT. These aspects 

highlights the method among the best strategies of teaching comprehension in social 

constructive environments (National Reading Panel, 2000). 

Reciprocal Teaching: A Comprehension Fostering and Comprehension Monitoring 

Model 

The function of RT is not restricted to its cognitive role as comprehension fostering 

technique. Research has also considered RT’s role as a metacognitive monitoring strategy. 

Brown (1992) explained that the primary focus on RT was the strategic reading. Palincsar & 

Brown (1984) elaborated that the dual function of the four strategies was the reason why they 

were chosen to be taught among the repertoire of reading strategies available. For example, 

when students are required to compose questions, this entails focusing on the main ideas of 

the text (cognitive strategy), and checking their current level of understanding (metacognitive 

strategy).  Similarly, clarifying strategy requires them to activate their critical thinking, make 

connections between the paragraphs they have read and connections to their previous 

knowledge. In predicting, students are involved in a process of anticipating the future content 

and get involved in drawing inferences and testing them. Summarizing is considered a self- 

review strategy. It enables students to retrieve the most important points in reading and 

monitor if comprehension is taking place or not. When students are not able to highlight what 

they have read clearly, then comprehension is not adequately proceeding and remedial action 
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is needed (Palincsar & Brown, 1984, p.121-122).  RT, in this meaning is activated to increase 

understanding, as well as to monitor if understanding is taking place or not. When these four 

strategies are internalized, they work as metacognitive sensors to decide where understanding 

was successful and where the used tactic has failed. Therefore, these strategies were 

specifically chosen to be taught because they were considered as “comprehension fostering 

and comprehension monitoring” strategies at the same time (McHugh, 2016; Rosalia,2015). 

The Cooperative Learning Approach (CLL) 

         The approach of teaching a variety of reading strategies in small groups, where 

students work together to achieve individual goals is known as cooperative language 

learning (CLL) (NRP ,2000). The teaching and learning contexts in which the teacher 

scaffolds and peers support each other’s, summarizes the theoretical vision provided by the 

cooperative language learning (CLL) approach. McCafferty, Jacobs, & Iddings (2006) 

referred to the CLL as an approach which organizes learning on the social context of 

learners who work cooperatively in small groups to negotiate their learning and exchange 

knowledge in socially supportive context where every learner has accountability for her/his 

learning. Group work was defined by Cohen & Laton (2014) to be “students working 

together in a group small enough so that everyone can participate on a clearly assigned 

learning task, … without direct or immediate supervision of the teacher (p.1). Jacobs, Lee 

& Ng (1997) reported that CLL is more than just group work. Cooperative learning 

involves preparing the setting of learning, planning the educational activities and 

monitoring how the groups are functioning. This explains the central role of the teacher in 

adopting and adapting learning environments which promote interaction over well prepared 

tasks and observing how the groups are progressing. The approach has brought advantages 

to ELLs/ EFLs through the key feature of the method: Interaction. Through interaction, the 

quality and quantity of language practices increase. It develops the use of language, as a 

result, develops cognition and skills. More importantly, interaction grants the learners the 
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chance to act as resources of learning for each other in an active learning environment that 

increases the motivation to learn and teach others (McCafferty et al, 2006).  The “Positive 

goal interdependence” was stated as a fundamental principle for the group success. It 

assumes that each group member is responsible about his learning and the learning of other 

group mates, as well. This concept means that each one in the group works for the sake of 

the whole group. “Team spirit” is one important notion in CLL emphasized by Jacobs, Lee 

& Ng (1997) as a strategy in its own. Students learn how to learn through interaction. Each 

learner has a role that makes him responsible about the success of his learning’ and the 

team’s.  Academic, social and affective objectives are achieved when students help build 

each other’s knowledge in an intimate context of interaction which indeed increases 

motivation to learning (Jacobs, Lee & Ng, 1997). 

          The theoretical underpinnings of group work as a pedagogical strategy have been 

discussed by Cohen & Lotan (2014) and summarized in three key principles. The first 

important key to group work is “delegating authority”. The teacher allows the students to 

struggle with the task to find solutions and makes them responsible about their work, but 

this doesn’t mean learning process is uncontrollable; simply because learners are 

accountable to the teacher of their final product. The second principle is “the need of the 

group members to each other’s in the task”. Students need one another to some degree, 

and no one can do everything alone. Learners, by this, share some of the teacher’s 

missions by discussing, suggesting, listening to others , speaking and finding consensus 

on a solution within the task’s and time’s limits. The third important principle is the 

nature of the task: a well-prepared task maximizes the group abilities to work together 

cooperatively, while a not well- organized one may endanger the group functioning 

ability to work successfully. (Cohen & Lotan, 2014)   

Concerning better language learning gains in the cooperative learning, comprehension 

is facilitated when the content area is broken down from “teacher talk” to student talk 
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(NRP,2000). When students work together cooperatively, their production skills improve 

and score better in comprehension. Comprehension is definitely enhanced when students 

discuss, negotiate, paraphrase, and reshape the information until they achieve a collective 

understanding. In other words, they create a full understanding by filling the gaps in each 

other’s perception of the idea (Cohen & Lotan, 2014). Further, cooperative learning 

increases time on task and interaction over the use of the reading strategies. When 

students function as tutors for each other’s, they become more independent readers, 

reducing the time the teacher spends with one learner. Moreover, cooperative learning 

increases motivation towards learning. Also, it gives the chance to learners of all abilities 

to be equal parts in the learning process (NRP, 2000). More importantly, there is an 

evidence that cooperative learning was successful in involving the less proficient students 

in learning and developing their language learning and their tests’ scores (Cohen & Laton, 

2014; National Reading Panel, 2000). 

The Research Problem 

Statement of the Problem 

Following the previous theoretical framework illustrated that reading comprehension is 

fundamental for building understanding in all school subjects. It also showed that teaching 

the metacognitive strategies which underlie the process of understanding can be taught. 

However, there is still a real need for teaching the reading strategies that facilitate reading 

rather than focusing on teaching the subject matter (Pressley & Harris, 2008). When students 

are taught these strategies, they are prepared with thinking tools which help them regulate 

their thinking and get involved in the process of reading as active agents.  

However, most studies in the metacognition field at the local level recommended 

teaching the metacognitive strategies at the school level and found that students lack the 

awareness of these reading techniques or don’t apply them to reading because they were not 
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taught them (Aziz,2005; Jom’a, 2013). From a practical point of view, the researcher’s 

experience in teaching EFL in the high school context revealed that big number of students  

face challenges in reading comprehension although they try hard to understand. Failing to 

comprehend a text affects their achievement and their attitudes towards learning English. 

Within their attempts to understand the reading texts, many students resort to the “word to 

word” translation or asking the teacher to explain rather than trying to make connections to 

their own experience or trying to test the strategies they already have.  

 This experience in teaching reading aroused the researcher’s interest to practically teach 

a pack of reading metacognitive strategies represented in the Reciprocal Reading Strategies to 

help students facilitate their understanding of the reading passages. For students who already 

have good metacognitive awareness, RT helps them regulate their thinking and the repetitive 

strategy use may help them develop more experienced readers.   

 Purpose of the Study 

Within the attempts to overcome the intricacies that mar teaching EFL, the current 

study aimed to support students with group of reading strategies which they need in order to 

read meaningfully. The purpose of this study was to explicitly teach reading comprehension 

strategies. The study examined the effects of Reciprocal Teaching (RT) on students’ reading 

comprehension in the Palestinian school context. The study also aimed to explore the 

attitudes of the 11
th

 graders who learned reading using this strategy –based approach. 

Moreover, it tried to reveal what skills and reading strategies these students were able to 

apply as a result of learning using RT. The study also investigated the types and features of 

interaction that dominated the group work context during learning comprehension using RT. 

The development of these interactions was observed within the experimental group over the 

period of teaching. 
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 Significance of the Study 

            There is a global and local shift towards preparing more independent readers, who are 

able to construct meaning out of the variety of information resources around them. The 

emphasis of reading comprehension is based on the fact the reading comprehension is the 

foundation of understanding in all school topics. Therefore, any trial to provide students with 

an instruction which fosters their understanding and enhances their comprehension 

achievement is considered a valuable addition to their learning experience and to the reading 

research.  A limited number of studies have addressed the role of Reciprocal Teaching (RT) 

strategies in reading comprehension in EFL, in high school context. Most of the studies 

targeted the primary, intermediate classes, or the college level. The secondary teaching zone 

is still rarely tackled as a research aim. Nonetheless, few studies have addressed other types 

of metacognitive /cognitive strategies in Palestine at the college level. This gap in the 

research justifies the need more- strategy based research in the secondary teaching level. 

Based on the literature reviewing, it was noticed the explicit teaching of RT has not 

been utilized in teaching reading comprehension in the Palestinian context. Very little studies 

have investigated the students' awareness of their knowledge and use of metacognitive 

reading strategies, but none of them tried to practically teach these strategies in the classroom 

context (Aziz,2005; Jom’a, 2013). Therefore, to the best of the researcher’s knowledge the 

current study is the first in Palestine that couched RT strategies in a secondary school and 

taught the strategies in heterogeneous group work context.  

It was also noticed that the scarce studies that implemented the strategy in the Arabic 

area has targeted college students, were limited in period, or limited to one measuring tool for 

drawing results. This finding has motivated the researcher to carry out this study and trace its 

impact on teaching reading comprehension outcomes among teenagers in the Palestinian 

schools. 
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The significance of the current study is that it has focused on the process of using the 

strategies and the product of the process as well, in an appropriate period of time (3 months) 

and with appropriate sample of 11th grade students (4 classes of 11
th

 grades = 165 students). 

The researcher thinks the sample and the intervention period allow the results to be 

generalized to other 11th grade students in the Palestinian public high school settings, who 

learn using the same approach and the same text book and do the same type of tests. The 

teaching took place in cooperative group work setting with heterogeneous group - activation.  

             It is hoped this study was able to provide evidence into the usability of RT as a 

successful method for teaching reading comprehension. It is also hoped the study have 

participated in filling the gap in the strategic reading research in the Palestinian English 

learning classroom.  

Questions of the Study 

The present study aimed to answer the following questions: 

Q.1: What is the impact of using Reciprocal Teaching strategies on 11
th

 Graders reading 

comprehension ability? 

Q.2: What is the effect of using RT on reading comprehension progression over the period 

of intervention?    

Q 3: What strategic practices have students developed while reading using RT strategies? 

Q.4: What attitudes do students hold towards learning reading comprehension with 

Reciprocal Teaching in a cooperative context? 

Q.5: How do the process and the interaction evolve, within the group, over the period of 

using the Reciprocal Teaching? 

 Limitations of the Study 

A number of limitations needed to be acknowledged regarding the present study. 

First, the study was conducted in one Palestinian public school, with limited number of 

students who represent a small slice of the pie of high school students in Palestine. 
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Second, the sample of this research was intact students who didn’t receive any form of 

metacognitive training before. This has affected the time and type of the training the 

teacher performed. The teaching of reading strategies in this study was only limited to 

teaching Reciprocal Teaching strategies (RT) of reading comprehension. The teaching 

was focused on using the four strategies of Predicting/Clarifying/Questioning and 

Summarising among many other strategies known in teaching reading comprehension and 

that would limit the students’ use to these strategies only. More research in strategy based 

-teaching is needed to discover the best teaching strategies which best enhance students’ 

reading performance. 

In addition, some limitations need to be taken into consideration when interpreting 

this research’s results. For example, the school tests upon which results were drawn were 

designed to include certain types of reading questions. Although these were purposely 

designed to contain the most frequent questions in the Palestinian standard tests, other 

types of reading questions could have affected the students’ performance. More validated 

tools need to be developed to measure the effect of applying RT strategies to reading.  

  Definition of Terms 

 Comprehension: the ability of the reader to understand and construct meaning of the text, 

through activating previous knowledge. Comprehension is considered the top goal of any 

reading activity.(Palincsar & Brown,1984) 

 Comprehension Strategy Instruction: is the explicit teaching of techniques that are 

particularly effective for comprehending text. The steps of explicit instruction include 

direct explanation, teacher modeling ("think aloud"), guided practice, and application. 

(Reading Rocket,2016) 

 Cooperative Learning: Cooperative learning involves students working together in small 

groups to achieve shared learning goal and complete tasks and assignments. A group can 

only be described as cooperative learners when they develop five fundamental elements of 
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group work: Positive interdependence, Individual accountability, Promotive interaction, 

social skills and group processing (Johnson & Johnson, 2002). 

 EFL:   abbreviation for English as a Foreign Language: the teaching of English to students 

whose first language is not English. For   example, Palestine, Turkey or China. 

(Cambridge Dictionary Online,2016) 

 Metacognition: is the process of "thinking or learning about thinking. It refers to the 

aware and active participation of the reader in his own cognitive processes, including the 

knowledge of the strategy, task and one’s own cognition. (Ellis, Denton  & Bond ,2014) 

 Metacognitive Strategies: the learner’s awareness of the utility, importance, and 

effectiveness of the cognitive strategies. They are the reader’s knowledge about the 

reading strategies that are likely to succeed in achieving specific goals in different 

cognitive undertakings. This awareness includes planning, monitoring and self-evaluation. 

The direct instruction of the strategies enhances the metacognitive knowledge of readers 

and results in improved reading performance (El-Koumy,2004) 

 Reciprocal Teaching: a multiple-strategy approach through which the teacher 

demonstrates his way of constructing meaning from the text using four strategies: asking 

questions about the text he is reading; summarizing most important parts of the text; 

clarifying vocabulary or ideas which seem complex or new; and predicting what might 

occur next in the text. Modeling the strategies takes the form of explicit teaching of 

strategies, teacher’s “thinking aloud” and “dialogue” demonstrating his cognitive process 

to students at each step and gradually letting students practice towards independent use of 

the strategies. The four mentioned strategies functions simultaneously as tools for 

fostering comprehension and for monitoring and controlling of reading process.(NRP, 

2000; Palincsar & Brown ,1984) 
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 Scaffolding: Temporary guidance or assistance provided to a student by a teacher, another 

adult, or a more capable peer, enabling the student to perform a task he or she otherwise 

would not be able to do alone, with the goal of fostering the student's capacity to perform 

the task on his or her own later on. (Reading Rocket) 

 Thematic Analysis (TA):  A “data analysing” method, widely used in qualitative 

research ( Javadi & Zarea,2016) , seen as the  “foundational method for qualitative 

analysis” (Braun & Clarke, 2006), often called the interpretive thematic analysis since it 

aims to extract the meaning (Javadi & Zarea,2016) and reflect the truth related to a set of 

data (Liamputtong, 2009; Tuckett, 2005), through searching repeated patterns or themes. 

This process of pattern recognition (Bowen, 2009) within the data, takes place through 

an iterative cycle of identifying, analysing, comparing patterns and reporting themes 

(Braun & Clarke, 2006). 

Conclusion  

This chapter has presented the theoretical foundations of Reciprocal Teaching method 

and the Cooperative Learning Approach and their connection points with the Social 

Constructivist Theory by Vygotsky. The chapter attempted to put clear the philosophical 

underpinnings of teaching reading through RT in a cooperative context, scaffolded by a 

teacher and supported by peers. The importance of the cognitive/metacognitive strategies for 

meaningful reading and their role in enhancing reading comprehension was detailed. In 

addition, RT components, its potentials for enhancing reading comprehension and the 

procedures of teaching the method were covered in the chapter. Regarding the research 

problem, the problem of research, its significance, purpose and questions were also stated. 

The meanings of the key glossary were also included. The studies reviewed in the following 

chapter expanded the variety of concepts presented in the current one. 
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Chapter Two 

Literature Review 

 Introduction 

 Palincsar & Brown (1984) presented Reciprocal Teaching (RT) strategy as a model 

in fostering comprehension skills in reading comprehension. This took the way of the explicit 

teaching of four metacognitive skills: clarifying, predicting, questioning and summarizing. 

RT worked as a reading facilitating strategy with students who were considered average 

decoders but poor or at-risk comprehenders (Palincsar, 1986). Reading is facilitated when 

teacher and students take turns in leading the discussion about the text to achieve mutual 

understanding through implementing the four strategies. (Palincsar & Klenk, 1991). Palincsar 

& Brown (1984) work has functioned as framework for a repertoire of studies that followed 

and broadened the strategy scope and implementation.  Later on, series of studies presented 

RT as a suitable approach for teaching comprehension to a wider audience: poor and strong 

decoders, native and non-native language learners, pre-readers, learners of other curriculum 

areas, students of special needs and learning difficulties (McAllum, 2014). Chains of studies 

like Brown (1992); Palincsar, Brown & Campione (1993); Palincsar (1986; 1989; 2013); 

Palincsar & Klenk (1991); Rosenshine & Meister (1992; 1994); Rosenshine, Meister & 

Chapman (1996) have addressed the method from wider perspectives. They inquired RT in its 

(a) primary features: the dialogue, meaning inference and question generating (b) 

sociocultural dynamics and cooperative contexts, (c) teacher’s scaffolding and peer tutoring, 

(d) metacognition and monitoring comprehension, (e) RT and achievement and other features 

of the method. 

      Literature of Reciprocal Teaching (RT) provides perceptions of the metacognitive 

strategies that are called into interaction to engineer meaning from reading comprehension. 

Basically, most studies assert that for comprehension to take place, prior knowledge is to be 
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activated (Tarchi, 2010). Reading comprehension is the process of generating meaning from 

different sources. Therefore, making meaning is about interpreting information connected to 

the phenomenon, in the light of previous knowledge about it, rather than absorbing it as rigid 

or separate information. Through stimulating the previous knowledge, the reader creates a 

new meaning of the text through adapting and integrating what is written to what is known 

(Reutzel & Hollingsworth,1988). Recalling previous knowledge for making meaning is a 

primary feature of RT. Decoding meaning along with generating questions and thinking 

aloud are the main characteristics of this “teacher play” method. In RT, the teacher and 

students reciprocate roles in guiding the discussions about specific aspects of the reading 

through questioning, clarifying, predicting and summarizing. With teacher’s scaffold and 

guidance, learners progress from their current proficiency level to optimal performance level 

(Hartman, 1994; 2001). In this regard, Palincsar & Brown (1984) considered teacher’s role as 

a mediator or a bridge for students to approach the text with comprehension and regulate their 

strategy use. Collaboration between teacher and students and among students themselves 

exposes students to extensive modelling of strategies and grants them the chance for 

successive practices to bring meaning to the reading text. (Hartman, 1994; 2001) 

Studies that have addressed these primary features of RT are reviewed in this chapter. 

In some areas, literature of other strategy- based construction that intersects with RT in its 

basic qualities was also reviewed to help clarify some aspects of the strategy. The chapter 

will present, summarise and discuss the related research of implementing RT in cooperative 

teaching context from different perspectives. Further, since this research is inquiring the 

effect of RT combined with cooperative learning context, the review will appear in two 

sections: the first will go over the research into the basic tenets of RT. It will review and 

compare studies that examined the effectiveness of RT to student’s reading achievement. 

Moreover, the section will include studies on the impact of RT as a scaffolding strategy in 

teaching reading comprehension to students with learning difficulties. Studies of the strategy 
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teaching context and its relation to the reading outcomes will also be discussed. However, the 

second section of this review will go over some literature into the cooperative teaching, group 

work features and strategy teaching context. 

 Section One: Reciprocal Teaching  

The Hallmarks of Reciprocal Teaching 

      There has been an immense of studies that elaborated on Palincsar & Brown (1984) 

code for RT. The research investigated the features of RT beyond the four metacognitive 

strategies that Palincsar & Brown have passed as recipe for helping struggling readers give 

meaning to the text. Research has pursued and examined the combined techniques that 

accompany the process of teaching the strategies. For example, teacher’s scaffolding, 

thinking aloud, dialogue and vocabulary coding and other components form the process of 

teaching. Furthermore, research has examined the metacognitive elements that gear up for 

comprehension to take place such as activating prior knowledge, predicting, clarifying, self-

reviewing ,self-questioning and checking comprehension( Hartman,2001). These primary 

tenets of RT and the ways researchers dimensioned them will be the core of the coming 

pages. 

1. Dialogue: the Heart of Reciprocal Teaching  

       Dialogue is considered the primary feature of RT. Guided dialogues within RT classes 

enabled students who haven’t mastered reading yet to engage in a meaningful learning from 

the text. For example, in Palincsar & Klenk (1991), students were able to develop reading 

comprehension skills and comprehension monitoring skills in just twenty classes. The reason 

was attributed to the variety of roles the teacher assumed within RT. In addition to 

exchanging dialogue leading between teacher and students until joint understanding takes 

place. The study presented, in details, the observation of class dialogues between the teacher 

and students. The dialogue aimed to facilitate understanding of the theme through employing 
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the four RT strategies. After that, the teacher passed on her role to a student who played 

teacher in discussion leading and questioning.  

Similarly, Palincsar (1989) reported how six first grade teachers were able to teach 

biological principles to kids who were in academic risk. Through dialogue and conversation 

over the reading, each teacher with five students was able to establish comprehension. The 

understanding that students were able to elaborate was not claimed to the knowledge 

presented by the teacher, nor by the kids. It was the result of scaffolding students’ awareness, 

tolerating with their imagination and debating over the meaning until the correct principles of 

biology were built. RT provided the conversational tools needed to support the discussion, as 

well as, provided the chance of cooperative work needed to build the community of learners. 

A comparison between the results of the experimental and control groups showed that over a 

year of teaching, the experimental group had exceedingly outperformed the control. 

2. Reciprocal Teaching as a Vocabulary Enhancing Strategy 

     RT was used by quite a number of researchers to help their students expand their 

vocabulary abilities such as word decoding, vocabulary attainment and meaning-inference 

abilities.  Brown (2015); Bruce & Robinson (2001); Fevre, Moore & Wilkinson (2003); 

Hartman (2001) and Reutzel & Hollingsworth (1988) have investigated the effect of RT on 

promoting students’ decoding and inference abilities and enlighten teachers’ strategic 

teaching. They aimed to help the low proficiency students to overcome their reading and 

vocabulary identification deficits. During their researches, it was found that the difference 

between good and poor readers has nothing to do with their memory abilities. Simply, good 

readers activate their cognitive/metacognitive skills to make connections between what they 

read and their prior knowledge. While, poor readers are unaware of the appropriate strategies 

to monitor and check their comprehension. (Fevre et.al, 2003). The mentioned researches 

have diagnosed the reasons behind students’ reading deficiency. They have concluded that 

the deficiency in constructing meaning from the text refers to: (a)  the absence of age –
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appropriate, interesting texts results in degrading the contextual clues which help decoding 

process through activating cognitive/metacognitive skills (b) quality of instruction that 

focuses on teaching  the word- level, (c) frustration that rises from unrewarded effort, (d) 

difficulties at the phonological level represented in analysing and synthesizing speech 

sounds,(e) concentrating on the coding task with all efforts, leaving little resources for 

making meaning,(f) failure in decoding skills at early age results in negative attitude towards 

reading which inhibits growth in vocabulary identification,( g) lack of self –efficacy specially 

in mixed classes. Based on the previous reasons, Reutzel & Hollingsworth (1988) stated that 

failures in making inferences “can result from a child's limited background knowledge about 

the topic to be read”, or lack of the fundamental strategic ability to attend or analyse relevant 

information (P.360). This breeds a lack of cultural, contextual and conditional catalysts which 

encourage applying these strategies and regulating them over time. The absence of the 

stimulating conditions, cause these strategies to remain inert, in spite of having the students 

learnt them. (Hartman, 2001) 

In the light of previous findings, Brown (2015) applied RT to improve her primary 

school reading comprehension and vocabulary attainment. No significant differences were 

found in the means of control and experimental groups in the reading comprehension, but the 

experimental group excelled in the vocabulary attainment despite being basically lower in 

their growth mean compared to the control group. However, the development in her primary 

classes achievement may be attributed the explicit teaching of RT strategies and the 

convenient period of intervention which continued for a year.  

Moving to the high school context, Bruce & Robinson (2001) pursued the 

improvement of their upper classes’ reading ability and word identification skills through 

three different teaching methods for three groups. The experimental group received 

metacognitive skill training to word identification accompanied with RT. The two other 

control groups received traditional teaching of word identification aided by RT or by 
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traditional comprehension teaching at other occasions. The results were in favour of the 

experimental group who were basically poor readers (multi-syllabic and depends highly on 

the text). With the intervention they became able to identify and decode words in new texts. 

The research recommended examining RT in a peer tutoring or cooperative learning context 

with optimal teaching period and adequate teachers’ training. Similarly, Fevre et al (2003) 

challenged the comprehension failure and motivational difficulties of their poor readers by 

combining RT with tape assisted reading to compensate the fluency problem. The researchers 

aimed to examine the effect of this modified RT teaching on their students’ decoding ability. 

Two studies were conducted with four groups; the first had one experimental and three 

controls, while the second contained three experimental groups. Students in the experimental 

groups were made in heterogeneous groups of six with poor and average coding skills, but all 

were diagnosed as poor comprehenders. The cassette assisted RT along with highly 

motivating expository texts were claimed to enhance students’ decoding ability. As a result, 

students naturally grew in their comprehension ability, as well as their capacity of retention 

and transfer. 

 In an interesting study by Reutzel & Hollingsworth (1988), it was found that teaching 

RT techniques with highlighted vocabulary have improved third graders ability to generate 

their own inferential passages. Text’s vocabulary highlighting, with visual illustrations and 

textual clues were utilized in teaching. This way, they were able to scaffold learners’ abilities 

to generate their own copies of the target texts. Moreover, learners were able transfer these 

strategies to unfamiliar texts. Despite that the near, far and delayed transfer was assessed; the 

study had few limitations related to texts’ types used in assessing the transfer on the one 

hand. On the other hand, the study didn’t reveal the strategy training type that was more 

effective to students’ achievement in such combined strategy teaching context.  

Very similar results were reported by Mandel, Osana & Venkatesh (2013) who 

applied the RT generative techniques to first grade students. Students were taught new 
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vocabulary through illustrated pictures. Then, they were delegated the responsibility to apply 

the newly learnt vocabulary in meaningful ways and create their own narratives. A 

comparison of assessment results’ of the experimental and control group-who traditionally 

studied an interactive text book - showed greater attainment of vocabulary in the 

experimental group. 

3. Monitoring Regulations and Thinking Aloud  

 Despite being a premise technique in building knowledge in reading, there is not 

much recent research that attends to comprehension –monitoring (self-checking) in reading 

(Dent & Koenka ,2015), especially in empirical literature and in non- native context. 

Comprehension monitoring is associated with reading, since it implies “the ability of a reader 

to be aware, while reading, whether a text is making sense or not” (Gomez, & López, 2012, 

P.88). Casanave (1988) described self- monitoring technique while reading as a “neglected 

essential” in ESL reading. She referred to that essential as “one kind of activity under the 

umbrella of metacognition, consists of any behaviors that allow readers to judge whether 

comprehension is taking place and that help them decide whether and how to take 

compensatory action when necessary”(P.288). She divided these strategic behaviours into 

three main facets: evaluating, planning, and regulating. In the first stage, learners monitor 

their current level of comprehension, following, they attend to the reading problem and plan 

the suitable strategy that applies, and then they check their understanding through self-

questioning to reflect on their performance.  

These reading behaviours were the focus of Dent & Koenka (2015) who examined the 

relationship between self-regulating strategies (cognitive and metacognitive) and academic 

achievement. Among other factors they have investigated in their meta-analyses study, the 

strongest correlation to academic success was correlated to engaging these metacognitive 

processes. The use of these composite strategies has helped students to regulate themselves 

for better academic achievement. The research has extended the metacognitive components 
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of Casanave (1988) into five. These included “goal setting, planning, self-monitoring, self-

control, and self-evaluation” (P.428). Metacognitive strategies were described to be of higher 

impact than the cognitive ones since they allow students to control and monitor their 

cognitive application of the learning strategies. Without activating them, students will not be 

able to decide when to use different cognitive strategies. Moreover, metacognitive processes 

allow students to regulate their task from the beginning to the end for higher achievement. 

Provided that these strategies were used simultaneously as composite measures, they will 

definitely have stronger correlation to success over single strategy use.  

Dent & Koenka (2015) confirmed that these strategies can be internalized as 

automatic processes for students who read in their native language. However, to monitor 

comprehension in classroom context, the less- proficient learners need to talk about these 

processes with the teacher. The thinking aloud technique is a necessity here, especially in 

non- native contexts- to enable students articulate their mental processes, their plans and 

decisions. In addition, thinking aloud gives students the chance to monitor specific aspects of 

reading, at the same time, teaches them how to do so (Casanave, 1988). Reciprocal Teaching, 

she clarified; allow those less proficient learners and novice learners to behave like experts. 

RT’s aspects such as the teacher- student dialogue, generating the teacher-like questions or 

focusing on the main ideas for summarization activate monitoring reading. Moreover, the 

continuous error and trial enables students bit by bit to enhance their awareness. On the other 

hand, students by time adapt part of the teacher’s behaviour to their current competence and 

take the teacher’s role in leading the dialogue which is the heart of RT. The researcher 

advocated RT implementation in non-native context despite the challenge of the individual 

and group contact. 

      In a relative context, Kucan & Beck (1997) defined the thinking aloud as verbalizing 

the cognitive processes readers resort to while reading. RT involves students in explicitly 

demonstrating their mental processes through reciprocal dialogues with teacher and 
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classmates. In this process, the teacher tracks students’ dialogue to monitor their reading 

discussions. With this consistent dialogue about the reading, students’ ability develops at the 

level of managing the dialogue skill itself, and at the comprehension monitoring level. 

Therefore, the teacher’s modelling and the students’ verbalization provide a positive impact 

for teaching the strategies. However, the study called for extra research to determine the real 

reason behind the success of Palincsar and Brown (1984) model. Does the success of RT 

refer to training students systematically to the four reading strategies or to the dialogic nature 

of process and the thinking aloud technique? (Kucan & Beck ,1997) 

4. Reciprocal Teaching a Scaffolded Strategy  

Reciprocal teaching is a scaffolded strategy, “which combines expert scaffolding, 

guided practice in applying simple concrete strategies, and cooperative learning discussions, 

is a successful method of improving both listening and reading comprehension”. Brown & 

Palincsar, 1989, P3). When the word scaffolding is mentioned in RT, it directly connotes the 

role of the teacher, in providing help to learners through dialogue or conversation. Palincsar 

(1986) stated that scaffolding is the assistance provided by the adult to the novices, 

supporting their inchoate learning to enable them accomplish the task or solve the problem. 

However, Palincsar (1998) warns that not every classroom interaction can be considered as 

scaffolding. Moreover, scaffolding is not simply summarised in providing the same type of 

assistance and support to students doing the task. RT is a method that was basically designed 

to boost scaffolding though its diversity in techniques and richness with teaching procedures. 

Trif (2015) presented a review of the concept of scaffolding across the various 

theories under the social framework of learning. In a social constructivist environment, 

dialogue is an apparent feature which helps students build knowledge and develop problem- 

solving strategies through observing and modelling their mature teacher or peers. The 

teacher’s role as a scffolder is summarised in (a) encouraging participation and cooperative 

learning, (b) designing appropriate learning activities, (c ) providing training that is suitable 
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to learners’ and adjust it to their current skill, and (d) monitoring learners’ progress with 

focusing on the mental activities. Despite having various concepts of scaffolding, it refers, in 

general, to the support provided by teacher to student while performing a task that can’t be 

accomplished with his current level of skill. The teacher adjusts the quality and amount of 

scaffold and gradually withdraws it when the students reach the optimal performance of the 

task. (Trif, 2015; Van de Pol, Volman & Beishuizen, 2010). 

 In a meta-analysis study, Van de Pol et al (2010) analysed 66 studies that examined 

the concept and its effectiveness in different subject areas and came to the result that 

scaffolding is effective. The mentioned study is important since it revealed the following: 

(a) Most scaffolding studies are small –scale studies, mainly descriptive without 

intervention and when intervention occurred, it was one to one interaction that focused 

on literacy. Very little studies aimed to investigate the effectiveness of scaffolding.  

(b) There is no consensus on defining scaffolding since every student’s building of 

knowledge is different. However, it is the amount of support provided by the teacher to 

the student doing the task to enable him/ her accomplishes it. 

(c) Scaffolding is best performed and presented within broader frameworks and RT is the 

best example of this. 

The latter point regarding scaffolding appears clearly in Palincsar (2013), one of the 

RT theorists. She traced the different applications of the method along those years and the 

types of modifications conveyed by the researchers to the original Palincsar & Brown (1984) 

model. Moreover, she compared various contexts and techniques in teaching RT. She 

concluded that the most powerful aspect of RT as a reading promoting model is teaching the 

four premium strategies concurrently, in an assertion that the four strategies are needed to 

improve the comprehension abilities of the learners. Conducting another comparison between 

several mono-strategic programs (which implement one of the RT strategies separately) and 

the original program, that stands on integrating the four strategies, supports Palincsar’s claim. 
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The writer credits the superiority of RT to its dialogic nature in teaching students to be self-

regulated learners.  Palincsar (2013) intensive trace to several school context applications of 

RT, showed that teaching the four same strategies- questioning, summarizing, predicting and 

clarifying- in non –dialogic context was not effective in bringing large ,reliable changes in 

students’ performance as the traditional RT procedures ,incorporating dialogic instruction 

did. 

5. Reciprocal Teaching a Question Generating Strategy  

Ems (1988) has demanded teachers to teach the less- talented students how to 

generate questions through RT strategy. Her call stems from the idea that teachers are busy 

with generating questions that focus on the themes, characters, plot …etc. of the literature 

they read. Consequently, they end up doing the metacognitive work, their students are 

supposed to do. The point is that students who are called good readers are already able to 

predict, summarise the important points, and use them to ask questions later on. Less talented 

students don’t have these skills internalised. Reciprocal teaching gives them the chance to 

develop these skills through social interaction with the teacher and classmates. This 

interaction takes the form of dialogue and teacher will evaluate the relevancy and importance 

of the question, either to correct errors or to encourage and praise. When learners are given 

this chance to interact, it takes place within the zone of their proximal development and the 

social interaction will by the time become internalization of the skill.  

 In a well-established study, Rosenshine, Meister & Chapman (1996), aimed to 

investigate the effectiveness of different types of question- generating strategies through a 

review of an immense of studies. It also aimed to evaluate the effectiveness of different 

prompts that teachers use to help students generate questions. In addition, the study has 

discussed some further scaffolds which contribute to the success of this cognitive strategy 

teaching. The research has compared teaching questioning using traditional skill-based 

instructional approach via the RT approach. Moreover, the study has compared the results of 
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generating questions in standardized tests, experimenter- developed tests and summarizing 

tests of the chosen studies. The effect size of both types of tests was compared in seventeen 

traditional teaching studies and nine reciprocal teaching studies. Unexpectedly, the study 

revealed that: 

a) Teaching students to generate questions while reading resulted in gains in reading 

comprehension. Despite the fact that traditional studies taught the single strategy of 

questioning and RT taught four cognitive strategies, the results of all types of tests were 

very similar. 

b) The effect sizes were larger in studies where teachers provided scaffolds as question 

generating prompts compared to studies that didn’t provide prompts or asked students to 

generate their owns. Students who received prompts made considerable difference in 

reading comprehension compared to those who didn’t receive any prompts. 

c) The most successful prompts used as facilitators to generate questions were (1) single 

word prompt, whereby teacher provides students with question words like what, who, 

when, where …etc. to generate questions. (2) generic questions where by teacher ask 

detailed questions that stems from the main idea and (3) story grammar prompts which 

focus on the story elements such as characters ,setting, plot ,problem and ending. 

However, using the main idea to generate questions was the least effective prompt. 

The Reciprocal Teaching Context  

 A historical narration of how RT has conceptualised the learning context, was 

presented by Brown (1992). The article reviewed the theoretical and methodological 

challenges that accompanied learning in the second half of the 20
th

 century. The absence of 

appropriate strategy training has resulted in passive learning and inert knowledge. As a result, 

a shift into more strategy training with contextualised texts and cooperative environments, 

have become a classroom necessity. Summarizing the gist of ten years of work, the writer 

found that metacognition can be trained; strategy training improves memory processing and 
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monitoring processing. Training enables students to regulate their thinking plans and revise 

their learning, changing them from passive into active learners. Still, students wouldn’t be 

able to put these strategies into work out of social collaborative context of learning. RT 

provides both, the strategy training and the context. It takes place in social groups of learners 

who exchange roles in leading the group, discuss and interpret the possible meanings of a 

text, cooperatively clarify the difficult points and finally give the main idea of the reading. 

These primary features have been extended over time to work as more complex classroom 

dynamics. Students over time, appropriate RT as a tool to check comprehension and enhance 

monitor comprehension. 

 Excluding the rich theoretical framework, the article gave an impressive example of 

designing classroom contexts. These contexts activated RT to develop functioning learners 

rather than passive audience. In one example of Brown (1992), RT was combined with jigsaw 

method to create expertise learners. Seventh and eighth grades students were divided into 

groups of five. Each member was given a theme to search on. When students were done, each 

student became expert in his subtopic and owned fifth of the knowledge needed to complete 

the missing parts other learners needed. When students were regrouped, each learner offered 

his information through RT seminars to come up with the whole unit done. The researcher 

here refers to RT context as a key component of forming the community of learners in which 

students get involved in extensive reading for research, using computers, writing, editing and 

illustrating their knowledge and so on. This means that learners create their learning and hold 

the accountability about what they produce. The result of this experiment revealed that the 

RT context gave the learners the chance to become data generators who read, select, edit and 

revise their research. In such a process, a massive deal of cognitive monitoring takes place, in 

addition to the radical change in the teacher’s role and his assessment tools. 

The efficacy of RT as cooperative meaning - generating context was recently 

examined by Tarchi & Pinto (2016). The study aimed to discover the impact of RT on two 
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groups of different instructional backgrounds. Two third -grade groups were compared. The 

first was (student-centred) made out of students who practiced cooperative learning before; 

the other was (teacher-centred) group who usually worked individually.  The contextual 

elements of RT, such as the interactive dynamics, discourse moves and communication styles 

were coded and analysed. Surprisingly, no differences in the results of the two groups were 

found. That means both groups were able to make meaning of the text at the same level. This 

finding indicated that RT was able to create rich interactional environment by itself without 

the need of previous training of the student- centred group. The research results indicate that 

RT is a purely context independent method which was able in this case to activate the same 

processes in the two groups. Nevertheless, the only mentioned difference was that the 

student- centred group are more accepting of the interaction and better understanding for the 

support their mates need. 

Issues in Reciprocal Teaching Strategy Training and Teaching  

For positive learning outcomes to be attained, teachers and students need to receive 

the appropriate training of applying the RT strategy. In an eye catching case study by 

Seymour& Osana (2003) the researchers warned against the awry practice of reciprocal 

strategies by teachers who get undertaken by the procedures, and forget about the basic 

principles of RT.  The study investigated the development of conceptions and beliefs of two 

teachers as they refined their understandings of the fundamental principles and techniques of 

Reciprocal Teaching during a 6-week training intervention. The intervention consisted of a 

series of interactive workshops to link the teachers’ developing conceptions to their 

classroom practice. The research sought to answer the questions concerning the meanings 

that the two teachers hold towards the strategies used in RT. It also examined the teachers’ 

evolvement of the strategies upon which Reciprocal Teaching is built. The teachers received 

training on the main concepts of RT such as cognitive apprenticeship, scaffolding and ZPD. 

Then, the conceptual change of the teachers’ practices was observed over the course of 
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training. Four training sessions were conducted, followed by three rounds of classroom 

observations and individual interviews with the participants. The results suggested that the 

evolution of teachers’ conceptual development revealed misinterpretation of principles and 

procedures. By the end of training, conceptual growth was detected in beliefs about 

procedures and beliefs concerning RT principles 

  Pesa & Somers (2007) found that the absence of explicit instruction of the reading 

strategies has resulted in difficulty in transfer of reading strategies to content area subjects. 

Their findings were supported by a report that reviewed 19 studies of Reciprocal Teaching 

approach. Rosenshine & Meister (1994) have analysed the results of different experimental 

studies that investigated the efficacy of RT. Their review revealed that the results were 

usually more significant when the explicit instruction of the cognitive strategies took place 

before the reciprocal teaching began, compared to the results when RT was used without 

prior training. Results were mostly non-significant when below-average students were taught, 

yet usually significant when all other students were taught. Moreover, results were usually 

significant when experimenter-developed tests were used, yet usually non-significant when 

standardized tests were used. RT was found to be effective with all students’ types who 

varied in their quality from poor to good students to all students in some studies. In their 

answer to the question about the most effective reading procedures in teaching RT in reading, 

the researchers advised teachers to: 

a) Regulate the difficulty of the materials by starting with materials below the grade level of 

the students and regulate the difficulty of the instructional task by starting with the teacher 

modelling the first part of the task.  

b) Provide cue cards giving the prompts (i.e., teacher-generated questions or question-signal 

words), which students can refer to during the dialogues. 

c) Model the process of using the procedure in developing questions and summaries. 

    d) Provide models of good questions and summaries. 
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e) Increase student responsibility during the dialogues by gradually diminishing the prompts 

and models, increasing the complexity of the material, and putting all the component parts 

or steps together. 

Further, Bruce & Robinson (2001) aimed to assess the effectiveness of a 

metacognitive and RT approach for improving the word identification and reading 

comprehension skills of upper primary poor readers in a regular classroom situation. The 

researchers conducted pre, mid and post-tests to the experimental and control groups. Their 

findings suggested that the combination of metacognitive word identification strategies and 

reciprocal teaching of comprehension was clearly more effective than normal classroom word 

study and comprehension activities. It was also more effective than reciprocal teaching of 

comprehension with traditional methods of word identification. The results of the study also 

indicated that classroom-based model of implementation appears to be more successful when 

teachers have the responsibility for its implementation on their own. 

From a wider perspective, beyond the boundaries of RT, the efficacy of strategy –

based context in general, has been explored by Gibson (2009). He explored the effectiveness 

of strategy- based reading instruction for improving student’s reading comprehension. At the 

same time, he questioned the teachers’ perceptions of the effectiveness of implementing 

strategy based reading instruction in their classrooms. Gibson’s study presented a seven- key 

strategy program to be applied to reading comprehension classes for school learners’ age 

from kindergarten to the 8
th

 grade. The strategies included making connections, questioning, 

making inferences, determining importance, synthesizing information, visualizing and self-

monitoring while reading. The program was delivered to teachers who applied them to their 

classes without any intervention from the researcher, who at the end encompassed the 

perception of the participant teachers toward them. 

Teachers’ perception of the effectiveness of the program was investigated through an 

online survey of eight questions answered by nine teachers. Results of the study suggested 
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that the participants were in favour of strategy- based reading instruction, and enjoyed 

teaching with strategy based reading instruction. The participants in this study all agreed that 

strategy -based reading instruction is an effective way to improve reading comprehension.   

  Despite being very important study that provided a package of strategies to cope 

with different learning styles and needs, the study sample consisted of 9 teachers which is 

relatively small to be representative. In addition, the researcher didn’t train teachers to the 

program and only depended on choosing teachers with good teaching experience. That would 

limit the results to the perception of some experienced teachers, which may affect the results 

in a way or another. Finally, it would be more influential if the questionnaire encompassed 

learners’ perception of the strategy-based teaching instead of teachers’. 

However, it is finally clear that strategy based instruction creates a context for more 

meaningful reading. Strategies, when trained, activate learners’ hidden abilities to explore the 

meaning, build mental relationships and present their reasoning. 

The Educational and Affective Panorama of Reciprocal Teaching  

RT as a rich strategy based method was widely used by educators of all learning 

levels. Teachers who wished to improve their students’ language competence, performance 

and achievement, have tried RT. The strategy was also implemented by teachers who rebelled 

against the traditional low- affective contexts. RT was applied for the purpose of improving 

enhancing motivation, self- esteem and other affective factors. Moreover, RT was applied by 

instructors who hoped to skill their students with reading strategies that may work as 

comprehension tools for life. In short, RT was considered a form of the reading 

comprehension reform in teaching. 

At the university level, Gruenbaum (2012) called for more RT strategy-based teaching 

of the university students in transitional courses. She claimed that many college students lack 

the meta-comprehension skills to figure the meaning of texts. The researcher’s students faced 

difficulties in bringing meaning to the text in order to succeed in other tasks they are required 
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to do, most necessarily, writing. The research found a need at college – level students to 

analyse and evaluate what they read in the age of information, think critically about the text, 

connect ideas and concepts and solve problems they face while reading. Reciprocal teaching 

was taught to help students to encounter the previous challenges. The research results showed 

a real need to teach the strategies of prediction, questioning, clarification, and summarization 

to improve reading comprehension at college level.  The research recommended that teaching 

RT method to teaching reading strategies to college students, providing scaffolding through 

modelling, encouraging interaction through couching students to lead the discussions. 

In addition, Stygles (2014) offered a chance for his 6th graders to acquire and practice 

reciprocal learning through lyrics study. In this experiment, the teacher scaffolded the 

learners’ comprehension skills through discussion of the lyrics towards mastering the 

meaning. The scaffolding took different forms in different texts towards being independent 

readers. 

The researcher used the gradual release model, broke the songs up by stanzas to scaffold 

readers' independence and used reciprocal teaching to model the way students need to 

approach meaning, in the first stanza. Guided reading was used with the second stanza. Small 

group work was used with the third stanza to give learners the chance to think aloud and 

provide support to each other. In the fourth, students worked independently. In the following 

stanzas, learners shared predictions and expanded thinking through conversation. The writer 

collected his data through observation and students’ reflections and found that RT and 

strategy training in general is critical in building learners’ concepts. Strategy provides a 

scaffold for learning even with “boring” social studies concepts and themes. In addition, it 

was found that using “easier” texts builds the readers curiosity to find a new purpose for 

reading non-fiction, linking texts together to clarify, find answers, confirm predictions, and 

expand the knowledge base of the learners. 
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Following the same route, Wijayatiningsih (2013) implemented reciprocal teaching to 

improve the eleven grade students’ reading comprehension achievement. The researcher used 

quantitative and qualitative research methods. The quantitative research is a case study. It 

means she chose only one class and gave them the treatment. Firstly, conventional teaching 

was done. Secondly, reciprocal teaching was done. Tests were given to the students using 

same text after every teaching. She also observed the process of every teaching. The 

researcher found that the achievement of reciprocal group surpassed the conventional group 

in the tests results. Although the period of training or number of class periods weren’t 

mentioned, she concluded that: 

a) The strategy training allowed students to gain more self-confidence and motivation to read 

and even expertise as they apply the four strategies to a variety of texts.  

b) RT involved students in the discussion of text and increased cooperation and the 

leadership skills when students played the role as discussion leaders. 

c) RT left a positive effect on students’ reading comprehension achievement. 

Murray (2010) implemented two approaches of teaching to teach summarization to 

college freshmen students. Reciprocal Teaching and Peer Tutoring were used. The study 

examined students’ reading level and their use of strategies for summarizing narrative texts in 

two different cooperative teaching approaches for 77 college students from four remedial 

reading classes with different social and lingual backgrounds. Each two classes were using 

different approach: two classes were taught by RT. In the other two, peer tutoring was the 

teaching approach. 

The RT approach was made of small groups in which the students worked together 

summarizing, questioning, clarifying, and predicting.  In turn, played the role of teacher and 

kept their own group on task. The role of the teacher was a facilitator, who with the use of 

think-aloud, engaged in reciprocal modelling and encouraged student interaction. The peer 

tutoring approach engaged two partners who, under the supervision of the teacher, 



47 
 

 

alternatively played the role of tutor and learner. The two asked each other a set of 

cognitively developed questions based on generic question stems.  

This study generated attractive results, among which: 

a. Students’ reading level affected their ability to determine the main idea. The high-level 

readers in both the RT and the peer tutoring approaches were significantly stronger in 

identifying the main idea in a reading. 

b. Low-level readers in the RT group were significantly stronger in problem identification 

than the high-level readers. 

c. RT approach appeared to be especially beneficial in influencing and enhancing students’ 

ability to identify the problem in a reading. 

Moreover, Lestari (2016) investigated the effect of RT on the critical thinking ability 

of the second graders, and their perception of the method. RT was used to help students to 

obtain information from a reading text and to solve the problems of reading. Students were 

encouraged to present their reasoning with reference to their own experience, knowledge or 

believes. At the same time, they were required to justify their answers. It was found that 

students’ ability to communicate their reflections is related to their vocabulary mastery. The 

more vocabulary they knew, the more they were able to express their ideas clearly. The 

research’s positive results regarding the student’s critical thinking ability and perception were 

associated to the teaching of RT strategies. 

 Reciprocal Teaching as a Remedial Intervention with Underachievers     

  There is an immense of research devoted to foster self-monitoring and comprehension 

monitoring while reading. A bulk of this research aimed to reveal the impact of strategy- use 

on the overall process of comprehension, especially with learners labelled as poor 

comprehenders, poor readers, underachievers, at –risk learners or reading disability (Aaron, 

1997). Whatever designations are given to those learners, they are diagnosed as barely good 

or adequate decoders, but unable to read with meaning (Alfassi, 1998). Many researchers 
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drilled for the tangible reasons that may attribute to underachievement in comprehension, 

claiming that even in the native language where students are fluent readers; there is a 

deficiency in comprehension. McHugh (2016), for instance, refused the claim that 

underachievement may attribute to the fact that students put effort on decoding the words and 

that leads them to fluency at the word level, leaving little cognitive space devoted to 

comprehension. She believed that underachievement in reading is not just connected to poor 

decoding ability. Instead, she attributed underachievement to reasons such as the lack of self-

efficacy, lack of explicit reading strategies, the interest in the text itself and the absence of 

thinking aloud and conscious practice of the strategy while reading. In her action research, 

McHugh (2016) investigated the effectiveness of RT program on five underachievers in 

comprehension for six weeks intervention. The results of the research showed an increase in 

the learners’ self- efficacy and better class interaction as the thinking aloud strategy was used 

during reading.  

However, Raslie, Mikeng &Ting (2015) reported that a sufficient duration of RT 

intervention, and guiding the reading groups to share their monitoring of comprehension are 

crucial conditions in implementing RT with struggling reader. 

Aaron (1997) has recommended RT as a reading model for learners with reading 

deficits, regardless to the classifications given to their disabilities. In this meta- analysis, he 

went over different researches which consequently outlined the reasons behind reading 

disability in poor decoding ability, poor comprehension ability or both. Whatever was the 

problematic component that impedes acquisition of the reading skill, it is critical to apply the 

strategy that makes up for that weak component. Among the findings of some studies he 

reported, some showed that poor readers who were taught metacognitive strategies have 

surpassed their normal mates who received traditional teaching, in the test performance. 

According to this finding, it’s recommended to teach comprehension in regular classrooms 

instead of special need rooms. This being under the framework of RT, provided that the 
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teachers of these classes receive “special training in remedial reading methods that are 

designed to improve skills such as phoneme awareness, decoding, vocabulary knowledge, 

and comprehension strategies”. (Aaron,1997, p 489). A similar suggestion was made by 

Mothus & Lapadat (2006). The researchers suggested that strategy teaching approach is the 

best alternative to all learning assistance approaches, since it hits cognitive and metacognitive 

elements in a socially supportive setting. These strategies help learners plan, make decisions, 

select and monitor their use. 

In a similar context, Alfassi (1998) investigated the efficacy of RT in teaching 

comprehension compared to the conventional methods of skills acquisition in high school 

context, during eight -week intervention. The sample consisted of 75 students who were 

adequate decoders but poor comprehenders. The control and the experimental groups were 

exposed to two types of assessment: the teacher- developed tests which aimed to test the 

difference in achievement along the intervention period and the standardized test which was 

given prior and post the intervention to reveal the change in achievement in the two groups. 

The results of four school tests indicated a difference in performance for the sake of the 

experimental group from the first to the last round. This significant improvement in the 

experimental showed that RT instruction was able to support students with the tools they 

need to dominate reading texts in a context that was more challenging before the intervention. 

Yet, the results of the standardised test showed no significant effect for either of the groups in 

comprehension or vocabulary sections. 

 Contrary to the previous findings, Lysynchuk, Pressley & Vye (1990) found that 7
th

 

and 4
th

 grade poor readers have made great improvement in the standardized test, and their 

results were significant in both the experimental and the control groups. However, their 

vocabulary performance did not.  

On the other hand, Rosalia (2015) has implemented RT strategy for teaching 

comprehension to his eighth grade students, who have showed problems in reading 
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comprehension since the previous year. In this action research, he examined the ability of the 

technique to improve his students’ reading competence, and to what extent. Indications of 

performance were collected through checklist and field notes. Students’ achievement was 

tracked through cloze tests. The findings of the qualitative data showed that despite the 

teamwork settings and the collaborative environment, some students didn’t understand the 

technique and were inattentive to the activities. A number of students didn’t react positively 

in the first stage of the research. Yet, the majority paid good attention and were able to 

respond to the reading and the teamwork positively. The quantitative data revealed a 

significant improvement in the reading achievement. The researcher concluded that RT had 

the ability to enhance the students’ ability to predict, clarify, summarize and question about 

the text. In addition it had positive impact on students’ enthusiasm for reading, in spite of the 

challenges in class management. 

Finally, Englert & Mariage (1991); Klingner & Vaughn (1996); Mothus & Lapadat 

(2006) have all reported positive results of their RT interventions with reading disabilities. 

Applying RT in Non-Native Contexts 

            In the non-English speaking classrooms, several studies have aimed at scaffolding 

students’ cognitive/metacognitive awareness, enhancing reading comprehension competence 

or both through applying RT. Dabarera, Renandya & Zhang (2014) have sought to raise their 

first – year college students’ metacognitive awareness and reading comprehension through 

teaching reading with RT strategies in the university of Singapore. The teaching of the 

strategies followed the explicit way and the results of qualitative and quantitative data 

revealed a positive relationship between using RT and raising the students’ reading 

competence and reading awareness. 

In this regard, Komariah et al (2015) has focused on the process of performing RT 

activities in an Indonesian classroom setting. They collected their data through classroom 

observation, school tests and interviews with the students. Their findings showed active 
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classroom dynamics attributed to the strategy instruction. Students became more active, 

cooperative and gained higher self –efficacy as a result to their roles in the groups. 

Furthermore, students were able to apply the four RT strategies successfully and gain 

strategic awareness. Students found summarizing a difficult strategy to apply. However, 

predicting and questioning were the most favourable to them. 

Armbrister (2010) tried to know how RT may impact 3rd through 5th grade ELLs’ 

reading comprehension in a Florida rural county intermediate elementary school. The 

researcher explored how the use of the four strategies of reciprocal teaching would help ELLs 

construct meaning from any given genre and transfer that into independent performance.  The 

data of the research were collected through observations, interviews, field notes, and 

interpretations of how students interact with this particular reading strategy. The results of 

this study demonstrated the positive effects on the reading comprehension of ELLs as a result 

of the introduction, study, and practice of reciprocal teaching. Improvement in student 

performance produced self-sufficient and confident second language learning readers. The 

strategies implemented in this collaborative reading approach proved progress with students 

reading comprehension. 

 In the Arab area, Al Debes (2005) had investigated the effect of using reciprocal 

teaching with semantic mapping strategies on developing the reading comprehension of ninth 

grade students.176 male and female students were chosen according to their conveniences to 

participate in the study. The participants were distributed into two control and two 

experimental groups. Pre and post tests were used to reveal the change in students’ 

performance. The findings of the research showed that students who received strategy 

instruction have outperformed students who received traditional teaching. The experimental 

group showed a progress in the reading comprehension and the reading sub skills.  

Additionally, the effect of RT on enhancing the critical thinking ability was discussed 

by Al-Qatawneh (2010). The research agrees with the doctrine that reading is all about 
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reasoning and building meaningful relationships rather than decoding words or sounds. 

Unfortunately, little effort is given to support beginner readers with cognitive strategy to help 

them read meaningfully. In his research, RT strategy teaching was used with seventh grade 

students, with the goal to develop conscious reading practices and metacomprehension skills. 

After the teaching period was finished, a posttest was administered for the experimental and 

control groups. The results indicated that the experimental has performed the control in the 

three domains of the reading comprehension test, literal, inferential, and critical reading 

skills. The researcher recommended studying the effect of RT in a cooperative context to 

reveal if teamwork context can be more effective than the individual one 

The issue of comprehension deficit among the Jordanian students was also questioned 

by Hasan (2006). The researcher referred the poor reading gains to the lack of strategic 

teaching of comprehension. Learners are provided with little chances to draw analogies, 

inferences, explanations and summaries of the reading materials. Yet, meaningful learning 

takes place when the instruction succeeds in creating cognitive representations in the working 

memory. RT with its sub strategies is claimed to relate learners’ previous experiences with 

the new ones and build schemas that enables better retention of the reading.  The research 

investigated this claim, through designing a teaching content built on RT activities. The 

participants of the study consisted of eighty four 11
th

 graders; equally males and females, 

classified into experimental and control groups, two groups each. The data was collected via 

reading test and a questionnaire to reveal students perspective towards learning with RT 

strategy. The findings of this study showed significant differences in the mean scores of the 

four groups in favour of the experimental. The questionnaire answers showed a positive 

impact of the strategy use. In addition, a significant difference in achievement was reported in 

favour of girls. The research recommended holding workshops for teachers and supervisors 

for extensive RT training.  
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Reciprocal Teaching and Students with Special Needs 

Strategy instruction wasn’t limited to teaching students with low reading abilities. RT 

was also implemented and revealed positive results with students of other special needs, such 

as students with hearing problems or mental issues. In an emphatic study, Bilgi & Ozmen, 

(2014) tested the impact of strategy use to reading comprehension with mentally retarded 

students in a six- month study. The sample consisted of three students (one-5th grader female, 

two 7th grader males) from inclusive classes. The researchers designed descriptive texts to 

teach to kids with mild mental retardation. The intervention took the form Cognitive Strategy 

Instruction. These strategies included: setting a goal for reading and motivating the students 

for reading, activating the background knowledge about the topic and predicting the text 

content, placing the predicted ideas and information units on a graphic organizer for before 

reading, comparing the predicted ideas with ideas in text and summarizing the text in writing 

for after reading. 

The study used a qualitative method. Semi-structured metacognitive interview were 

conducted for data collection. Metacognitive interviews in comprehension examined the 

processes used by readers while reading.  The results of the study are typical examples of the 

reading behavior of readers who lack sufficient cognitive and metacognitive skills. The 

results of the interviews showed that students had had inadequate meta-cognitive knowledge 

about text comprehension strategies before the instruction. Moreover, mental retardation 

learners directly begin to read without setting the goals of reading in advance. They begin to 

read without predicting or thinking about the content. They do not know what to do when 

they cannot comprehend what they are reading. In addition; they cannot determine which 

strategies to use in order to comprehend the text, nor establish links between background 

information and new information. 

After being instructed, participating students acquired the strategy knowledge before, 

during, after reading that is used by competent readers. They started predicting the text, 
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setting a goal for reading, monitoring comprehension processes, underlining important ideas 

while reading, and writing a summary of the text after reading. The study has obviously 

highlighted the significance of training students to metacognitive strategies in reading 

comprehension. Even though, the sample is very small and the community of research is 

mentally retarded, it can be assumed that lacking cognitive and metacognitive strategies of 

reading is really the challenge that normal poor comprehenders face. 

Likewise, Tajalli & Satari, S. (2013) examined the impact of using a combination of 

RT and self-instruction program on ten learners with hearing disorders. The students’ reading 

ability was assessed after eight sessions of intervention and a significant difference was 

reported in the reading skills of the experimental group. 

Furthermore, Doganay & Ozmen (2014) have experimented the effect of a modified 

program of cognitive strategy on developing the metacognitive awareness of three mentally 

retarded students. The components of their program included modelling the strategy, thinking 

aloud, guided and independent dialogues. In addition, graphic organizers were used to 

illustrate the comprehension passages. Predicting and summarizing were basic practices 

elements of the teaching, too. The qualitative results showed that the three students were able 

to develop metacognitive awareness and they showed a positive change in their reading 

comprehension. 

At last, Todd & Tracey (2006) has used the reciprocal teaching strategies to train four 

at –risk students in an inclusive class to vocabulary acquisition and reading comprehension.  

During a six –week training, two types of intervention took place alternatively; reciprocal 

teaching and guided reading. The intervention resulted in a noticeable improvement in 

vocabulary acquisition and reading comprehension skills in three of the subjects of the study 

and no significant change in the fourth. Overall, reciprocal teaching was found to be an 

effective method to use with at-risk students. Participants succeeded in reaching their literacy 

goals as well as in their own personal growth. 
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Section Two: Cooperative Learning 

 This study has paired RT technique with cooperative learning. It was an attempt to 

relate the learning outcomes equally to the teacher’s scaffold on the one hand, and the 

cooperation between learners, on the other. RT was intentionally taught in cooperative 

groups, since most students in foreign language classroom lack confidence, participation 

skills and motivation (Nilsson & Hay, 2016). Therefore, the current study has taken place in a 

cooperative group work that may offer more social support to learners. At the same time, 

these groups had a heterogeneous structure to realise higher social equity. The sensitive point 

here is that not all students sitting around a table are doing cooperative learning (Johnson & 

Johnson, 2002). The way the interaction patterns are structured, is deeply connected with 

shaping the learning outcomes. However, the way students interact and perceive each other’s 

is according to Roger & Johnson (1994) a neglected area in instruction. To be consistent with 

the cognitive psychology and social learning theories that underpin the current study, this 

section will cover different studies on cooperative learning and group work in the classroom. 

It is in the light of these studies, the research assumptions will be examined and findings will 

be discussed. 

Elements of Cooperative Learning  

Cooperative learning as a social learning context has been presented in many studies. 

Roger & Johnson (1994), for instance, have put instructors in front of two structures of their 

classes: The competitive class, where each student competes to be the best; and the 

cooperative, where students encourage each other’s, celebrate each other’s success and share 

the tasks, regardless to their social backgrounds. However, the first way of classroom 

interaction is still the dominant in the worlds’ classrooms and studies to the second are still 

rare. In spite of the bright picture of the second way, the research has warned the teachers of 

the trap of cooperative learning concept; putting students in groups doesn’t necessarily 
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produce a cooperative work. That could be individual work with talking, some students are 

working and the others are just doing nothing. The crucial point in deciding whether the 

group are working cooperatively or just individually, while sitting together is: the goal. That 

is when all group members work together to achieve the task and feel responsible about the 

team success. The elements that make a group really constructive and productive were 

summarised by Johnson & Johnson (2002, 2009); Roger & Johnson (1994) . 

1. “Positive interdependence”, which refers to the idea that each group member is linked to 

others, and can’t achieve his goal unless the others were able to. Such interdependence 

requires sharing a goal, rewards, and resources. 

2.  “Personal accountability”, which is tightly connected with the previous factor, and is 

realised when the group is assisting each member to be stronger learner. 

3. “Face to face interaction” is recommended to promote support among group members, 

through verbal and non-verbal actions. Through interaction, members provide 

explanations of how to solve a problem, help in drawing conclusions and reasoning. In 

sum, face to face interaction promotes higher order thinking skills among groups’ 

members. 

4. “Interpersonal and small group skills”. Group members need to be taught how to 

communicate in appropriate way to achieve the mutual goal. These skills imply mutual 

trust, clear communicative language, accepting others, and solving problem cooperatively. 

5.  “Group process”. This is realised when members assess each other’s actions, evaluate 

other members’ decisions, and whether to continue or change their tactics towards 

achieving the group’s goal. 

These elements are basic conditions for organizing cooperative work. Still, teachers need 

to create lessons with tasks that can address the multi abilities in the group. A task that targets 

the wide range of abilities conveys a message to the group that every contribution is needed 

to accomplish the goal. That may also solve the issue of “status ordering” in the group. Status 
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issues appear when a high ability in a student is assumed as high competence by the teacher. 

Heterogeneous groups are considered a chance for those students elaborate other abilities; 

and for low achievers to advance their current cognitive level.( Cohen& Press,2015) 

The Impact of Cooperative Learning 

The effect of cooperative learning on achievement has been explored by Slavin 

(1990). He analyzed 60 studies that compared the results of cooperative learning to control 

methods. The findings of this meta-analysis revealed a strong correlation between 

implementing cooperative learning and achievement. Slavin commented that this finding was 

excluded to grades 2-9 and that the strategy effectiveness in grades 10 -12 was rarely 

explored. Moreover, the research went over the conditions, under which cooperative learning, 

adds fat to achievement. These have highlighted group’s goals and group’s accountability as 

key elements of cooperative learning. However, analysed studies, at college level, have 

showed positive impact of cooperative learning on achievement in reading comprehension 

strategies, without establishing group goals or individual accountability.  

On the other hand, the effect of group’s structure on the language development in the 

non-native classrooms has been discussed by Nilsson & Hay (2016). In a non-native 

classroom, the group is needed as a tool to encourage students talk and reveal the ambiguity 

of the text. Providing each other’s with clarification and feedback, students unlock higher 

level potentials. Though, the research pointed out that realizing the social and cognitive 

growth in a group should necessarily entail: a good preplanning and stemming from the 

cooperative learning theories. Yet, this is not normally the case. To investigate this claim, 

Nilsson & Hay (2016) investigated how teachers structure their groups and whether their 

practices stem from the cooperative learning theory. They collected their data through a 

questionnaire and interviews with six EFL teachers who taught classes 4-6 in cooperative 

context. Their findings declared that the majority organized their groups according to their 

students’ developmental level, and they construct the group work without reference to any 
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certain method, “Many teachers believe that they are implementing cooperative learning 

when in fact they are missing its essence” (Johnson & Johnson, 2002.p 12).Regarding the 

group size, 50% of the teachers used pair work, and they didn’t use more than four- 

participant groups.  

Nilsson & Hay’s findings were correspondent to Johnson & Johnson (2009) regarding 

the group size. Johnson & Johnson indicated that large group size negatively affects their 

ability to communicate and reduces the amount of information needed to reach a joint 

decision. On the contrary, when students work in small groups, their social accountability 

increases and they believe their participation is more important. 

While Nilsson & Hay’s teachers preferred to construct their groups out of same –level 

students, Cohen, (1994) advocated heterogeneous structure because she found an evidence of 

the positive impact of this structure on the low- achievers. There was also evidence that 

average achievers were more benefited when working in homogeneous groups; contrary to 

high and low achievers. In addition, Cohen pointed out that teachers are all the time worried 

about the types of groups they structure, paying little attention to the type of interaction that 

takes place within the group. In a comparison between the post test results of 8
th

 graders, who 

worked in both homogenous and heterogeneous groups, it was found that low achievers had 

benefited from working cooperatively with the high achievers. More importantly, she 

elaborated that low achievers scored higher in the recall questions, whereas high achievers 

scored high in the problem-solving questions. The reason behind that, she explained, is not 

attributed to the group structure, rather than to the roles’ division within groups. Labour in 

groups is always divided in a way that associates tasks of reasoning, problem –solving and 

high- order thinking skills to high achievers, while low level thinking tasks are associated 

with the low - achievers. She concluded that mixing high and low achievers can certainly 

enhance the high order thinking abilities of the low achievers. Mixing the medium and low 
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achievers will only result in the medium achievers giving explanations that wouldn’t motivate 

higher cognitive levels of the low achievers.  

The nature and impact of cooperative, reciprocal teaching groups were discussed by 

Brown & Palincsar (1989). The cooperative feature of RT according to them is attributed to 

the type of scaffold and interaction within the group. Debating over meaning allows learners 

to come to consensus over meaning. The discussion among the group’ members regarding the 

meaning or the information relevancy, allow decisions to be made. This provides novice 

learners with the chance to practice their raw skills. In addition, they would feel that the 

comprehending everything isn’t their responsibility alone. These learners wouldn’t feel let 

down, for example, when they are given the role of group leader because other group 

members and even the teacher will lead them and continue the discussion when they fail to 

continue. As a result, tension and anxiety will be revealed as the responsibility of thinking is 

shared among all. This direct supervision by the teacher was refused by Cohen & Lotan 

(2014) who suggested delegating authority to the students, by giving them the chance to 

struggle with the task and suggested teacher’s control to be delayed until the final product is 

ready. 

It is believed that one of the most important positive outcomes of working in a group 

is making decisions. Decisions taken cooperatively at the group level are considered more 

accurate and efficient, compared to those taken individually, because group discussions allow 

gathering expertise and producing a consensus. Furthermore, decisions taken cooperatively 

are fairer since each member controls the other members’ biases. Moreover, when decisions 

are taken collectively, they are more applicable and easier to implement.  (Levine & Moreland, 

2006). 

The Primacy of Cooperative Learning  

There is evidence that the outcomes of group work are bigger than the sum of its 

parts. (Cohen & Lotan, 2014; Forsyth, 2009; Johnson & Johnson, 2009).  That’s because the 
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final product of the group is smarter than that presented by any of its individual members. 

Individual member doesn’t provide a perfect or creative solution to the task, when students 

present their minds face to face, they stimulate each other’s thinking and together they can 

offer new representations or solutions to the problem. As a result, the final solution is a right 

to every group member, but beyond his own individual abilities. Moreover, in cooperative 

learning, resources to learning are more available to members. For example, students can ask 

and receive help, feedback and adequate challenge to their reasoning and social behaviour as 

team members. In addition, positive impact on achievement has been reported in big number 

of studies (Johnson & Johnson, 2009). Cooperative learning is also a sensitive tool for 

promoting conceptual learning. Cohen & Lotan (2014) suggested that mixing the low -

achievers with more knowledgeable mates, gives them the chance to discuss the problem and 

receive illustrations from those who understand it better. Interaction helps low achievers 

understand and build representations for abstract concepts from the peer’s process. More 

importantly, they added that cooperative learning is an effective tool for escalating language 

acquisition, especially in ESL classes. Interaction in the group enhances the verbal exchange 

because students talk to each other’s. Students receive help from other peers to complete the 

task and correct each other’s utterances. Even in the writing tasks, students cooperate to fine 

the final product as they exchange ideas about the content and the style. At the psychological 

level, cooperative learning promotes higher self –esteem, motivation and talking ability. 

(Johnson & Johnson, 2009). Additionally, at the social level, cooperative learning fosters 

helping others, cooperative behaviour, interpersonal relationships and the feeling of social 

equity since everybody in the group contributes to solve the problem. 
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Conclusion  

This chapter has attempted to highlight a selected literature review concerning RT and 

metacognitive reading strategies.  A review of the previous studies indicated that reciprocal 

teaching was effective in drawing the meaning from reading passages. Many of the studies 

have proved RT’s ability to foster understanding of the reading texts. Understanding is made 

accessible through dialogue as a primary aspect of interaction, guided by the teacher as a 

model and facilitator. Furthermore, the studies have drawn on the importance of modelling as 

scaffolding technique to help students incorporate self-regulating strategies at a 

metacognitive level. Studies have also showed that RT is applicable to different age students 

and different learning contexts. Applying the approach to scaffold reading comprehension 

skills of students with reading disabilities clarifies the basic goal of RT as a model to foster 

reading comprehension of struggling and poor comprehenders. However, the studies 

suggested that teachers, like students, require a suitable training to RT before implementing it 

in their classes in order to achieve optimal performance of their students. Moreover, these 

studies were in favour of teaching metacognitive strategies explicitly before implementing 

the reciprocal teaching approach since this may increase learners’ awareness of self and task. 

On the other hand, it worth saying that most of the previous studies were limited either in 

period of intervention or the sample upon which results were drawn. 

The chapter has summarised a body of literature to the cooperative learning and group 

work. These studies have presented cooperative learning as tool for positive learning 

outcomes. Interaction within peers has positive impact on achievement, productivity and 

building the community of learners.  

Finally, it’s worth mentioning that the researcher has noticed that 

A . None of the previous studies was conducted in the EFL/ESL contexts in Palestine.  
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B . To the best of the researcher knowledge, no intervention studies either in Palestine 

or in the Arab World have investigated the impact of RT aided by cooperative learning in a 

heterogeneous group context. 

The researcher contemplates these facts strongly justifies the current study, which  

investigated the impact of teaching RT strategies on the 11
th

 Palestinian graders, in a 

cooperative learning context for a long school semester . As well, the study explored the 

learner’s attitudes towards learning English using this method. The analysis of several tests’ 

results over this period tended to reveal the evolvement on the students’ strategy use after 

training. Applying mixed methods in analysing the data and investigating the approach in an 

authentic context is another factor added to the rationales of this study. 
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Chapter Three 

The Research Methodology 

Introduction 

  Strategy teaching in reading is becoming an educational demand all over the world. 

There is evidence in literature that reading strategies assist learners with tools to read with 

meaning. Reciprocal Teaching is considered one of the most successful methods in 

supporting the cognitive and metacognitive abilities of the readers. The method helps readers 

to learn a set of strategies to read with understanding and develop more independent reading 

habits. In the current study, RT was used with 11
th

 grade students who study EFL. The 

intervention took place in cooperative, group work context. The supportive cooperative 

context of learning was consistent with the philosophical foundations the research embedded. 

Social Constructivism stems from the idea that learning in a social supportive context 

scaffolds learning helps learners learn through interaction and reduces the cognitive load 

through the mutual understanding. Based on these facts, the current study investigated 

students’ comprehension gains as a result of utilizing RT. The research has also investigated 

the reading skills that students were able to utilize as a result of learning with RT. Moreover, 

students’ attitudes towards the learning contexts were questioned. The nature of group work 

was observed by the teacher and analysed by the end of the intervention to provide deeper 

insights into the intergroup relationships and the themes that controlled the group work 

The current chapter presents the design and methodology of the study. It represents 

the population, sample, location of the research. It also elaborates on presenting the 

implementation of RT strategies in the classroom. Data collection instruments, their validity 

and reliability, as well as the study procedures, are explicated. Analysis procedures for the 

research questions will appear at end of this chapter. 
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Research Design 

 The main purpose of this study was to examine the impact of using Reciprocal 

Teaching Strategies on the Reading Comprehension Ability of 11
th

 Grade students. It also 

aimed to reveal the reading skills that students were able to gain after learning using RT, and 

their attitudes towards learning English using the RT strategies, too. The study is quasi- 

experimental research. It was designed with experimental and control groups, randomly 

assigned by school administration. The study used mixed methods since qualitative and 

quantitative methods were needed, each to tackle different aspects of the research questions. 

Quantitavely, a pretest/posttest in reading comprehension were used to trace the effect of 

intervention on students’ achievement. The use of these two tests aimed to find the difference 

in comprehension achievement between the Reciprocal group and the Non- reciprocal one. 

The pretest was conducted for the experimental and the control groups before the RT began. 

The same test was repeated for both groups after the teaching ended. To measure the progress 

in the students’ achievement in the experimental and control groups along the period of 

teaching, five comprehension school tests were also conducted along the period of teaching. 

In addition, a binary- function questionnaire was used to reveal the strategies and reading 

skills which the reciprocal group students employed to overcome the difficulties in reading. 

The second part of the questionnaire aimed to explore the same group’s attitudes towards 

leaning in cooperative groups using RT. 

 Qualitatively, Group work interactions were intensively observed by the teacher 

along the period of teaching. The teacher wrote every noticeable detail or situation that would 

interpret how the relationships and interactions evolved along the period of teaching on the 

group level.  

 

 

 



65 
 

 

Population and Location of the Study 

       The population of this study included all 11
th

 graders who study in the public schools of 

Ramallah & AL-Bireh district for the scholastic year 2015/2016. According to the last report 

by the Palestinian Central Bureau of Statistics (2011), the number of these schools was 109, 

in the two cities and the surrounding, teaching about 4000 male and female eleventh graders. 

Al-Bireh Secondary School where the study was performed is considered the biggest 

secondary female school. The school usually has eight to nine classes of the 11th graders. 

More than half of them join the literary stream; the others choose the scientific stream. All of 

them join the school for their first time after they finish the 10
th

 grade in other basic schools. 

They come from several basic schools in Ramallah, Al-Bireh, Jerusalem and the surrounding 

villages and refugee camps. The number of the 11
th

 graders who joined the literary stream 

was 156 students distributed to four classes.  

The Study Sample  

The study sample of this study consisted of (165) students. These were distributed to 

four classes. The researcher taught the four of them. Randomly chose two as an experimental 

group (classes B+ D) and the two others were the control (classes A+E). Based on this fact, 

all the 11th literary classes were a sample of this study. The experimental group consisted of 

(84) students in two classes, while the control group’s students were (81). The experimental 

group was called the Reciprocal group and was taught comprehension using RT strategies in 

heterogeneous group context. Whereas, the control group (the Non- Reciprocal) one was 

taught using the traditional methods of teaching reading comprehension. In the Palestinian 

context, students- at least the researcher’s students- were encountering difficulties in meeting 

the grade level’s expectations in English and depending to a high degree on the teacher’s 

explanations of the reading texts. At the same time, they were struggling to develop their 

performance and become better language learners. Generating meaning from higher-level 

texts was the most challenging for the majority, whose attitudes towards learning English 
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were also disappointing. This fact was the major reason which called the researcher to invest 

in the strategy - based teaching as a tool that may positively affect students achievement and 

attitudes in EFL. 

Choosing this specific study sample was not a coincidence. The researcher had 

various considerations to perform the study in her place of work. From the logistic point of 

view, the researcher is a teacher at the same school, who is not allowed to leave her teaching 

load to randomly teach any other sample. In addition, being familiar with the school and its 

students made it easier to understand much about the students’ needs and their social and 

educational backgrounds. Second, the school has a team of four English teachers and that 

made it easier for the researcher to choose the four literary classes to teach as long as other 

colleagues are ready to teach the scientific stream. From the spatial point of view, the issue of 

crowded 11
th

 grade classes was another reason that encouraged the researcher to organise her 

students in groups to fit with the limited classes’ space. The small groups’ context created 

more organised setting for learning, where students negotiated and disseminated their 

answers inside their groups instead of whole class individual answers which usually caused 

mess and interruption in the class. Sitting in groups was a good investment of the space and 

made students feel they are all at the same distance from the teacher and from each other’s in 

the group. The final reason for choosing 11
th

 grade students as an experimental group was a 

social reason. Students of 11
th

 grade come from different schools and have different social 

and educational backgrounds with much misunderstanding about the school. Most of these 

students feel strange in their first year, they usually don’t know each other’s, and in some 

cases, they discriminate against each other’s based on achievement, background and social 

status. Therefore, having them to work cooperatively in heterogeneous groups was a good 

chance to have these students remove the barriers they raised between them, understand that 

learning is better done cooperatively not competitively and understand that “two heads are 

better than one”. Lotan &Cohen (4014) stated that group work has impressive social 
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implications. Students who work together come to understand, help and support each other’s 

learning. “When groups engage in cooperative tasks, they are more likely to form friendly 

ties, to trust one another, and to influence one another, than when the tasks simulate 

competition among members” (P.18). Roger & Johnson (2009), Slavin (1989) assured that 

embracing the cooperative learning, regardless to achievement outcomes, yields a spectrum 

of social positive outcomes. For example, Students from different backgrounds work for one 

goal, they foster their friendships and respect, and they enhance their acceptance of others. 

Cooperative learning enhances their ability to work in team with others and fosters their 

creativity and self-esteem.  

Eleventh Grade English Curriculum 

         Both the experimental and control groups studied the same English textbooks 

distributed to the public schools by the Palestinian Curriculum Centre and designed by 

MacMillan Ltd. Students go over two textbooks during the scholastic year. The first is a basic 

book that integrates the four skills of reading, writing, listening and speaking in each unit 

underpinned by the functional approach. The second is more advanced that focuses mainly on 

reading comprehension and essay writing. Both books include reading comprehension 

passages with various cultural, educational, scientific,….and historical dimensions. In both 

books the reading comprehension skills win the lions share, either in the books focus or in the 

marks distribution on the four skills (65 marks out of 150 averages). A report issued by 

General Administration of Curricula for Public Schools Grades 1-12 (2015) asserted that 

reading is the most important skill needed to be taught in the Palestinian schools. The 

Ministry of Education has determined three areas students need to practice while reading: 

“information and understanding” (P.18), “aesthetic response and critical analysis” (P19), and 

“evaluation” (P.19). The first point implies students to generate information from the text, 

through finding analogies and differences, drawing relations and finding facts. The second 

point entails appreciating the reading relating it to self and context. The third requires 
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students to judge and evaluate the text. This general view to the curriculum aims shows that 

students are required to apply their high order thinking skills for building understanding. 

Further, students are required to apply their critical thinking and recall their previous 

experiences to interpret the text’s purpose. Corresponding to this overarching framework of 

the curriculum leaves teachers with a challenge to create more interactive teaching which 

engages all learners of all reading abilities. On the other hand, teachers are demanded to train 

students to reading skills to enable them approach the text with understanding and elaborate 

on it critically.  These skills were considered essentials for preparing global learners who 

understand and use English as a universal language.  

 Reciprocal Strategies Training of the Experimental Group 

Training the experimental group to use the RT strategies continued for two weeks 

before teaching the authentic texts of the textbook started. The instruction took the explicit, 

verbal, directive form. The aim was to scaffold students’ awareness of the four strategies 

through providing a model which they can replicate. Strategy research stated that most 

students cannot attain academic concepts at the formal level unless they receive explicit 

instruction of it (Marzano, 1988). For that purpose, various reading passages and worksheets 

were chosen to be appropriate to their level.  The teacher explained the declarative, 

pprocedural and conditional techniques in each step. Palincsar & Klenk (1991) noted that 

when teaching a tool to students, it is not enough to teach what it is, they need to learn how 

and when to use it.  

The teacher taught each skill separately, articulating its name and time in the reading, 

trying to equip students with the skills needed to deal with the reading task. For example, the 

teacher read a short paragraph aloud, stopped by some new words trying to clarify their 

meanings from the context or through making analogies to other known words, then asked 

herself questions about the text, after that tried to summarise the main idea and at last looked 

at the pictures and subheadings trying to predict what is coming next in the text. All the 
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previous steps were done by the teacher aloud. She read and questioned herself aloud; so that 

students get able to replicate her strategic behaviour and understand how the dialogue was 

built.  

When using each strategy, the teacher announced the name of the strategy she was using. 

Along the training period students were reminded in every lesson with the four strategies and 

the purpose of each one. A poster that illustrates the four strategies was fixed to the wall to 

remind students of them all the time.  Students were also shown some video lessons of other 

teachers using RT with their students to make the four concepts even clearer for them.  

Teacher’s Modelling of Reciprocal Teaching Strategies  

The four strategies were modelled to the experimental group by the teacher during the 

training period. She led the class dialogue after scaffolding the use of the strategies as the 

following  

A)  Predicting  

               The predicting strategy was modelled in front of the class using the text pictures, 

visuals, maps, layouts, diagrams, titles and subtitles.  Students were shown how to build 

connections to their previous knowledge or experience about the topic. They were also 

encouraged to participate and try to make predictions about the text content and theme. 

Predicting training took the form of thinking aloud to guide the discussion into more true, 

reasonable predictions. A student from each group was coming to the board together writing 

their predictions under the numbers of their groups and going back to their circles letting the 

rest see each other’s predictions on board to discuss and compare them. Tarchi (2010) have 

found that prior knowledge is crucial to successful reading, since it fills the knowledge gap 

the text didn’t detail explicitly.  

B)  Questioning  

  Question generating is a cognitive, self-regulatory strategy that makes students dig 

deep in the text for better understanding of the ideas; recall information and check the current 
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state of understanding (Palincsar & Brown, 1984; Rosenshine et.al ,1996). The researcher  

modelled questions generating strategy by reading a short paragraph aloud and stopping at 

each questionable point asking herself questions about the main ideas, the information she 

read, the meaning of a word or the event she passed by. Meanwhile, students were watching 

and listening, and more questions were also growing in their heads. At the same time, the 

researcher encouraged them to help her find the answers through recalling their previous 

knowledge or experience about the topic. As the reading was advancing, she started to ask 

herself more reflective, evaluative questions, then more complex opinion questions. The 

students were becoming more confident and eager to take part in class discussions as they 

were gaining a better understanding of how the reading process works. (Foster & Rotoloni, 

2005) 

C) Clarifying 

 When students became familiar with the topic and theme, teacher read aloud again, 

highlighting on board some new words or unclear points she wanted to demonstrate to the 

class. The researcher tended to use different strategies like tapping students’ previous 

knowledge, trying to guess the meaning from the context, the sentence clues, or derivations 

that the students have learnt before. She also used the dictionary when the previous tools 

didn’t work. Each group of learners was provided with a dictionary to help them check 

words’ meanings. 

D)  Summarizing 

   The last strategy taught was summarizing of the reading texts. Students were 

encouraged to find the topic sentence in a paragraph and retell it in their words. The strategy 

was modelled through writing a topic sentence, supported by sub ideas and asking students 

rewrite it into a short paragraph. Students were reminded to drop any marginal, trivia details 

or examples when summarizing. Further, they were instantly reminded to write summaries 

that they themselves understand. Thus, they were encouraged to use their own words and 
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reflect their own understanding. Students were asked to use colourful markers to underline 

key sentences or highlight words which can form a thread of their summaries. To help 

students always remember what summarizing is about, the researcher prepared a class poster 

of the most important points to remember when summarizing, and kept it in front of the 

students to look at it often. Students by the time were asked to summarize general ideas of the 

text, and give their own point of view. Modelling the strategies continued for two weeks until 

students become familiar with them. 

Forming the Heterogeneous Cooperative Groups  

Once the formal teaching began, students were seated in heterogeneous groups of 

four. Group members were chosen according to their grades in the diagnostic test, trying to 

mix all reading abilities in each group as possible. In each group, each student chose to 

represent the group in one of the strategies. Every group had a Summarizer, Questioner, 

Clarifier, and Predictor, with a card to label the member’s role. Assigning roles didn’t aim at 

strictly limiting each student’s role to practicing one strategy, as much as it aimed at giving 

formal feeling of sharing accountability in the group, promoting order, and fostering the team 

spirit. However, members of the group exchanged the RT roles each reading class. 

Distributing a variety of roles to the group fostered their cooperation. Each strategy 

contributed to make members understand the text at different level. This cooperation in 

making meaning shifted the learning responsibility gradually from the teacher to the learners. 

Palincsar et, al. (1991) supposed the direct central role of the teacher in the process of RT, 

suggests more emphasis on the cooperative spirit in the whole class to help students decode 

meaning and comprehend the text.  

There were various reasons that justify grouping students according to their abilities. 

First, there was a large number of these students with reading challenges and needed social 

support to foster their understanding. Therefore, from the educational perspective, this was a 

chance to put students with high, medium and low abilities in one group, so that good readers 



72 
 

 

support and scaffold their peers’ use of the strategy. Mixing the abilities provided the 

students with a chance to observe the strategic behaviors of their peers while reading and 

imitate these behaviors. High and medium achievers will recognize that no one in the group 

has the superiority to the others, and that every member is important to the success of the 

others as long as she has distinctive role. The teacher explained the philosophy and aims of 

the group work at the beginning of teaching. “Swim Together or Sink Together” was written 

clearly on a large sheet and fixed over the board as a class logo (Appendix J) to guide the 

class into the aim of their cooperation. Students were told that their cooperation can be 

successful on the bases of positive interdependence. That is when the group members agree 

on common goal to achieve, receive same rewards when they reach the goal, share their 

resources for completing the task and when every member has a distinctive role, necessary to 

achieve the task.(Roger & Johnson ,1994;2009). Second, the researcher wanted those “left 

behind” learners to feel secured with others who can support and help and not feel neglected 

as in traditional teaching. Students become stronger when their abilities are considered. 

Trusting learners’ abilities encourages them get more responsible about their learning. In 

addition, giving roles to every group member enhances learners’ feeling of equality. 

Promoting social equity was a strong case for grouping students heterogeneously. When 

engaged in the group, the less proficient students will find it normal to share what they know 

with the group. By communicating their ideas, students can find others in the group to correct 

the errors they commit. In such context, students feel accountable for their individual learning 

and the success of other group members.  

Third, the researcher is concerned with the issue of increasing achievement and higher 

order thinking skills of the whole class through mixing abilities together. Johnson & Johnson 

(2009) found that positive interdependence in the group enhances achievement of the 

individual and other group members when each feels responsible about the group success as 

his. a positive correlation was found between working cooperatively in small groups and 
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achievement (Davidson & Major, 2014).  Overall, researcher were in favour of group work 

over individual memorization or drilling since students in groups talk to each other’s and 

exchange their thoughts and ideas using contextual language which accelerates their language 

learning. 

Groups’ Processing and the Role of the Teacher 

           The teacher has assumed different roles in the RT classes. Social constructivist 

approaches place the teacher as one of the central tools in scaffolding and monitoring 

learners’ development. It is teacher’s responsibility to scaffold and guide learners to the 

optimal performance. This is done by guiding and monitoring their current level of 

performance until they reach the desired level. In the current study, the teacher was 

responsible about organizing and monitoring the newly formed groups. These groups didn’t 

directly get organized and active. They needed sometime to stabilize. Moreover, the study 

was performed with intact sample of learners who didn’t receive RT training before and are 

not accustomed to the systematic group work. Therefore, the teacher needed time to train 

them to the necessary social values to run their groups. Moreover, RT strategies needed time 

and modelling to enable every group members to perform them correctly. In addition, the 

teacher was processing the groups at the formation level. She was forced to replace some 

students with others who were expected to get on well with the group’s members. That step 

was necessary to raise the harmony among the members of the one group. The teacher took in 

consideration replacing some members with others of the same proficiency level to keep the 

heterogeneous formation of the groups. When every student became satisfied with her place, 

groups were asked to work cooperatively on the textbooks’ reading tasks. The teacher 

continued scaffolding students’ awareness of the strategy use and helping them internalize the 

strategies. In an advanced stage, students became more familiar with RT roles and most of 

them were able to use them independently. However, there were some poor readers who kept 

asking for the teacher’s help until the end of the intervention period.  
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The teacher has utilized different contextual and conditional resources to engineer and 

construct a social supportive context, through which all learners will receive equal logistic 

and social support. For example, the teacher performed the strategies directly and verbally to 

the students and gradually withdrew from the scene, giving the students the chance to play 

the teacher’s roles. Then, the teacher designed four labels that hold the four roles of the group 

members. Students exchanged these labels each time they changed their roles in the group. 

Moreover, the teacher distributed graphic organizers to help each group members cooperate 

but at the same time every member was doing one of the strategies to complete the task. That 

is one of them was a predictor, the second was questioner, the third was a clarifier and the last 

one was a summarizer. Graphic organizers (Appendices G+ H) were used as cognitive tools 

to help student visualize their ideas into ready- to use forms. The strength of the organizer 

was to encourage students think dissimilarly, to make best use of the RT strategy they have 

learnt, but to come to the same conclusion. (Rasinski & International Reading Association, 

2000). Students were also given a hand-out to remind them of each strategy use. Teacher’s 

practices were also illuminated by Oczkus (2010) who suggested the four-door chart which 

incorporates the four strategies in one sheet to make it easier for students to fill in as they 

read. 

After the groups were ready to work independently, the teacher still had many roles to 

play in the class. Sometimes, she was a facilitator. When new topic was presented, teacher 

needed to make connections by recalling students’ previous knowledge. Students made great 

recalls to their previous knowledge and experiences when they were asked. That helped them 

very much in building cognitive schemata to connect the new knowledge. The researcher 

monitored the group work, making sure every group was adhering to the task, applying the 

strategies toward achieving the goal of reading. At many other times, the researcher was a 

group participant. She joined a group and played one of the RT roles within of the group. 

That was of a great impact on the students, especially when they felt really trapped and 
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needed a hand. It was a chance for the teacher, too, to scaffold students’ current knowledge 

and leave them more confident, into the next step. From time to time, students were asked to 

write their feedback and comments on the work of the group and their feelings towards the 

process and the cooperation in the groups. All notes were taken in consideration by the 

researcher who made her best to solve problems of groups’ cooperation or even acceptance of 

certain members. At other occasions, when all the groups were working well, the teacher’s 

role was confined to supporting students, reinforcing the correct practices and encouraging 

those hesitant or shy learners. 

Teaching the Control Group 

On the contrary to the experimental group, the control group didn’t receive any type 

of strategic training. They were taught reading comprehension in a traditional setting. 

Students sat in rows not groups and worked individually. Students read the passage silently 

and took notes. Meanwhile, the teacher would highlight some new words on the board. 

Students usually copied the meaning of these words in their notebooks, but definitely, there 

were always active students who prepare at home and negotiate the teacher about the 

meaning. It is worth mentioning that the same worksheets in reading were given to both 

groups. However, in the reciprocal group students were seated in groups and worked 

cooperatively to discuss the questions and apply the four reading strategies to them. In the 

control group, students worked independently to answer the reading questions. The text was 

discussed and the answers were collected after giving a suitable time to think about them. In 

the control group case, there were discussions in the class, but were led by the teacher. 

Sometimes, students themselves asked the teacher to gather for short time and discuss some 

points. These gatherings were spontaneous and contained from five to ten students, but the 

teacher didn’t observe their processing. When the task time was finished, students raised their 

hands to discuss the answers. On the contrary, reciprocal students didn’t raise hands to 
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answer because every group had a turn to discuss, every group was given a different 

paragraph to discuss and every group member had a role to perform.  

Instruments of the Study 

A major purpose for this study was to reveal the change in reading comprehension 

ability before and after the intervention. For that purpose, students in the experimental and 

control groups were exposed to types of tests. Both groups did a pre and posttest in reading to 

compare their achievement before and after the intervention. Additionally, participants of the 

two groups did five school tests in reading comprehension along the period of teaching. The 

five tests investigated the differences in the reading progress of the two groups. The third 

instrument of the study was a questionnaire of two folds. The first part aimed to recognise the 

reciprocal students’ adaption of the reading strategies while reading, after being taught with 

the RT approach. The second has considered the learners’ attitudes towards learning reading 

using the RT method. The qualitative tool of the research was the researchers’ journal. This 

was used to pursue the classroom interactions while working in heterogeneous cooperative 

groups. The qualitative measure used in analysing the journals was the thematic analysis 

protocols which were applied to the data to extract the main themes. Findings related to the 

mentioned tools were used to explain the impact of using RT in a cooperative context, and its 

implications to teaching strategic reading in the Palestinian high school context. 

1) Pretest/ Post Comprehension Tests: The same standard test was conducted for the 

experimental and control groups prior and posts the reading intervention (for the pre/ 

post-test, see appendix A). The test was adapted from TOEFL Tests for juniors. TOEFL 

tests are standard tests, well- known about their validity, reliability. They are also known 

with their content and construct related evidences. The test included three parts of 

reading texts appeared according to their complexity level. The test starts with a “festival 

announcement” passage followed by four questions. The second passage is a short 

dialogic story followed by seven questions and the last part a short historical narration 
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followed by eight questions. All the questions were multiple choice answers 

accompanied with an answer sheet. The total number of the questions was twenty and 

scored out of twenty points. The original test consisted of three parts that target listening 

comprehension, language form and meaning and reading comprehension. The first part 

of the text was excluded due to its irrelevancy to the teaching goals. RT implemented in 

this research is basically based on the relationship to the written text. Students read for 

decoding meanings of the text in order to achieve understanding. Hence, the meaning 

and reading comprehension part was only included for the purpose of this study. 

Analysing the cognitive levels of the test items showed that ten of the questions belong 

to the  high order-thinking skills (mainly reasoning) and the other ten represented  low-

order thinking skills (mainly comprehension). Students of both groups sat to the test 

again after three months when the period of teaching had finished.  

2) School Tests (Teacher’s Designed Tests): students of the experimental and control 

groups were exposed to five school tests (for school test sample, see appendix B). 

Students used to get ready for a test every two weeks. Every test was marked out of thirty 

points. The tests’ questions were written by the researcher herself. The researcher tried 

her best to design reading tests which simulate the themes and vocabulary covered in the 

English textbooks. Moreover, each test was designed to include the same questions’ 

patterns every time. That means every test included a reading expository text followed by 

same question rubric in all tests. The questions started with information questions, 

followed by information completion question, true/false question, reference questions 

and meaning -generating questions. Two purposes were behind giving the tests the same 

structure, and using the same question rubric each time. First, the teacher wanted to train 

students to apply the strategies to most the common types of questions on the reading 

comprehension. Moreover, she hoped the students will get more confident and secured 
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when they are familiar with types of questions in the test. It was expected that students 

will get more independent in dealing with such questions and better prepared for their 

final year tests the following year. 

3) Students’ Questionnaire: By the end of the intervention period, the experimental 

group was called to fill in a questionnaire of two- parts (Appendix C). This 

instrument aimed, in its first part, to trace the frequency of strategic practices in 

handling the reading passages. In its second part, it aimed to explore the learners’ 

attitudes to the learning experience they had. A closed- responses’ questionnaire was 

found the best tool for exploring students’ opinions since their verbal abilities were 

limited and it was found difficult to ask them to report their reading practices 

through open questions. Therefore, closed responses questionnaire was found the 

best solution to overcome any fluency obstacles. Moreover, the questionnaire 

revealed the students’ knowledge about self as readers and their knowledge on the 

reading strategies they implemented. The first part of the questionnaire (items 1-18) 

was adapted from Mokhtari & Reichard (2002) who has developed their instrument 

of Metacognitive Awareness of Reading Strategies Inventory (MARSI) as a self-

report instrument. This targets assessing metacognitive awareness and perceived 

strategy use of school students from 6
th

 to 12
th

 grades, reading school materials and 

subjects. The primary tool (MARSI Version 1.0, Appendix E) is made of thirty items 

that groups the strategies into three subcategories: global reading strategies, problem- 

solving strategies and support reading strategies.  
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Table (3-1) 

Distribution of the MARSI Subcategories in the Questionnaire 

MARSI Subcategory Questionnaire Items 

Global Strategies 1-6 

Supportive Strategies 7-12 

Problem solving Strategies 13- 18 

 

As illustrated in table (3-1), this questionnaire has included only eighteen of the original 

survey items. Items (1-6) were global subcategories, taught as general strategies, used 

intentionally to predict reading or set a goal for reading. Items from (7-12) represented 

reading -support strategies, such as tactics used when the text complicates. Items (13-18) 

were problem- solving strategies. These refer to the functional or logistic tools, learners use 

to overcome reading problems. (Mokhtari & Reichard, 2002). 

It is worth mentioning that the (MARSI Version 1.0) has been adapted and used by several 

researchers to assess students’ metacognitive awareness and increase their monitoring to their 

own practices (Dabarera et al,2014; Fitrisia, Tan & Yusuf, 2015; Henter, 2012; Hong-Nam, 

Leavell & Maher, 2014; Shikano, 2013). The second part of the questionnaire was designed 

by the researcher herself and revised by referees to guarantee its validity and to refine any 

ambiguous or odd items that can be irrelevant or indirect. This part aimed to explore students’ 

attitudes towards practicing RT strategies, enthusiasm regards working in groups and 

working with different -levelled students. Summers (1977, P. 153) confirmed that “Attitude 

research will add an important dimension to the study of affective functioning,… similar 

pattern will evolve in education and the study of reading attitudes, in particular, could play a 

significant role in such research”. The whole tool was validated after several revisions of its 

items, suitability of language and closeness to the students’ learning context. 
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4) Teacher’s Journal: the researcher’s journal (Appendix F) was used to offer a thorough 

description of the groups’ interactions and the way these interactions evolved over the period 

of teaching. Every interesting event, action or note by students was recorded to provide 

deeper insight on how the groups’ dynamics developed and matured over the period of 

teaching with RT. Writing the journal was about recording the noticeable features in the 

groups’ interaction and growth. The process of writing accompanied the process of teaching. 

Since it was the first time the teacher performed a research with systematically –organised 

groups, there were no prior intentions to record specific aspects of neither the process, nor 

any outcomes regarding the group work. On the contrary, classes’ routines and students’ 

activities during reading were recorded, in the hope of being analysed by the end of 

intervention, without anticipating much assumption about the themes that may appear in the 

analyses. Predictions about later themes were not easy to make.  

  Instruments’ Validity and Reliability 

A) The Pre/posttest: The main instrument in this study was a multiple choice reading 

comprehension test adapted from TOEFL tests for juniors. The test consisted of twenty items; 

each with four options. Students needed to decide about one of them as the right answer. 

TOEFL tests are international standardized tests known about their validity. However, 

different steps were taken to confirm validity. AMIDEAST office in Ramallah had been 

consulted on the tests’ content appropriateness and relevance to the target age group. 

Moreover, the test was also reviewed by the researcher’s supervisor and English teachers’ 

committee at the school to prove its face and content validity. Test validity was introduced by 

Brown & Abeywickrama (2010) as the extent to which results drawn from the assessment are 

suitable and meaningful, in the light of the test’s purpose. They have also conveyed that a 

valid test of reading ability should actually measure the reading skills not any other related 

abilities. Therefore, the test was found valid as long as it only promoted the use of the reading 

strategies taught in RT. 



81 
 

 

  The internal consistency of the test items was also investigated through using the 

SPSS one factor- analysis to check the correlation between the test items. Previously, the test 

items were grouped according to their cognitive levels. Ten of the questions were found to 

measure low- order reading skills. For instance, items that hit skills like knowledge, 

comprehension and recalling. The other ten items were analysed as high- order reading skills. 

These were questions that required reasoning, analysis, synthesizing and evaluating skills.  

Table (3-2) 

The One- Factor Analysis Value for Each of the Test Items and Its Cognitive Level 

Question 

No 

Cognitive 

Level 

One-Factor 

Analysis Value 

Question No Cognitive 

Level 

One-Factor 

Analysis Value 

1. Low-order 0.30 11. High –order 8.84 

2. Low-order 0.65 12. High –order 8.80 

3. Low-order 0.49 13. Low-order 8.10 

4. Low-order 0.61 14. High –order 8.80 

5. High –order 0.57 15. Low-order 8.10 

6. Low-order 0.43 16. Low-order 8.68 

7. High –order 0.45 17. High –order 8.64 

8. High –order 0.43 18. High –order 8.85 

9. High –order 0.48 19. Low-order 8.80 

10. High –order 0.49 20 Low-order 8.84 

 

 Table (3-2) shows that the test has good correlation between the variables. The one 

factor analysis indicates that the tool measures the purpose it was established for. Despite the 

medium coefficient of the correlation, it was considered sufficient for the study purpose. 

The Pre/post-test’s reliability was tested as well, using the split –half technique and Kuder-

Richardson Formula 21 calculation for test reliability. Kuder& Richardson (1937, P. 151) 

assumed that “most test technicians use the split –half method of estimating reliability” “The 

correlation coefficient thus obtained is taken as an estimate of the reliability of either half, 

and the Spearman-Brown formula for double length is then used to estimate the reliability 
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coefficient of the whole test”, they explained (P.52). The correlation coefficient appeared 

using the split half. The odd items of the test (1,3 ,5,…19) and the even (2,4,6,8,…20) of the 

test were analysed and compared. The comparison of the two halves yielded consistent results 

which indicated that the reliability of the test is acceptable. Odd items coefficient value was 

(70%) and for the even items was (80%) which was a statically acceptable percentage and 

indicated good reliability of the test. Kuder-Richardson Factor for reliability of the whole test 

items (20 items) in its final edition revealed high reliability of the test (0.845) which confirms 

that the test is reliable and suitable enough to be used on the study subjects. 

B) The School Tests: The validity of the school comprehension tests were also established 

through showing the first test as the primary instrument to the General Directorate for 

Assessment and Examinations in the Palestinian Ministry of Education. Depending on 

analysing the most common used questions in the secondary level tests, five high frequency 

questions were agreed to be used in these tests, and was described earlier in the chapter, thus 

experts’ validity was established for the tests. Moreover, English language committee 

members at the researcher’s school and two of the school English supervisors evaluated the 

tests’ content and relevancy to the curriculum topics and the school teachers also used some 

of them in their classes. Using these tests, by other English language committee members at 

school served the inter–rater’s reliability to be established. The colleagues’ suggestions were 

discussed until consensus upon the sample answers was held.  In addition, tests papers were 

exchanged with other colleagues to check the correction. It was through the colleagues’ 

evaluation, the face and content validities were also established. The one factor analysis of 

the five test results showed that the tests items were reliable and consistent since the one –

factor analysis value for the five tests was (96%) and considered a high reliability percentage 

in researches. 
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Table (3-3) 

The Five School Tests Correlation Coefficients 

Test No Value of One –Factor Analysis 

1 0.87 

2 0.87 

3 0.90 

4 0.87 

5 0.85 

  

  Table (3-3) shows high correlation between the five test items and high internal 

consistency which indicates that the tests were reliable. 

C) Student’s Questionnaire: In order to confirm the questionnaire validity, its first version 

was put under the supervisor’s and the committee members’ evaluation. Upon their 

recommendations, some changes were made in the language, order of items, number and 

domain of items to finalize the questionnaire in its current edition. Items that were 

considered complex, duplicating other items or irrelevant to RT strategies were excluded 

or replaced based on the supervisor’s recommendations. Language was simplified to 

suite the students’ proficiency level. Clarity and punctuation marks were also noted. The 

first part of the questionnaire adapted from Mokhtari &Reichard (2002) was supposed to 

measure the metacognitive practices of the 11
th

 graders during reading and the second 

part was designed to reveal the attitude students hold toward learning by RT strategies.  

The second part of the questionnaire (items 19-33), was also refined in language and 

order of items based on the committee recommendations and the pilot study results. 

Ambiguous and difficult items were removed or replaced until consensus upon the current 

tool was reached. The language of the questionnaire as well as the Arabic version were 

revised and edited by two of the researcher’s colleagues at school. The reliability of the first 

section of the tool is basically high (Cronbach’s Alpha =89% for the whole subcategories), 

since it is considered an international tool used by many researchers and was validated after 
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many cycles of testing its items on different grade levels. However, Reliability of the new 

tool was provided using Cronbach Alpha analysis as the tool was piloted to twenty students, 

ten from each of the two classes who were practicing RT, chosen according to their names 

appearance in the school records. Reliability of the applied instrument was tested using the 

one factor analysis of the questionnaire items.  

Table (3-4) 

Values of the One –Factor Analysis of the Questionnaire Items 

Item No One-factor analysis value Item No One-factor analysis value 

1. 0.76 20 0.66 

2. 0.76 21 0.59 

3. 0.66 22 0.62 

4. 0.62 23 0.85 

5. 0.62 24 0.74 

6. 0.69 25 0.78 

7. 0.71 26 0.74 

8. 0.81 27 0.68 

9. 0.62 28 0.66 

10. 0.77 29 0.78 

11. 0.69 30 0.58 

12. 0.80 31 0.74 

13. 0.63 32 0.77 

14. 0.65 33 0.71 

15. 0.70 

16. 0.63 

17. 0.49 

18. 0.71 

19 0.63 

 

The factor analysis provided in table (3-4) above shows medium – high internal 

consistency of the questionnaire items and that proves its validity to be officially used as a 

study tool. The reliability of the tool was also tested by computing Cronbach Alpha after 

applying the tool on the experimental group. The overall reliability of the questionnaire 

seemed statistically acceptable (86.4%). 
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Table (3-5) 

Cronbach’s Alpha Analysis of the Questionnaire 

Number of 

Items 

Domain Cronbach’s Alpha 

percentage 

Cronbach’s 

Alpha 

of the Pilot study 

 

Cronbach’s 

Alpha of the 

whole study 

 

18 

Reading Practices of 

students who study 

using RT 

 

0.773 

 

 

 

85.2% 

 

 

 

86.4%  

 

15 

Attitudes towards using 

the  

Reciprocal Teaching 

Method in teaching 

reading 

 

0.820 

 

D)  Thematic Analysis Validity 

       The validity of the researcher’s journal stems from the fact it is a primary source of data, 

collected on a day to day bases through watching and interacting with the agents in their 

authentic learning context. On the other hand, the journal was written by the researcher 

herself and sought to record the events, behaviours, actions and learning processes without 

any prior assumptions or expectations regarding the outcomes. Moreover, three outside 

reviewers have evaluated the emerging themes through comparing them to the original text. 

Their feedback was important to reveal any conflicting results and modify them to reach a 

consensus regarding the problematic themes. Thus, the reliability of the thematic analysis was 

established. (Alhojailan, 2012). In addition, the TA has followed the six phase analysis 

presented by Braun & Clarke (2006). Therefore, the researcher communicated with Mrs 

Virginia Braun, one of the TA six-phase analysis pioneers, via email. Braun confirmed the 

correct procedures that the researcher has followed in analysing the data. She has also 

conveyed the correct way in presenting the themes in its final report. 
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The Study Procedures 

     The first step of this study was getting the approval of AlBireh Secondary School 

principal and the Directorate of Education in Ramallah to conduct the study and consider the 

students as subjects of the research. The school helped the researcher in distributing the 

students of 11th grade to the four classes and authorised the teacher to teach two of them as 

an experimental group and two as control. The study completion and data collection were 

possible through the following procedures. First, a random class was chosen for piloting 

teaching RT at the beginning of the year, then directly all 11th graders of the literary stream 

at the school were doing their pretest in reading comprehension. Second, all the students in 

the experimental group were trained to the Reciprocal Teaching strategies for a two-week 

period through explicit construction of RT strategies before teaching the authentic textbook 

topics. Third, the students of the experimental group were assigned to heterogeneous groups 

of four according to their results in a diagnostic test in comprehension. After that, students in 

each group exchanged roles to be able to practice the four strategies in a cooperative 

environment. The teacher’s guidance was present all through the process, scaffolding 

student’s abilities and holding their hands to overcome the difficult skills by providing a good 

model, and encourage cooperation at the group level. Students in both groups were exposed 

to the same comprehension test after each unit was finished. A rubric for each test was used 

by the researcher in her classes to guarantee reliability. By the end of the intervention, 

students of both groups were exposed to a posttest to detect differences in performance 

between them. The experimental group was also called to reflect on their learning experience 

and attitudes towards the reading techniques and strategies they used through a questionnaire. 

Finally, the researcher’s journals were an additive resource of data to enlighten the 

description of group work atmosphere and the types of interaction in the classroom while 

learning with RT. 
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 Data Analysis 

      This quasi- experimental study used mixed methods for analysing and interpreting its 

data. Quantitative and qualitative protocols were followed for answering the five questions of 

the study.The Statistical Package of the Social Sciences Program (SPSS) was used to analyse 

the pre/ posttest data, the school tests and the questionnaire as the following: 

First, the independent sample T test was used to compare the means of the 

experimental and control groups in the pre/posttest and reveal the effect of using RT 

strategies in reading comprehension. The means of the two groups in both tests were 

compared to find any difference in their reading performances. Moreover, to elaborate on the 

first research question, the test’s questions were categorised into two groups after being 

analysed to their cognitive levels. Questions that included recall or understanding were 

labelled as low- order cognitive skills. Those were questions (No.1,2,3,4,6,13,15,16,19,20). 

Questions which involved problem-solving, analysing and reasoning were labelled as High 

order thinking skills (questions No.5, 7, 8, 9, 10, 11, 12, 14, 17, 18). Accordingly, the 

performance of the experimental group’s subjects was compared in these two specific 

domains. In addition, the η 2 - Eta square was applied to the tests’ results to examine the 

effect size of using RT. In fact, this statistic analysis was used to elaborate on the effect of 

using RT as a method. It aimed to discover whether the method’s impact on students was 

small, medium or large.  Second, the independent sample T test was also used to answer the 

second question of the study. Five unit tests were analysed in means and frequencies to reveal 

the change in the two groups’ achievement over the period of the study.  

Third, the questionnaire was also used to answer the third and fourth questions of this 

research. The third inquired the strategic practices and reading skills that the experimental 

group students were able to apply as a result of learning by RT. Students’ responses on this 

part of the questionnaire were coded as: 1=never, 2= occasionally, 3= sometimes, 4= often 

and 5= always. The second part of the questionnaire answered the forth question concerning 
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the students’ attitudes towards learning by Reciprocal Teaching strategies. To answer this 

question, the second part of the questionnaire elicited students’ answers on fifteen items that 

focused on the attitude towards using RT, working in cooperative context and heterogeneous 

groups. The researcher tried to reveal the attitude towards different aspects of learning. 

Responses on this part were also measured through five Likert scale that started from (1) 

strongly disagree,(2) agree, (3) undecided, (4) agree and ended with (5) strongly agree. 

Reverse coding was applied to negative items. Means of responses were calculated using the 

same key used in part one of the questionnaire, and descriptive analysis were provided 

through calculating the means, standard deviations and percentages of items.  Likert scale 

was used to elicit the responses from the questionnaire and analysing them by the SPSS. In 

agreement with this five Likert scale, the following key was implemented to interpret the 

means:  

Table (3-6) 

Analysis Key of the Questionnaire 

Degree Mean 

Too low 5.4less than 

Low 9.101.8 - 

Medium 2.6 -  0.00 

High 3.4 - 8.50 

Too high 4.2  and higher 

 

Table (3-6) represents a key of how the questionnaire’s means were described. Means 

of the responses that were less than 1.8 is considered too low and connotes negative 

responses on the item. Whereas, items means which ranged between 3.4 and 4.19 were 

considered high strategy use or practice or high attitude in the attitudes section. Means, which 

were higher than 4.2, were considered very high.  

 Finally, the thematic analysis of the researcher’s own journal answered the fifth 

question of the research concerning the groups’ dynamics and interactions.  The step by step 
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analysis has followed the six phase process by Braun &Clarke (2006). In phase (1) which is 

known as the reduction phase, the researcher went back to read and reread the journals that 

have been written six months prior to the analysis, making herself more familiar with the 

content and the aspects it covers in the group work features. It was in this phase, the 

researcher was, unintentionally, driven to the literature of group work dynamics, interactions 

and protocols. Thoughts about what ideas can emerge from the journals and what codes will 

appear, guided her towards the related literature. Literature made some ideas in the journals 

speak, revealing few initial codes and some codes were actually allocated, whereas a mass 

body of the writing was still undecided. In phase (2), the initial coding stage, the journals 

were read again and again for the purpose of finding consistencies or differences regarding 

some codes such as group’s identity, interdependency, cooperation’ responsibility, 

motivation, etc. Paragraphs or sentences that served certain patterns were marked. Since the 

journals were a word document, paragraphs that support each code, were given different font 

colour to be distinguished. Cut and paste was applied to same colour extracts and under each 

code each went. In phase (3) code analysing started, broader chunks of information were 

attached to each code, elaborating the codes into meaningful themes. For example, all ideas, 

details or narratives that were evolving around the theme “group’s interdependency” were 

written on the same paper, in search for meaning of this theme. This stage was the beginning 

of creating links between the codes and their references in the text, trying to give meanings 

for each that would help in elaborating a theme around each. Themes were revised in phase 

(4) seeking coherence and refining them in relation to the authentic text and excluding themes 

that don’t contribute to the research question or don’t fit the concept of groups’ dynamics. In 

the next step, writing of a full meaningful themes started by naming the themes and 

supporting every theme with the narrative details which reasonably serves the research 

question. In phase (6), the final, fully written themes were presented, supported with 

necessary evidences and examples, ready for the illustrative analysis in chapter four. The 
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inductive and deductive approaches were both used in reading the data. This is a process for 

obtaining themes from the text through moving forth and back and between, as continuous 

process which guarantees comprehensive rich description of the themes. The back and forth 

interplay with the data allows the researcher to check and recheck the codes and concepts 

(Bowen, 2009).  

Conclusion  

The current chapter has presented all the logistics involved in implementing and 

testing RT as a reading- fostering approach in school context. It discussed the research 

methodology, presented the rationale for choosing the mixed method design of the study. 

Then, the setting of the study was featured through describing the population, the sample, 

location and time of the research. The chapter has described the actual process of teaching RT 

for the 11
th

 grade students, the preparation that preceded the actual teaching of RT. In 

addition, instruments of the study, their reliability and validity were established through 

testing the correlation of the tests items and using the one factor analysis for the questionnaire 

items. The journals reliability was established through an iterative process of decoding, 

identifying and validating the themes, then comparing them to the authentic script.  Protocols 

followed for validating each tool was discussed in details. Finally, the data analysis process 

was described in preparation for the results in the next chapter. 
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Chapter Four 

Results 

Introduction 

The overarching intent of the current study was to investigate the impact of teaching 

Reciprocal Teaching (RT) in 11
th

 grade context. Reciprocal Teaching is a reading instruction 

method, developed by Palincsar & Brown (1984). The strategy is based on training students 

to cognitive/metacognitive strategies through promoting four thinking skills: clarifying, 

questioning, summarizing, and predicting. Another major aim of the study was to discover 

the reading practices that students have developed following the instruction, and to reveal 

students’ attitude towards learning using RT technique. Hence, the qualitative part of the 

research has examined the impact of the intervention on 11
th

 grade students’ achievement, 

strategic practices and attitudes. Student’s achievement was calculated through two types of 

comprehension tests. Reading practices and attitudes were collected through a questionnaire. 

The Statistical Package for the Social Sciences Program (SPSS) was applied to the mentioned 

data sources to answer the first four questions of the study. The independent sample T- test 

results indicated a significant impact of RT on the 11
th

 graders reading skills. Further, 

question number five answered the qualitative part of the study. It shed the light on the 

group’s interaction and group work features which were recorded through the teacher’s 

journals. The thematic analysis of these notes revealed much about the RT instruction in a 

cooperative heterogeneous groups’ context. The composite outcomes of both parts will be 

discussed thoroughly in chapter five to generate deeper insights of using Reciprocal Teaching 

in a cooperative group context. However, this chapter is going to present the analysis of the 

five research questions respectively. 
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Q.1: What is the impact of using Reciprocal Teaching strategies on 11th Graders reading 

comprehension ability? 

Q.2: What is the effect of using RT on reading comprehension progression over the period of 

intervention?    

Q 3: What strategic practices students developed while reading using RT strategies? 

Q.4: What attitudes do students hold towards learning reading comprehension with 

Reciprocal Teaching in a cooperative context? 

Q.5: How do the process and the interaction within the groups evolve over the period of using 

the four strategies of Reciprocal Teaching? 

Effect of Reciprocal Teaching on Reading Achievement 

     The study aimed to reveal the effectiveness of using RT on reading comprehension 

abilities and its impact on students’ achievement. For that purpose, two types of tests were 

conducted. A pre/posttest and five school (teacher- designed) tests. The pre/ posttests have 

mainly aimed to reveal the difference in achievement between the experimental and control 

groups prior and after the intervention. The five school test tracked the progress in the 

reading abilities along the period of intervention. For comparison between groups, this 

current study used two independent groups drawn from the same population. The reciprocal 

group consisted of 84 students and the Non-reciprocal was 81.  

     To answer the first question, the independent sample T test was applied to the results of 

the pre and post-tests for both groups. The means and standard deviations of the control 

group and the experimental group before and after the intervention were compared. 
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Table (4-1) 

Results of the Independent Sample T- Test of the Experimental and Control Groups in 

the Pretest and Posttest 

Group N Mean 
Std. 

Deviation 
T Sig. (2-tailed) 

Eta 

Squared 

Pretest 
Exp 84 6.98 3.77 

1.11 0.27 

51.0 
Cont 81 6.28 4.25 

Posttest 
Exp 84 11.42 5.28 

2.97 0.00* 
Cont 81 9.27 3.84 

* Statistically significant at the level of statistical significance (α≤0.05) 

** Total pre/posttest grade = 20 points 

Table (4-1) presents the results of the control and the experimental groups in the pre 

and post-tests. Comparing both groups’ results in the pretest shows that the means of the two 

groups’ scores were very similar. The experimental group’s average mean was (6.98), 

whereas the control group’s mean was (6.28) before the RT instruction began. This 

comparison shows that there was no significant difference in the mean scores of the two 

groups prior the intervention. It also indicates that both groups were almost similar in their 

reading achievement before teaching began. Comparing the mean scores of the two groups in 

the posttest shows the experimental group mean was (11.42), while the control group’ mean 

was (9.27) for the same test. Table (4-1) also shows that there was no difference in the two 

groups’ performance in the pretest. (Sig = 27%) in the pretest indicates that the difference is 

insignificant at (α ≤0, 05). However, significance level was (0.00) which is less than (α ≤0, 

05) in the posttest. The level of significance shows that there was a difference in performance 

for the benefit of the experimental group in the posttest.  

Comparing the results at the one group -level shows that the mean average of both 

groups has increased from the pretest to the posttest. The control group’s average was (6.28) 

in the pretest and rose to (9.27) in the posttest. Whereas, the experimental group’s average 

mean was (6.98) in the pretest and rose to (11.42) in the posttest. Yet, there is a significant 
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difference for the benefit of the experimental group when comparing the two groups’ means 

in the posttest. In other words, the experimental group who studied reading comprehension 

using reciprocal teaching strategies outperformed the control group in the posttest. However, 

the statistics shows an advance of the control group reading achievement along the period of 

teaching.  Furthermore, table (4-1) shows the effect size of reciprocal teaching (RT) on the 

reading ability. This was calculated through applying the Eta square statistics to the test 

results. The table shows η 2 Eta square value was (0.15). This percentage suggests that the 

effect size of RT on students’ reading ability was big, since it is higher than the average 

(0.14). It should be noted that according to Cohen’s rules of thumb (1988), the Eta square for 

the effect magnitude is considered small at (0.2), medium (0.13) and large at (0.26). 

  The previous findings clarified the overall achievement differences between the two 

groups. However, the research has investigated the effect of the RT at deeper level. Provided 

the claim that RT instruction enhances the cognitive/metacognitive abilities of the learners, 

the statistics were used to trace the method’s impact on the cognitive growth of the subjects. 

It investigated the impact of RT on developing the different cognitive abilities of the 

experimental group learners. For that purpose, the same previous test items were classified 

into two cognitive levels. Ten out of the twenty multiple choice questions represented high- 

order thinking skills. The other ten questions required low- level thinking abilities. Analysing 

the test items, higher level thinking skills that the test promoted were reasoning, inferring and 

problem- solving questions. Meanwhile, the low-order thinking skills were mainly recalling, 

knowledge and comprehension questions. To examine the difference in the experimental 

subjects’ performance in the two cognitive levels, the score of every student in every question 

was recorded. This implies that every cognitive field is made of ten questions and marked out 

of ten points for every student.  Results of the experimental group were compared in the pre 

and post-tests using the independent sample T- test and the Eta Square, as shown in the 

flowing table. 
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Table (4-2) 

Pretest and Posttest Results in the Low and High -Order Cognitive Levels 

Comprehension Cognitive Level    N  Mean 

 Std. 

Deviation 

   T 

Sig.(2-

tailed) 

Eta 

Squared 

Exp. 

Low-Order 

Thinking Skills 

 

Pre 

84 4.9 0.25 

-2.91 0.00** 0.12 

Post 84 6.1 0.27 

High-Order 

Thinking Skills 

Pre 84 2.1 0.20 

-7.70 0.00** 0.32 

Post 84 5.3 0.31 

** Statistically significant at the level of statistical significance (α≤0.05) 

Table (4-2) shows the mean scores of the experimental group in the pre and post-tests 

in different cognitive domains. The independent sample T-test shows a significant difference 

between the mean scores of the high – order cognitive level and the low-order cognitive level 

in the pre and posttest. The low- order reading skills means was (6.1) in posttest, whereas it 

was (4.9) in the pretest. That suggests a slight improvement of the students’ low-order 

thinking skills such as recalling, comprehension and remembering levels. Regarding the 

performance at the higher- cognitive level, experimental group’s means was (2.1) in the 

pretest which is considered very weak performance. This have improved to (5.3) in the 

posttest which a very noticeable advance in the experimental group’s performance. The result 

indicates a significant difference in the results of the experimental group in their pre and 

posttest. The difference was clear in the students’ performance in the high cognitive level 

questions despite the slight difference in their performance at the low-order thinking level.  

Comparing the performance of the subjects in the two cognitive levels, the means 

show that students performance have increased in both levels. Both means had a ( sig .0.00) 

which are considered  significant at (α≤0.05). Yet, the differences in means indicate that 
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students have advanced better in their performance in the high- order thinking skill than in 

their performance in the low order thinking skills.   

To investigate the impact of RT on students’ performance in the both cognitive levels, 

Eta Square statistics was operated, the difference between the two levels’ means was 

calculated to check the effect size of the method in both levels. The results show the effect 

size of RT on the high -order thinking skills was greater than its effect size on the low-order 

cognitive level. To elaborate, Eta Square for the low-cognitive level was (0.12) which less 

than (0.14). This is construed as a medium size effect of the method on the low-order 

thinking skills of the subjects. However, the size effect was great regarding the high-level 

skills like reasoning and problem-solving, since Eta Square was (0.32), which is much higher 

than (0.14). These results indicate that due to the extensive RT practice, students high 

thinking skills have developed higher than their low order cognitive skills. They also indicate 

that the same subjects have more applied the low order thinking skills to the test questions in 

the pre and post conditions. However, their high order thinking skills have grown much better 

in the posttest.  

 To conclude, the results show a significant difference in the performance of the 

reciprocal group in both cognitive levels. Yet, the same groups’ performance has enhanced in 

the high order thinking skills more apparently than their performance in the low order 

thinking skills. These results were supported by the Eta Square statistics for calculating the 

method’s effect magnitude.  The size effect of Reciprocal Teaching was found higher in the 

high order thinking skills case.  This implies a positive impact of the strategy on promoting 

the cognitive/metacognitive abilities of the experimental group.  
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Tracking the Progress in Achievement during the Reciprocal Intervention  

          To answer the second question of the study, the research tracked the performance of 

the experimental and the control groups along the period of the intervention. The study aimed 

to find the difference between the experimental and control groups in their performance in 

reading comprehension through five school tests. Those tests included the five most frequent 

prompts in the secondary stage tests and were scored out of thirty marks for each. After 

administering each test; scores of students in the two groups were recorded. By the end of the 

teaching period, mean scores and standard deviations of the five tests were analysed for the 

both groups. The analysed data appear in table (4-3) below, show the mean scores, standard 

deviations and the independent T test values for the five tests of the experimental and control 

groups. 

Table (4-3) 

The Experimental and the Control Groups’ Means and Standard Deviations in the Five 

School Tests 

Group N Mean 
Std. 

Deviation 
T 

Sig. (2-

tailed) 

Test 1 
Exp. 83.00 13.43 7.54 

1.69 0.09 Cont. 80.00 11.44 7.51 

Test 2 
Exp. 84.00 14.99 7.14 

0.54 0.59 Cont. 79.00 14.38 7.12 

Test 3 
Exp. 81.00 18.35 7.37 

1.43 0.15 Cont. 79.00 16.66 7.54 

Test 4 
Exp. 82.00 19.39 7.07 

1.76 0.08 Cont. 80.00 17.40 7.31 

Test 5 
Exp. 83.00 20.73 6.74 

2.36 0.02* Cont. 80.00 18.09 7.57 

 * Statistically significant at the level of statistical significance (α≤0.05) 

** Maximum Test Grade =30 Pts, Minimum Grade = 15 Pts. 

The table shows the Independent Samples T- Test results for the two groups in five school 

tests. The independent sample T- test clarifies that there was a difference in the mean scores 
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of the two groups in favour of the experimental in the fifth test. The mean score of the 

experimental group in this test was (20.73), whereas the mean score of the control was 

(18.09). The Significance level of the first, second, third and fourth tests of the two groups as 

(0.09  0.59  0.15  0.08), which is higher than (0.05) for both groups. This indicates no 

significant differences in the two groups reading achievement in the first four school tests. 

Whereas, the Sig value of the fifth test = (0.02) which is apparently significant at α≤0.05 and 

reveals a significant difference between the two groups for the favour of the experimental. In 

other words, the results of both groups in school comprehension tests had no significant 

difference until the fifth and final test. This suggests that the students of the experimental 

group have outperformed the control group in the fifth comprehension test. Despite the fact 

that difference between the two groups only appeared in test five, the achievement scores of 

the experimental group gradually rose from the first to the final test. However, a look at the 

mean scores of the experimental group shows that their achievement in the tests was 

gradually rising along the five tests. The means scores of the tests appeared as (13.43, 14.99, 

18.35, 19.39 and 20.73) respectively. These means show a continuous rise in the 

experimental group achievement from one test to the other. Similarly, the control group’s 

means were (11.44, 14.38, 16.66, 17.40 and 18.09) respectively. This finding indicates that 

the control group subjects -who were learning using the conventional method – were also 

progressing in their reading comprehension performance along the intervention period. The 

different performances of the experimental and control groups in the five school tests are 

made clear in figure 1 below. 
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Figure 1: The Results of the Experimental and the Control Groups in the School Tests 

Figure (1) shows a comparison of the two groups’ performance in each test. As clarified the 

experimental group tests’ means were higher than the means of the experimental from the 

first to the fifth test. The means indicate that the reciprocal subjects performed better in the 

school tests than their mates in the non- reciprocal group. The figure shows that the 

experimental group’s means were higher than the control group means from the first school 

tests and continued higher until the end of the intervention. When comparing any two means 

in any of the five tests, the experimental group’s mean was higher, but insignificant in the 

first four tests. These means clearly show that students who studied reading comprehension 

through the RT reading strategies have made progressive improvement in their mean scores 

in the successive reading tests at school. In conclusion, the statistics clarifies that comparing 

the mean scores of the experimental and control groups in five unit tests was for the favour in 

the experimental. The difference wasn’t significant in the first four tests and didn’t appear 

until the fifth. That suggests that the RT effect on the reading ability progress didn’t make a 

significant difference until late stage of the instruction period. Moreover, it suggests that the 

experimental group reading ability has grown, yet at slow pace.  
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The Impact of Reciprocal Teaching on Students’ Strategy Use 

      Concerning the third question of the study regarding the impact of RT on students’ 

strategy use, the questionnaire was statistically analysed to provide a clarification of the 

reading practices that the experimental group students implemented while reading.  

The first part of the questionnaire was under the title of “Practices of Reading” to refer to the 

reading strategies that the experimental group used while reading. The part was adapted from 

“MARSI” questionnaire by Mokhtari &Reichard (2002) which was designed to assess 

reading strategic awareness for academic purposes, but items were chosen to correspond to 

the closet practices of RT. The questionnaire included three subscales of strategies that 

students resort to while reading to foster their understanding. The first part covered the 

Global Strategies, followed by Support Reading Strategies and then the Problem Solving 

Strategies. In order to answer the question, descriptive analysis was operated to calculate the 

means, standard deviations and percentages of the items. 

Table (4-4) 

Descriptive Statistics of Eighteen Reading Strategies 

No Item Mean Std. 

Deviation 

Percentage 

 Global Reading Strategies  

1 I read the heading and sub-headings of the passage first. 71.4 5140 30100%  

2 I refer to the diagrams / illustrations when they are available 

to help me understand the topic. 
01.3 514 43100%  

3 I try to make connection between the text that I am reading 

and previous knowledge / experience. 
0130 5140 46164%  

4 Before reading, I ask myself what I already know about the 

topic and predict what will come next in the passage. 
01. 5164 431.5%  

5 I skim the text first to find out its type and the way it is 

organized. 
0160 51. 401.5%  

6 I try to figure out the meaning of new words or phrases from 

the context. 
0133 5144 44163%  

 Support Reading Strategies    

7 I look up unknown words in the dictionary. 016. 5133 431.7%  

8 I underline or circle information in the text to help me 

remember it. 
0104 5140 4.170%  
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9 I discuss what I read with the group to check my 

understanding 
0160 51.3 43163%  

10 I ask myself questions about the text during reading. 01.3 5146 60104%  

11 I summarize what I read to reflect on important information 

in the text. 
0157 .1.0 6514.%  

12 I go back and forth in the text to find relationships among 

ideas in it. 
0130 5133 67103%  

 Problem- Solving Strategies    

13 When I don’t understand, I keep on reading hoping for 

clarification further on. 
0103 5146 4.164%  

14 I stop from time to time and think about what I’m reading. 0144 513. 40173%  

15 I skip words or parts I don’t understand. 01.. .156 6013.%  

16 I give up and stop reading when I don’t understand. 31.0 .150 701.5%  

17 When text becomes difficult, I reread to increase my 

understanding. 
01.0 .150 63163%  

18 I try to guess the meaning of unknown words or phrases 

when reading. 
010. .150 64136%  

  

Table (4-4) shows the means, standard deviations and frequencies of three categories of 

reading practices. It is clear that the first subcategory of the strategies was dominant in the 

students’ practices while reading. The percentages of using them were between 83.33% and 

73.10%, and both are considered high percentages. Initially, it seems that the majority of 

students attended to headings and titles when reading. Among the six used strategies, the 

highest mean (4.17) went to the item (No.1) “I read the heading and sub-headings of the 

passage first”. Further, responses showed that pictures and illustrations combined to the 

reading were also a source of help. That is clear from the high mean of strategy (No.2)( M= 

3.92 )“I refer to the diagrams / illustrations when they are available to help me understand the 

topic”. Self-questioning/checking was also a present during reading, as strategy No.4 came 

third in its mean ( M=3.9) “Before reading, I ask myself what I already know about the topic 

and predict what will come next in the passage”. Strategy (No.6) mean was (3.88) “I try to 

figure out the meaning of new words or phrases from the context” and strategy No.3 

(M=3.83) “I try to make connection between the text that I am reading and previous 

knowledge / experience”. However, the least attention was paid to structure and organisation 



102 
 

 

of the text as a reading technique. Therefore, responses to item (No.5) calculated the lowest 

mean (3.65) among the six global strategies used “I skim the text first to find out its type and 

the way it is organized”. To sum, the means of the responses to the six items were high which 

suggests they were commonly used during reading. 

In addition, a look at the second subscale shows the percentages and mean scores of 

responses on using the Support Reading Strategies. Item (No.9) “I discuss what I read with 

the group to check my understanding” got the highest mean (3.63) among the six supportive 

strategies that students adopt. The mean of item suggests that dialogue and debates on the text 

were found useful to arrive to common understanding of the text, give meaning to reading 

and confirm understanding. Strategy No.7 (M=3.61) “I look up unknown words in the 

dictionary” and No.8 (M= 3.57) “I underline or circle information in the text to help me 

remember it” also appeared as high frequently used while reading. However, item No.10 “I 

ask myself questions about the text during reading” was (M=3.18). Still, it indicates that 

nearly half of students have developed self- questioning strategy of RT while reading. 

Strategy (No.11) “I summarize what I read to reflect on important information in the text” 

came with the lowest mean (3.04), among the support reading strategies which students use to 

overcome their reading problems. Compared to other responses, it could be considered a 

mediocre use of the strategy. However, according to the used scale, it still belongs to the high 

frequently used strategies. 

 The third part of the table covered the strategies that students utilized as problem- 

solving techniques. Foremost, the highest mean (M= 3.77) of item (No.14) “I stop from time 

to time and think about what I’m reading” suggests that thinking about reading was the most 

frequently followed by students to check whether the text was meaningful or not. Then, the 

mean responses on item No.13 (M=3.58) “When I don’t understand, I keep on reading hoping 

for clarification further on”, show that students continued reading and didn’t give up when 

they didn’t understand a certain part, hoping for understanding as they move on in the text. 
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Text clues and previous word knowledge were also frequently used to solve the reading 

problems. This idea was clear through the means of item No 18 (M= 3.39) “I try to guess the 

meaning of unknown words or phrases when reading”. The lowest mean of responses (2.15) 

was on item (No. 16) “I give up and stop reading when I don’t understand”. The item’s mean 

indicates that low number of students quit reading when they didn’t understand and continued 

the task. However, not a high percentage of students did this because items (No.15) “I skip 

words or parts I don’t understand” and (No.17) “When text becomes difficult, I reread to 

increase my understanding” were reported of medium frequency. The two items’ means were 

(M=3.19) and (M=3.13) respectively. These means show that these two strategies were not 

among the high frequently used. However, they mean that almost half of the students didn’t 

get stuck when they did not figure the meaning of a word and read again to foster 

understanding. 

      In general, comparing the total score of each subcategory shows that the global reading 

strategies appeared first as the most frequent skills used, followed by support reading 

strategies and the problem- solving strategies. The comparison between the three subscales 

overall use appears in the following table: 

Table (4-5) 

Means, Standard Deviations and Percentages of Reading Strategies’ Total Score 

Strategy -Subscale Mean Std. 

Deviation 

Percentage Degree 

Global reading strategies 013. 5140 44136% High 

Support reading strategies 0103 51. 64105% Medium 

Problem- solving strategies 013 51.6 6715.% Medium 

Total Score of “My Reading Practices” 017. 5134 45% High 
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Table (4-5) shows a comparison of the means of each subcategory of the strategies. 

The three are compared in their total means, percentage and overall degree of use according 

to Likert scale. Global reading strategies were the most used by students with (M=3.89). The 

percentage of using these strategies was (77.86%). That indicates students resorted to these 

general, low level cognitive or surface skills with a high degree of frequency. Support reading 

strategies (M-3.38) fell within a medium or moderate level of frequency. This means that 

learners “sometimes” made use of these strategies. The overall percentage of using them was 

(67.50%), which is considered a of a medium use degree. On the contrary, problem- solving 

strategies came last (M=3.2) with a (64.09%) percentage. This pointed to a moderate use or 

frequency of these strategies; however, less than the supportive strategies.  

    To conclude, the overall mean of “The Reading Practices” part was (M= 3.49) which falls 

within high degree of frequency. These statistics indicate that students in general resorted to 

reading strategies to a high degree. However, the highest percentage of their reading 

strategies went to the global strategies, followed by support reading strategies and finally to 

the problem solving. The subscale means and percentages showed that in spite of using 

reading strategies while reading English texts, their use was decreasing as the subscale was 

advancing. 

Students’ Attitudes towards Reciprocal Teaching 

Students’ own perception of RT and their attitude towards reading in cooperative, 

heterogeneous group context was also investigated in this study. The second part of the 

questionnaire aimed to answer the research’s fourth question to explore the experimental 

group’s attitudes towards the learning context. Means of responses were calculated using the 

same key used in part one of the questionnaire, and descriptive analysis were provided 

through calculating the means, standard deviations and percentages of items as presented in 

the table below. 
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Table (4-6) 

Descriptive Analysis of Students’ Attitudes towards Reciprocal Teaching 

Item Mean St. 

Deviation 

Percentage Degree 

19 The reading strategies I learnt in the 

English reading lessons using the 

Reciprocal Teaching Method can be 

applied to other reading contexts. 

0100 51.7 66164% High 

20 The summarizing strategy was very 

helpful in understanding the passage. 
014. 5143 4713.% High 

21 The predicting strategy was very helpful 

in understanding the passage. 
7157 5160 3514.% High 

22 The clarifying strategy was very helpful 

in understanding the passage. 
716. 5106 .013.% Too high 

23 The questioning strategy was very 

helpful in understand the passage. 
014. . 4713.% High 

24 Practicing reading strategies improved 

my reading skill. 
014 5144 47150% High 

25 Cooperative group work in Reciprocal 

Teaching (RT) helped me participate in 

the discussions. 

0130 . 60155% Medium 

26 Communicative activities used in 

Reciprocal Teaching (RT) encouraged 

me to communicate in English. 

0130 .153 67103% Medium 

27 I didn’t like group work. I prefer to read 

quietly alone. 
3144 .1. 00173% Medium 

28 Using RT strategies encouraged me to 

ask for clarifications. 
0136 5133 60137% Medium 

29 Using RT strategies made me more 

enthusiastic in the reading class. 
01.4 51.7 60100% Medium 

30 Using the RT strategies in group work 

was boring. 
313 5133 77150% Low 

31 Using the RT strategies in reading 

English made it more enjoyable. 
0134 5136 60173% Medium 

32 I like my teacher to continue using RT 

method in all reading classes for the rest 

of the year. 

01.7 .1.. 63136% Medium 

33 Using RT method didn’t affect my 

reading ability. 
31.. 51.3 7013.% Low 

 Overall Items of “My Attitude Towards 

Learning with RT Strategies 
3.43 0.88 68.50% High 
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As illustrated in table (4-6), students were asked about the most useful RT strategy 

among the four they practiced. Items (20, 21, 22, and 23) reflected students’ perception of the 

four strategies. The mean of Summarising Strategy was (M=3.71), Predicting Strategy 

(M=4.04), Clarifying Strategy (4.69) and Questioning Strategy (3.71) respectively, as 

appeared in the questionnaire. It’s clear that the four strategies were appealing for students to 

use, and their attitude towards the strategy was very positive, especially the Clarifying 

strategy that holds the highest mean. In fact, (4.69) is the highest mean among all the items of 

the questionnaire and the only item that is interpreted as “very high” compared to overall 

items and to the rest three RT strategies’ means. That is to say students found “Clarifying” 

the most useful among the four strategies. Predicting and Questioning strategies came next 

with very close means. Summarizing was found the less helpful in supporting understanding 

despite that its mean is interpreted as high and that students agree that the other three 

strategies facilitated their understanding. 

      Furthermore, students were asked about their perception of RT instruction in relation to 

their learning, and the way RT affected their ability of reading. The statistics showed that 

most students agree that the reading strategies they learned this year helped them read better. 

This appears in the item 24 (M= 3.7) “Practicing reading strategies improved my reading 

skill”. Students also “agree” that they can transfer the strategies to learn new texts, and that is 

clear in item 19 (M=3.33) “The reading strategies I learnt in the English reading lessons 

using the Reciprocal Teaching Method can be applied to other reading contexts”. Further, 

students’ perception of the learning settings was also questioned. Item 25 (M= 3.25) 

“Cooperative group work in Reciprocal Teaching helped me participate in the discussions” 

and item 26 (M=3.23) “Communicative activities used in Reciprocal Teaching (RT) 

encouraged me to communicate in English” reflect that nearly half of the students agree that 

RT affected their ability to participate, take part in discussions and use English in their 

dialogues. These two means suppose that working cooperatively, using RT and engaging in 
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communicative activities have helped almost half of the students to participate and engage in 

reading discussions. Moreover, students’ opinions on the context of learning, attitudes 

towards reading in cooperative heterogeneous groups were also covered. It is clear that 

students have enjoyed using RT strategies in their reading. Item 31 “Using the RT strategies 

in reading English made it more enjoyable” got ( M=3.27),which suggests that almost half 

students agree they enjoyed learning using this strategy. This fact is reinforced through 

calculating the mean of item 30 (M=2.2) “Using the RT strategies in group work was 

boring”, which falls within a low degree of attitude and suggests that low number of students 

didn’t enjoy learning with RT. Item 29 (M=3.17) “Using RT strategies made me more 

enthusiastic in the reading class”, indicates that RT has promoted enthusiasm towards reading 

and made the class more active when they were using the strategy. Besides, intermediate 

percentage of students reported that RT gave them the chance to ask for clarification when 

reading became complex. That was clear from the responses to item 28 (M= 3.26) “Using RT 

strategies encouraged me to ask for clarifications”. Further, item 32 (M= 3.14) “I like my 

teacher to continue using RT method in all reading classes for the rest of the year”, item 

27(M=2.77) “I didn’t like group work. I prefer to read quietly alone” expressed that more 

than half students have positive attitudes towards using RT and preferred to continue their 

reading classes using the strategy. They believed that the strategy helped them to ask the 

teacher and the group about unclear points in reading and preferred to use RT technique in 

the reading activities for the rest of the year. On contrary to these findings, item 33 ( M= 

2.19) “Using RT method didn’t affect my reading ability”, shows that high percentage of 

students agree that RT has positively affected their reading ability. However, the final degree 

of students’ opinions towards the context of learning is interpreted as medium. To conclude, 

the highest mean was item (4.69) that indicates students made use of the clarification strategy 

best and the lowest mean was (M= 2.2) “Using the RT strategies in group work was boring”.  
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From the statistics presented above, some conclusions can be drawn. First, students 

have developed positive attitude towards RT and enjoyed using the strategy in reading, hoped 

to continue using the strategies for the rest of the year (items,30,31,32). Second, students’ 

responses show that they have found predicting, clarifying, questioning and summarising 

strategies helpful in understanding the text and generating the meaning of reading. They 

found clarifying strategy the most helpful to them in comprehending the text. However, 

questioning and summarizing were the least attractive for them to use (items, 20, 21,22,23). 

Third, students thought that that using RT has promoted better reading skills, positively 

affected their ability to extend using RT to new reading context.(items 19,24,33). Students, in 

general, also believed the cooperative reading context gave them the chance to participate and 

engage better in discussions using English (items 25,26). That attitude attributes to their 

perception of items (28,29) which indicates RT gave students the chance to ask teacher and 

peers for help when needed. Finally, the statistics showed that learners preferred working in 

groups over working individually (items 25,27,28). So far, the mean of the attitude overall 

items was (3.43). This mean indicates a positive attitude towards reading using RT in a 

cooperative group context. The overall percentage of the responses was considered high 

(68.50%). In conclusion, the findings of this questionnaire in its two parts are reinforced by 

the pervious findings of the tests results. As well, they will be better understood in the light of 

the qualitative data. The thematic analysis of the classroom interactions will help understand 

the spirit of learning and the patterns of relationships that dominated RT classes during the 

intervention period. 

Results of the Thematic Analysis on the Group Work Interactions  

The final and fifth question of this research aimed to provide deeper insights into the 

group work dynamics and interactions. It aimed to discover the themes that ruled the group 

work with regard to values that students developed within their groups. The analysis also dug 

deep to depict students’ own perception of heterogeneousness, cooperation and adaption of 
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RT strategies. This question was qualitatively answered through applying the Thematic 

Analysis (TA) to the teacher’s journals. The journals were written along the period of 

intervention to record observations on the classroom context, interactions and the way 

students perceived the values of RT group work. The thematic analysis of (Brown and 

Clarke, 2006) model was carried out on all the qualitative data, collected by observing 

students during reading lessons and the teacher’s field notes and observations. Six major 

themes appeared throughout the data. These included: Harmonious relationships, 

Socialization, Cooperation, Interaction, Interdependency and Motivation. The codes have 

been developed into subthemes and initial themes which were allocated and justified for 

writing the final themes. A report and description of each theme will follow with supporting 

evidence and examples from the journals to weave the full story of the relationships and 

interactions in the RT classroom.   

Theme 1: “From sensitive heterogeneity to harmonious relationships at the group level” 

Preparing students to work in heterogeneous relationships was a challenge at the 

beginning of teaching. Grouping students according to their language competence was also 

sensitive for both categories of students: the high competent students and the low competent 

students. For example, it was reported that “friends wanted to be grouped together but due to 

the research purposes, I distributed them according to their abilities to heterogeneous 

groups” and “I am still receiving complaints from some members who don’t feel they want to 

stay in their groups”.  For a period of time, at the beginning, some proficient students didn’t 

get on well with the rest of group members. They didn’t take things seriously and thought 

they don’t have to put serious effort in cooperating with their peers, “but some students who 

have good English competence don’t participate as they should”. They sometimes showed 

superiority to their group member, basically the less proficient ones. One of the students told 

the teacher: “I think we now learn better, but X in my group thinks she is perfect in English 

and doesn’t want us to explain everything, she thinks we should hurry in doing the task and 
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she thinks she’s perfect in English!!”. With efforts paid to promote the idea of heterogeneous 

groups and how this will enhance the whole class performance, positive relationships began 

to grow. Encouraging both types of students to be positive towards their group members and 

rewarding the cooperation of some groups helped much, though. For example “Harmony and 

friendship between the one group members were noticed to be an effective factor to scaffold 

low achievers skills, they were imitating their competent partners who have mastered the 

strategy, without feeling embarrassed and they ask for help with higher attendance”. 

Adaptation of students to work together and accept each others as they are, worked at last, but 

with effort and at slow pace. “Students interact in their groups comfortably as friends now.  

Drilling the reading strategies each reading class made them follow the routines smoothly; 

they don’t need much time now to prepare themselves for the class. Moreover, they scaffold 

each other’s to be ready for their roles as predictors, clarifiers, questioners and 

summarizers”. Finally, it is concluded that students were able to accept each other’s, avoid 

floundering that appeared in some groups’ cases at first. For some, it was a real chance to 

build friendships with others who didn’t really know before and for others it was actually a 

great chance to advance their skills. 

Theme 2: “Group work the route to social values” 

Group work has offered a chance for students to expand their social and learning 

opportunities. In clarifying how group work was a chance and challenge simultaneously, 

many students told the teacher “I have never engaged in group work before”. The picture 

was even worse when other students reported that even when they were in groups, they were 

not given any responsibilities. “When we were in a group, we were used to copy the answers 

from the clever girl and that’s it!!”, some said. The previous statements can manifest the 

challenge in getting the students to work in systematic groups with definite task for each 

member. Even structuring the groups at beginning was a challenge. Students didn’t adapt to 

organizing and regulating themselves in neat groups within the class space. For instance, it 
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was reported that “It was not easy to train students how to sit in their groups and organize 

themselves quickly before the class started/ I used to go to the class and find them still 

moving here and there looking their group members and moving their chairs to join in”. 

However, these obstacles were minimized over time. “Students now understand the meaning 

of working cooperatively, the group has become more stable, and students recognise their 

group member very well. They also use badges that hold the role of each member during that 

class”. Beyond the values of organization and labour division, students became better aware 

of each others social conditions, even better understand the type of help their groups peers 

need. For example, “Students needed to feel closer to each other’s; they suggested making 

same T-shirts for all of them. They worked actively and happily to search the net for ideas, 

colours and designs to make special thing, collected money and donated for those who can’t 

pay. In two weeks, the whole classes of 11th grade were wearing the same T-shirt even me 

and that really gave us a positive feeling of being friends who have many things in common. 

In addition, sensitivity built on achievement differences has reduced as students recognised 

that group work assumed equal roles for members. In the reading class, every group member 

was equally charged with a task regardless to her achievement in tests. “Students feel more 

equal now; there are no biases against any of them based on their test grades. They 

understand they receive appreciation and reward according to their commitment to the 

cooperative task and the effort they pay”. To sum up, group work was not only about 

improving in reading skills. It was also about developing social values such as self and group 

organization, commitment to group members and group tasks, in addition to appreciating 

others based on who they are, not on what grades they receive. 

Theme 3: “Cooperation the anchor to the group’s survival” 

Cooperation among the group didn’t automatically regulate. “It was noticed that some 

students especially the less competent, are still reluctant to share. Sometimes, some high- 

achievers came to me complaining that their colleagues are not completing their tasks”. 
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More effort was paid from the teacher to overcome this obstacle and enforce the mutual 

assistance between the one group members. First, more teacher intervention was paid to the 

ill groups. “I sat with the group as a member of them, doing the task of the low- achiever, 

asking her to repeat what I did”. There was a need to encourage the less competent students 

by praising what they did in front of others. That made difference in their contribution in the 

group. Second, some side meetings with individuals who complained about the group’s 

performance were needed to debug their conceptions about the group work. For example, “It 

took time and patience to talk to some high achievers. I wanted them to feel comfortable as 

possible. I needed them to understand that improving the group’s performance depends 

highly on their cooperation with mates. These conversations helped them understand that 

their groups improve when they share knowledge and skills with the team instead of nagging. 

I notice they more now enjoy the work with others, instead of thinking of beating or excelling 

them”. Finally, to achieve optimal collaborative performance, more effort was paid to task’s 

administering and missions’ distribution. The teacher needed to modify the way tasks are 

presented and distributed among group members. “I brought in the four-door chart that 

visualizes the four RT strategies. This will help each member of the group recognise and 

remember her role. I made many copies, so that students use new papers at new tasks”. In 

addition, “every group was given four badges, holding the four strategies names. Students 

needed to exchange them every class in order to play all RT roles. After all, it can be 

concluded that cooperation between members worked very well by time. Tasks were noticed 

to become more automatically distributed. For example, “some less competent members were 

charged in using the dictionary for finding the meanings of new words. I notice they are 

happy to function as clarifies for students who are used to achieve higher than them”. 

Students have qualitatively improved their shared efforts for the sake of the whole group. “I 

was proud to see that groups’ leaders have prepared their lists of new vocabulary and 

distributed them among their group to confirm reading with understanding for their less 
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proficient mates”. For example, students were noticed to “correct the inaccurate summaries 

of their partners”. “Their cooperation is transforming the class into bees’ cell. They are all 

busy. That showed me that students are now taking the ownership of their own learning”.  

Theme 4: “Task- directed interaction has replaced the chaotic one” 

Interaction among group members was high, but the teacher found that sometimes it wasn’t 

panned or controlled. For example, “some enthusiastic readers were gushing their answers 

without consulting the others”. At other occasion it was stated “some groups weren’t that 

active/ Some group members didn’t get on well with the rest”. That is interpreted in having 

hasty students who were keen to give answers, paying no attention to their roles in the group 

or to their turn. In the contrast, there were students who were hesitant to talk. Teacher 

reported she needed to make some modifications some group’s structure to realize balanced 

interaction among them. It was stated “I added another member to the group so that the 

group will interact and function better. Usually the member was of intermediate level. This 

was found the mean of both low and high achievers. Both can find their ways to interact with 

her”.  Time was needed to make students commit to their roles in the group and better 

understand the needs of their less competent mates. However, things turned on much better as 

a result of understanding that no group member can move to the next task until others have 

achieved theirs. “we exchange the roles each class. When I predict about the text, another 

friend prepares the questions, another one uses the dictionary to tell us the meanings and a 

fourth one summarises. But we consult each others of course before we declare our 

answers”. One student has told the teacher. It was also noticed that the level of interaction 

was decreasing or increasing following the topic of reading. Therefore, when some topics 

were very culturally related, students showed a high degree of interaction.  It was mentioned 

that when the unit about global folk tales were presented, students were very attentive, active 

and every group’s members were working hard together to produce the writing task. Every 

group was asked produce their folk tale, considering the elements of that type of writing. In 
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that regard the teacher wrote: “every group was given a story map to establish their own folk 

tale; they consulted me often about the logic in their stories, and then ran back to their 

groups to continue”. On the same idea, she commented, “groups were competing in a 

fantastic way to give their best; they gave me more than what I asked them to do. They had 

made their folk tales clear by attaching pictures and illustrations of their drawings. The 

collective effort of the group has produced very well written tales which decorated the walls 

of the class”. 

Theme 5: “Interdependency among group members has yielded more independent readers” 

Despite the labour division among the one group, there were students who depend on their 

colleagues to explain to them what to do. It was noticed that “Students use the graphic 

organizers to divide the task and roles, but still we have students who depend on their group 

members to help them read and perform their tasks”. Those were generally the very poor 

readers. However, some average achievers have very well improved as a result of sharing the 

task with other group members. For example, one student told the teacher “when I read the 

text at home I feel happy I understand what is written there. Because I write all the meanings 

and main ideas at class, I understand better when I reread”. It was also found that 

interdependency among group members have helped less confident students to share. High 

and average achievers can do what the teacher couldn’t do “they have succeeded to push 

their less proficient reading partner to overcome her shyness, stand up and read her 

summary. She didn’t stop reading when she committed mistakes in reading”. Despite having 

successful cases, teacher reported that some members were still encountering difficulties in 

acquiring the four strategies. For example “students are still facing a problem with the 

strategy of summarising. Some groups are still giving the role of summariser to the high 

achievers”. In addition, mutual feeling of responsibility toward each other’s has matured. 

Dialogue as a target of teaching found its way among group members.  For instance, it was 

stated “sometimes I saw them in the playground gathering in a group preparing for the class 



115 
 

 

and that really gave me the ultimate happiness”. Regarding the mutual sense of 

responsibility, the teacher wrote “good readers feel more now about the concerns and 

challenges “weak readers” face. They became aware of the importance of their roles as 

facilitators to their colleagues”. It is clear that positive relationships and sharing the task 

has improved along the period of intervention. The teacher concluded that “learning 

ownership is improving. More positive behaviours are replacing the competitive feeling they 

used to have at the beginning”. At the same time, responsibility towards each others grew. It 

was found that they continued scaffolding their less talented peers to give them the chance to 

share during the class. It was reported for example, that “when I asked groups to send one 

predictor to the board to write the group’s predictions, I was surprised to find that most 

groups have delegated one of the low achievers to do the task”. That implies that groups had 

structured dialogues prior the task to write initial predictions. It also implies that they have 

arrived a consensus regarding the titles and illustrations before sending one of each to write 

the prediction points. 

Theme 6: “Motivation to read peaked when texts were non-textbook” 

Motivation towards reading using RT was great. At the beginning of the intervention, 

the teacher used some texts from outside the text book as model to illustrate the four 

strategies. When she was reading and questioning her self-aloud, students were very 

attentive, focusing and interactive. They were answering her when she asked herself a 

question. She commented “Students always showed their enthusiasm when I was doing this, 

they even hurried to help me predict, answer questions or recall a background of a word or 

its meaning. They were so happy to help me understand!!”. 

Motivation to learn was apparent in students’ plans to change their reading habits. They 

desired to become better readers. For example, it was reported “some of them kept coming 

and telling me their plans and strategies to organise themselves and become better readers.  

In other occasions students came to me before the class started. They wanted to show their 
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preparation for the lesson. It was an effort they did at home to function higher during the 

class. … of course I kept encouraging and supporting their efforts”. 

It was noticed that motivation towards reading has increased when students were 

asked to read a book from the library. Each student was given a book appropriate in level to 

her abilities, on a reading level from 2-5. Students were also given a reading log to write the 

meanings of some new words, main characters, ideas, and a summary. Students showed great 

interest in reading, filling the log and returning it to the teacher. To elaborate, the teacher 

commented “When I collected the logs for evaluation, I noticed the amount of effort done 

(especially by the low achievers) to complete and return them in time. This experience 

increased my trust in my students and their abilities. Some low-academic achievers reported 

to me that they were reading for long time at home to complete their logs. They were using 

the dictionaries to continue reading. I guess they wanted to show me they are not stupid and 

can function well to fill in their logs”.  

At the level of classroom setting, competition between groups was a motif to combine each 

group’s efforts. Every group members wanted to show that they were the best in doing the 

task to receive the teacher’s reward. It was stated that “students in the class are like bee cells, 

whispering, discussing and writing down their answers quickly. They are making use of the 

available time to prove their group is the best”. 

To summarize, the previous themes were the most standing out in the researcher’s 

journals. These journals, as stated before, emerged from the teacher’s observation of the RT 

class settings and contacting with individual students. They have also contained the 

researcher’s personal reflection on the way interactions and relationships have evolved over 

the period of teaching.  

 Analysing these journals using the TA approach has demonstrated a positive trend towards 

cooperative group work in general.  



117 
 

 

A look at the previously stated themes has generated different conclusions. First, students 

were not accustomed to group work norms before. They were intact subjects who were never 

grouped heterogeneously to practice RT. Though, they have shown great willingness to 

cooperate and learn. Second, groups were dynamic structures that can be modified either in 

their nature or tasks to achieve optimal performance in reading. No rigid rules were applied to 

the group structure. Modifications were made all the time to make them function better in 

reading and demonstrate healthy interaction. Third, groups in general were able to accept the 

differences among them, adapt better social values, cooperate for the sake of whole group, 

and improve their positive interaction. They have also showed high motivation, shared their 

responsibilities and were interdependent at the group level. However, time factor was crucial 

for students to develop the previous themes. Students needed time, training and patience to 

get adapted to these values and to integrate them as bases of their reading groups. 

Conclusion  

The current chapter has presented the results of data analysis. Quantitative sources 

included the results of a pre/post tests, five teacher designed tests and the results of the 

students’ questionnaire. The qualitative data was represented through the thematic analysis 

(AT) of the teacher’s journals. The independent sample T test was used to compare students’ 

performance in the pre/post-tests. Comparing the means and standard deviations of both tests 

revealed that the experimental group has outperformed the control in the posttest despite 

having no significant differences among them in the pre-test. Further, η 2 Eta square for 

calculating the effect size of RT was used. Its value was (0.15) which indicates a large effect 

size of using this approach in promoting strategic reading. Independent sample T- test was 

applied again to measure the differences in the experimental group’s performance in two 

cognitive levels in the pre and post-tests. Means and standard deviations of the tests were 

compared. Results revealed a difference in the post test results in both: the low- order 

cognitive skills and high- order cognitive skill, in favour of the post. In addition, the results of 
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five school tests were compared for the experimental and control groups. The independent 

sample T test showed no significant difference between the two groups in the first four tests. 

However, the experimental has outperformed the control in the fifth test. Result of the five 

tests also revealed a gradual advance in the both groups performance throughout the five 

tests. The mean scores of the experimental group were higher than those of the control group, 

though, didn’t reach a statistical significance until the fifth test. Moreover, the results of the  

questionnaire was analysed to demonstrate the reading practices of the experimental group 

students, in addition to exploring their attitudes towards learning using the RT approach. 

Means, percentages and standard deviations of the subjects’ responses indicated that students 

have resorted to a repertoire of reading strategies while reading and students had positive 

attitudes towards reading using RT strategies. Finally, applying the TA approach to the 

qualitative source of data resulted in six themes which triangulated the quantitative findings. 

Themes showed that students were developing positive social and learning values along the 

period of learning by RT and started adapting the cooperative group work values despite 

being novice strategic learners. 

 

 

 

 

 

 

 

 

 

 

 



119 
 

 

Chapter Five 

Discussion, Implications and Recommendations 

 Introduction  

The dominant aim of this quasi-experimental study was to evaluate the effect of RT 

on the 11
th

 graders reading ability. RT strategies were explicitly taught prior to teaching the 

authentic passages of the textbook. The four strategies were verbally and directly modeled by 

the teacher. Then, students were guided to clarify, predict, question and summarize the 

reading text. Students’ strategy use and their attitudes towards RT were also explored in this 

study. This chapter is devoted to provide a summary of the findings, an interpretation of these 

findings, and implications for theory and practice. Recommendations for future research are 

provided, as well.  

 Discussion of the Results 

In this section, the intervention’s impact on achievement, reading strategic practices 

and attitudes are discussed and on the basis of the research questions in chapter one and the 

data analyses presented in Chapter four. 

Impact of Reciprocal Teaching on Reading Achievement 

The first research question of this study investigated the impact of RT on the students’ 

achievement in English as a foreign language. The findings in chapter four provided a 

statistical evidence (Table 4-1) of the positive impact of the method on the students’ reading 

ability. The results from independent sample T-test analysis revealed that the experimental 

group performed significantly higher than the control group in the posttest. This statistical 

evidence indicated that students who received the RT training achieved higher percentage 

grades than those who didn’t receive any strategic training. The positive impact of the RT 

training was also supported by the data from the pretest. The results analysis showed that the 

two groups were almost equivalent in their pretest results. This suggests that the two groups 
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were almost equal in their reading skills prior to the intervention. The findings from this 

study on learners’ achievement are consistent with results from studies conducted by several 

other researchers who enquired the role of RT on enhancing the cognitive /metacognitive 

abilities of the learners, consequently, established the legitimacy of the approach in teaching 

reading (NRP, 2000). In general, these findings are in line with Palincsar and Brown's (1984), 

who trained students to apply the four metacognitive strategies of RT to the reading texts. 

Their study found the RT has enhanced the standardized reading of the students who were 

adequate decoders, but poor at comprehension. Their 7th graders achieved better 

comprehension gains, maintained the RT strategies for long time and they became more able 

to apply the strategies to more sophisticated texts. The findings of the current study are in the 

same direction of Palincsar and Brown's (1984) in its findings since the reciprocal group of 

this study has outperformed their mates in the non-reciprocal group and results showed that 

students have improved in their performance in the reading achievement as well in their 

application of the high order thinking skills to the texts. However, the current study has 

longer training duration and utilized the cooperative environment of the group work rather 

than the individual teaching.  Further, the finding of the present study is consistent with the 

findings of Armbrister (2010); Dabarera et .al (2014); Hasan (2005) that applying RT to the 

non-native contexts enhances students’ awareness of the metacognitive strategies and 

improves their performance in reading. These results are also in the same direction of Brow 

(2015); Moore & Wilkinson (2003) in confirming the utility of strategy teaching in 

improving the vocabulary attainment and meaning inference abilities of the learners.  

Although the results of the current study provided evidence that the experimental 

group surpassed their mates in the control in the posttests, the calculation of their test results 

shows that their performance wasn’t high (M=11.42). Knowing that the highest mark of the 

test was twenty, suggests two points: first, the students were basically poor comprehenders 

who possess little reading strategies. Second, students became able to overcome their reading 
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deficits due to their use of the RT strategies. As a result, they were able to make the 

difference in their means in the posttest. Reciprocal Teaching as a remedial method was used 

with learners who were considered as low- achievers or low- comprehenders by Alfassi 

(1998) and McHugh (2016). Both studies reported similar results in the utility of RT in 

assisting less proficient student to read with meaning and in increasing the classroom 

interaction. Moreover, Aaron (1997) reported some studies in which poor readers who were 

taught metacognitive strategies have surpassed their normal mates who received traditional 

teaching. 

  The results of the first question also indicated a large effect size of the RT strategies 

on the experimental group. The magnitude of the mean differences of the two groups was big 

(eta squared 0.15) and suggested a significant impact of the method on the reciprocal 

subjects’ reading abilities .A further analysis of the performance of the reciprocal group on 

the different cognitive levels revealed an upturn in their use of the high –order thinking skills 

in the posttest. The research best interpret this change in the strategic behavior of the learners 

by the explicit training of the strategies and the scaffolding provided by the teacher and the 

peers along the training period. When the strategies were explicitly replicated by the teacher, 

a bit by bit students were able to adapt them to their current competence level and started 

applying them to new texts. Even when students failed to apply them, the errors and trials 

with the teacher’s and peers’ scaffold helped students monitor their application of the 

strategies and enhanced their awareness of the strategies’ use. These findings are in line with 

Casanave (1988); Dent & Koenka (2015) statements that the teacher’s articulation of these 

mental processes through guided dialogues and the think- aloud techniques, help the less 

proficient learners to monitor specific parts of reading and regulate their thinking. The 

finding that students’ high order skills was enhanced is in the direction of Collins te.al (1988) 

statement that offering the students the chance to practice the strategies explicitly scaffolds 

their awareness of the strategies, helps them produce these skills and scales their strategy use 
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from the low order to the high order thinking skills. Similar results were reported by 

Palincsar, Brown & Campione (1993) and suggested that students improve in reading when 

they study with RT because they are offered the chance to practice the strategies that 

successful readers utilize. Training the students of this study through using the explicit 

strategy teaching helped students observe the way the teacher thinks in her dealing with the 

text using the four strategies. When the teacher modeled the strategies, for a sufficient 

training period, students were given a good chance to imitate her behavior in questioning, 

predicting, summarizing or clarifying the text. The articulation of the strategies while using 

helped students monitor the researcher’s use and internalize these processes of reading into 

their own behaviour.  Similar results were reported by Lysynchuk, Pressley & Vye (1990), 

who taught the four strategies of RT to students with reading difficulties and reported 

measurable gains in their standardized reading competence. They found that when the four 

strategies were modelled by knowledgeable person the chance increased for the students to 

ask questions about the strategies and about the text of reading. Consequently, along the 

period of training, students can internalize these strategies towards more independent 

cognitive/metacognitive behaviours. 

Another important factor that may interpret the change in the students’ high- order 

thinking skills is the length of the intervention period. In fact, two weeks training and three 

months of teaching were barely enough to make a difference in the students’ strategic 

behavior. It was clear that students need sufficient time to replicate the teacher’s method, 

adapt the strategies, practice them and adjust the use of each strategy. Moreover, with a 

sample of 84 students, the time factor was critical to spend some time with each student and 

observe her performance. In fact, the teaching period which was needed to make the 

difference the current study raises a question mark about the truthfulness of some studies 

which reported positive results in very short time of teaching. This finding is consistent with 

Raslie et.al (2015) that a sufficient duration of RT intervention, and guiding the reading 
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groups to share their monitoring of comprehension are crucial conditions in implementing RT 

with struggling reader. 

However, the current research strongly attributes the positive results of the 

experimental group to the teaching context that accompanied the process of teaching. For 

example, Brown (1992) found that when learning takes place in cooperative, contextualized 

environments, students are more likely to activate the strategies they learnt. Practicing the 

strategies regulate their thinking and enhances their metacognitive abilities. However, 

students wouldn’t be able to put these strategies into work out of social collaborative context 

of learning. RT intervention of the current study has provided both: The strategy training and 

the cooperative context necessary to articulate these strategies through interaction.  

Subjects of the current study exchanged roles in leading the group, discussing and 

interpreting the meanings of texts, and cooperatively clarified the ambiguous words and 

ideas, and finally gave summaries of the basic ideas of the reading. In the heterogeneous 

groups, the meaning was cooperatively produced. The clarifying strategy helped the less 

proficient learners monitor how the meaning is produced through the shared understanding of 

the members. This is consistent with the finding of Lubliner (2002) that teaching children to 

deliberately use their memory in learning the new words of the text made the difference to 

their vocabulary acquisition. Instead of Lubliner (2002) concluded that teaching children to 

deliberately use their memory in learning the new words of the text made the difference to 

their vocabulary acquisition. Instead of leaving vocabulary learning to be randomly learnt 

through reading, clarifying was taught in the current study to help students retrieve words in a 

systematic learning to develop the word learning proficiency. The fact about the importance 

of the clarifying strategy in increasing the students awareness was confirmed by the 

questionnaire responses in this study. Students’ responses showed that they found clarifying 

strategy more useful to their learning than the rest of the strategies. In addition, task 

distribution in the group context reduced the cognitive load that each students need to spend 
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when working independently and made each member purposely focus in the strategy she is 

using. Moreover, when the meaning is made collectively, students fill the gaps in each other’s 

understanding. This finding is also in line with Nilsson &Hay (2016) that students who work 

in group are provided a tool to encourage them talk and reveal the ambiguity of the text. 

Group work provides the clarification and feedback to unlock higher level potentials of 

thinking.  

One last result of the first question is about the performance of the control group. A 

comparison between this group and the experimental showed that the experimental group has 

outperformed the control significantly in the posttest. Yet, comparing the performance of the 

control group in the pre and posttest revealed that the control group has also made a progress 

in reading along the period of teaching. This indicates that the students who learnt reading 

using the traditional method have also improved in their learning performance. From the 

researcher’s perspective, the control group’s subjects were taught by the same teacher of the 

experimental group and were exposed to the same reading content, same exercises and same 

tests. This clarifies the equivalent performance of the two groups in the pretest prior the 

intervention. In the case of this group, the necessary conditions for learning were available 

through the teacher’s facilitating of the reading, the discussion with students and the content. 

Being exposed to the same content and exercises implies that students practiced some reading 

strategies during their reading activities and naturally with the repetitive exercise they were 

able to improve their performance. What was missing in the control group’s case was the 

explicit teaching of the strategies and the cooperative context. That means that the control 

group’s subjects possessed some cognitive /metacognitive strategies, but they were not 

exposed to a regular strategy training to regulate their strategy use. Moreover, the absence of 

the cooperative context deprived the poor readers from the cultural and social catalysts which 

are necessary for constructing the meaning cooperatively or the chance to acquire and 
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develop some of the reading habits that their mates utilize. Based on this fact, the explicit 

teaching of the RT strategies attributed to the difference in favor of the experimental. 

Impact of Reciprocal Teaching on Reading Progress  

The second research question in this study aimed to track the progress that the two 

groups made over the intervention period. The findings of the five school tests revealed no 

significant differences between the means of the independent sample T- test until the fifth test 

was done. However, a significant difference in the comprehension gains appeared in the fifth 

test, for the interest of the experimental group (Table 3-4). Moreover, the experimental 

group’s means continued rising from the first to the last school test. That indicates a positive 

effect of RT on the learners reading ability along the period of the intervention. Yet, the 

control group has also showed an advance in the means of the independent sample T test, but 

the reciprocal group’s means were higher along the five tests. 

 Different conclusions can be drawn from these findings. First, Reciprocal teaching is 

a successful method in enhancing reading skills and increasing the comprehension gains. 

However, the results from the school tests show that RT is a time consuming method which 

required students a period of three months learning to show a difference in their reading 

performance. Such finding explains that the explicit teaching of the strategies can be fruitful 

with a sufficient period of teaching, especially with intact learners who haven’t been exposed 

to strategic training before. In addition, having no difference in the performance of the two 

groups in the first four tests implies that RT practice was essential condition for students to 

adapt the strategies to their own reading behaviours and adjust the use and appropriateness of 

each strategy in the reading text. Students needed time to activate the strategies they learned 

in solving the reading problems they face and to transfer these strategies to new unfamiliar 

texts. The difference in the fifth reading text illustrated that practice and time factors are 

sensitive components for the success of any strategic training. The reciprocal group was only 

able to make the difference in reading performance with the intensive practice of the 
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strategies in a suitable learning period. That enabled the students to enernalise the strategies 

slowly and according to the cognitive perspective change their deliberate strategy use to the 

more spontaneous use. Thus, the strategic behaviour of the subjects transformed into more 

automatic one after a time of practice. This result implies that longer teaching period would 

have generated more significant difference in the two groups learning. If there were sixth or 

seventh tests, the reciprocal subjects would have been given extra chance to show a change in 

their reading abilities. 

The findings of this question also showed that students were progressing in their 

performance from one test to the other along the five tests in both group. The researcher 

refers the previous result to the nature of the five tests’ content. It was mentioned earlier that 

the five tests included the same type of questions each test. That may have helped students to 

retain the tests’ rubrics and get familiar to the type of questions. From test to the other 

students recognized that questions were the same but with different reading text and that may 

have limited their strategy use to a set of strategies and constrained their thinking to specific 

areas in the text. If the researcher have used a repertoire of questions which are different from 

one test to the other, results may have been different. However, this finding is consistent with 

Rosalia (2015) that students were progressing in their reading achievement from one test to 

the other along three successive tests in reading comprehension. In addition, the higher means 

of the reciprocal group and the significant difference in their fifth test provides evidence that 

RT has the power to skill students with reading techniques which enable them progress in 

their reading performance. 

Second, a comparison of the students’ performance in the standardised pre/post-tests 

and the school tests shows that the students’ performance was more apparent and significant 

than their performance in the teacher- designed tests. There are various factors that may 

justify such results. For example, (a) the lack of same level texts’ difficulty, (b) the nature of 

required responses and (c) the quality of the texts in the teacher designed tests may have 
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contributed to the absence of difference at first. It was impossible to include texts of the exact 

difficulty level throughout the five tests. Further, the responses required in the teacher 

designed tests were open answers. Students needed to read and write the answers they find 

suitable. Moreover, the tests included a variety of expository and narrative texts. This was 

contrary to the questions in the pre/post tests which required closed responses and provided 

four multiple choices for each question. This type may have been easier for students since it 

provides limited choices. Students in this case can make proximities to the text for choosing 

the best answer. Moreover, the three texts which were included in the pre/posttest were all of 

expository type. The current findings coincided with Leung’s (2005) who declared that 

maintaining the same text level was not possible throughout all the tests. Further, he added, 

students’ gains in the expository texts were higher than those in the narratives. In contrast to 

results of question two, the findings of Alfassi (1998) have revealed a significant difference 

in the reading gains when students did the teacher’s designed tests; whereas, no significant 

differences were reported when they did the standardised test. The nature of the texts in the 

two types of tests could highly contribute to the results of both. Alfassi’s designed tests 

included only expository texts, while the standardized tests have only included narrative 

texts. The current research school tests incorporated both. It seems that narrative texts hold 

higher challenges to the readers since they require higher attendance of imagination and 

critical thinking. Further, narrative texts require digging the hidden meanings of reading 

rather than the surface one or facts like the expository ones. Finally, Pearson & Dole (1987) 

have discussed the centrality of content in some texts over the successful application of the 

strategies. That is to say, some social or scientific texts emplace making meaning on reader’s 

previous knowledge and the ability to use linguistic clues. If these were unfamiliar to the 

reader, strategies will find little space to work. 

  Students’ varied performance in the school tests and the standardised tests was 

justified by Raslie, Mikeng & Ting (2015) who stated that RT has proved its potential in 
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scaffolding students who are reading expository texts. Whereas, the effectiveness of RT in 

improving students’ comprehension of narrative texts is very little explored. However, the 

researcher tends more to the opinion that the issue is not only about the texts’ type. It is more 

about the degree students have developed independent reading practices. In non –test 

situations, less proficient readers receive teacher’s scaffold, group’s assistance and they have 

the chance to think aloud and receive corrections from the group members. Students may also 

get help from their more proficient peers in doing the task. In the test, these reading facilities 

are not available, thus, students who are accustomed to receive guidance may fail to make 

meaning independently. Adkins (2005) stated that students will succeed in applying the 

strategies depending on the degree of expertise the have developed. Most probably, when 

they got stuck at the word level, they forget to apply the reading strategies or fail to do so. 

This opinion was discussed by many researchers such as, Bruce & Robinson (1999); Fevre et 

al (2003) and Wagar (2008). RT relates the comprehension outcomes to the teacher’s gradual 

guidance. However, no studies were really found that examines the differences in 

performance with guidance and after the guidance is withdrawn.  

Third, the results showed that the mean scores of the experimental group results in the 

five school tests were gradually rising. This shows that the gains in comprehension were 

growing even if no differences were found between them and the control group’s means in 

the first four. Palincsar & Brown (1984) imputed the improvement in achievement to the 

improvement in learning the RT skills. Students progress in reading as a result of the gradual 

internalisation of these behaviours in reading. The contextual support provided by the teacher 

in the process of teaching provides the learners with a chance to receive help, think 

cooperatively for meaning, and receive feedback, until they become able to independently 

apply the skills in the school tests. These statements strongly justify why students of the 

current study didn’t make differences at the beginning, and then outperformed their mates in 

the control group in the fifth test. This statement also supposes that if the experimental group 
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of this study has continued studying with RT for longer time and was given more tests; their 

chances of excelling the control group would have been increased. RT is a time consuming 

method in which intervention period is critical in scaffolding students’ strategic ability. 

Raslie et al (2015), for example, concluded that a sufficient duration of RT intervention and 

patient guidance of the teacher are crucial conditions in implementing RT, particularly with 

struggling reader. Likewise, based on the declaration of Palincsar & Brown (1984), it can be 

concluded that the longer time students are given to practice the RT dialogues in reading, the 

more they will be able to internalize and transfer these skills to new reading texts. What adds 

more to this justification is that the students of the current study were of intact category who 

didn’t receive RT or other strategic training before. Moreover, in more than one question, 

students were asked to make inferences from the reading. That task may have been 

complicated one, especially at the beginning when they were just novices in practicing RT 

strategies. Making inferences is to a high degree depending on activating previous knowledge 

about the topic, which not many students may possess. Sometimes, even when students have 

previous knowledge about the topic, they can’t apply appropriately in new reading situations. 

Reutzel & Hollingsworth (1988) concluded that students fail to make inferences when they 

have little or no previous knowledge about the topic or when they lack the fundamental 

strategic ability to attend or analyse relevant information. Hartman (2001) assumed that 

students need to find cultural, conditional or contextual connections to the text in order to 

activate the strategies they learnt. The lack of these catalysts leads to a failure in applying the 

strategies. In such case, strategies will not work properly in regulating thinking.  

The Impact of Reciprocal Reading on Student’s Strategy Use 

The descriptive analysis of the data on the first part of the questionnaire revealed that 

students have utilized the reading strategies during reading to a high degree. The reading 

strategies were utilized to high percentage (70 %), with a mean score of (3.49), which 

considered high degree of use. However, the findings also revealed some inconsistencies in 
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their use. The current study’s findings were in accordance with Mokhtari & Reichard (2002). 

It illustrated that as the strategy becomes more lexically, contextually and cognitively 

demanding, its use decreases. That’s to say the mean scores of each subscale shows that 

students’ were decreasing in their use as the subscale was advancing. That justifies why the 

global strategies got the highest mean (3.89), while the problem solving got the lowest 

(M=3.2). Among the most successfully implemented strategies students have followed, for 

example, reading the titles and subtitles of the text to help them predict the content. 

Moreover, students made use of the pictures and illustrations attached to the text to gain more 

on the topic. They asked themselves questions before reading to make more predictions on 

the text and activated their previous knowledge to connect the current text to their existing 

experience and tried to understand the meaning contextually before resorting to the 

dictionary. Moreover, students paid attention to the text organisation through skimming and 

scanning the text before reading.  

The high mean score of the previous mentioned practices shows that Global reading 

strategies were the most used by students with (M=3.89). This suggests that students have 

successfully activated these strategies, mostly as pre reading practices. Students made use of 

the text’s clues like titles, illustrations and organization to illuminate their reading as they go 

deeper in the text. They have also tried to make connections to their previous knowledge on 

the topic. Resorting to these strategies gave them the chance to check their predictions when 

they read and discuss the meaning. The high degree of turning to this type of strategies was 

best justified by Gomez & Lopez (2012). In their study, they explained why global strategies 

come first. Global strategies refer to the understanding the text at macro level. Students need 

to put together cut pieces of text’s information before they are required to cut the appropriate 

information pieces out of the text. Thus, global strategies provide students with chance to 

build mental representations of the text through title, illustrations and main ideas, and offer 
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basic awareness of how these pieces fit together before asking them to produce the pieces 

themselves.  

The statistics have also provided an evidence that students have frequently turned to 

the supportive strategies (m= 3.38), when the text complicated. Supportive strategies are the 

tactics or tools that readers use to break and facilitate the text for making understanding. It is 

clear from the data that students have depended to a high degree on finding the dictionary 

meaning of the difficult words. They underlined or circled information in the text to help 

them remember it. In addition, students fostered their understanding through discussing the 

text with group members, asking questions on the text, and summarizing the main ideas. 

Finally, students tried to find relationships among ideas through reading back and forth in the 

text.  

Concerning the strategies that students utilized as problem- solving techniques, the 

data suggests that these were the least circulated. However, some items were reported of high 

means, which indicates they were successfully implemented by the majority.  Foremost, 

students positively responded that they stop from time to time and think about what they are 

reading. That suggests that thinking about reading was the most frequently followed by 

students to check whether the text was meaningful or not (item 14). Further, it suggests that 

students didn’t only depend on negotiating the meaning, but also turned to their individual 

appreciation of the text. They controlled their comprehension through stopping for making 

sense and then continued reading. Then, students declared that they don’t quit reading when 

they don’t understand. This was an indicator that they kept on reading and didn’t give up 

when they didn’t understand a certain part, hoping for understanding as they move on in the 

text. Text clues and previous word knowledge were also frequently used to solve the reading 

problems. Students also tried to guess the meaning of unknown words or phrases when 

reading. This indicates they counseled their previous vocabulary knowledge. It means they 

tried to retrieve the word history or tried to manipulate the meaning for understanding. 
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However, this result is inconsistent with (item 7) which showed that students have resorted to 

the dictionary to a high degree to look up the meanings of new words (M=3.61). 

 Responses also showed that students didn’t give up or stop reading when they didn’t 

understand. The item’s mean indicates that low number of students quit reading when they 

didn’t understand and they continued the task. It illustrates that students were motivated to 

read, they didn’t quit reading easily during RT classes. To increase their understanding, 

students also reported that they read over again and again when the text complicates. 

Moreover, to keep on with reading, they responded that they skip parts or words they don’t 

understand. The medium means of the latter two items suggests that almost more than half of 

the students didn’t get stuck when they did not figure the meaning of a word and read again 

to foster understanding. On the other hand, this apparently shows that there is a percent of 

students who didn’t skip the word level domain and got stuck when they didn’t figure the 

meaning of a word.  

Despite that, it can be concluded that the overall strategy use of students was high. 

70% of the responses on the reading practices indicated that RT cooperative groups were 

successful in promoting strategy use while reading. The research attributes the positive 

outcome in implementing reading strategies to the teaching method. It is thought that 

activating RT in cooperative multi- levels groups had a positive impact on promoting these 

strategies among students while reading. These findings were found consistent with a huge 

body of research on strategy instruction. For instance, Tajalli & Satari (2013) encouraged 

teachers to teach reading strategies in EFL. Training students to these strategies improves 

their language learning. Once they become familiar with these techniques, they will have a 

repertoire of cognitive options to select from and apply to the reading problems. Leanne, 

(2003); Palincsar & Brown (1984) stated that reading strategies promote reading as students 

turn on to them to make meaning of what they read. Moreover, the positive impact of 

learning reading strategies is the way to teaching thinking, according to (Adkins,2005). When 
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students learn these strategies they will able to use them to solve problems in other areas of 

thinking (Oxford, 1990). However, some strategy based instruction methods were found more 

useful than others in promoting thinking and fostering comprehension. RT is among the top 

methods that were reported as superior in teaching reading strategies due to its dialogic nature 

(Palincsar et al, 1991). Among several strategy instruction methods that Davis (2010) 

investigated, he reported that very few other approaches appeared to be equal or more 

effective than RT at enhancing comprehension achievement. The success of the method to 

promote strategic reading is justified with the following facts. First, RT is enables students to 

mature in their strategy use through the social interaction. When they discuss and think aloud, 

they are offered the chance to regulate their thinking, thus, their cognitive abilities grow 

through meaningful learning (Cohen & Lotan, 2014). Second, RT strategies provide students 

with systematic cyclic structure for learning the strategies. That is when one student fails to 

make a summary of a paragraph; the remedial action of scaffold is offered to her and then 

gradually fades as she improves (Brown, 1992). Moreover, the research justifies students’ 

progress in applying the reading strategies to explicit teaching of the strategies prior teaching. 

It was mentioned that the teacher has trained students to RT strategies explicitly two weeks 

before actual teaching started. During this period students got familiar with the four strategies 

and how to apply them during reading. However, teacher’s guidance and peers assistance 

continued available during the teaching period. In fact, the findings of question number three 

are found in line with the findings of big number of studies, which established the 

effectiveness of teaching reading strategies for promoting comprehension. For example, 

Armbrister (2010); Bilgi & Ozmen (2014); Bruce & Robinson (1999); Casanave (1988); 

Dabarera et al (2014); Davis (2010); Griffiths & Oxford (2014); Lestari (2016); Palincsar 

(2012); Palincsar & Brown (1984); Pesa & Somers (2007); Wagar (2007) and others. 

To sum up, subjects of this study were able to apply reading comprehension strategies 

to a high degree during their reading tasks. Students reported positive responses regarding 
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using reading strategies. The mostly used strategies were the global strategies, followed by 

reading support and finally problem solving strategies. In general, the high frequency of 

using the strategies reflects that the students found them useful in monitoring understanding 

and fostering comprehension.  

Students’ Attitudes towards Reciprocal Teaching in a Cooperative Context 

To answer the fourth question of the study, the second part of the questionnaire was 

analysed using the statistical analysis. The descriptive analysis of the responses revealed that 

students hold positive attitudes towards learning reading comprehension using RT technique, 

aided by cooperative heterogeneous groups. First, students considered the four strategies 

useful in facilitating reading comprehension. However, comparing the mean scores of 

responses on the four RT strategies indicates that 93.81% of responses “strongly agreed” that 

clarifying helped them the most to understand the text. Then, they agreed that predicting and 

clarifying have helped them understand better. Lastly, came summarising as useful strategy in 

increasing the gains in comprehension. Despite receiving the least positive responses, the 

mean score of the strategy was still high (3.71), thus indicating its usefulness in 

understanding the text. These findings are consistent with the statement of Adkins (2005) that 

students develop positive attitudes toward learning as result of learning the strategies. When 

students are explicitly guided to these strategies before reading, they are equipped with tools 

to navigate the text with meaning, thus, reducing the cognitive load of the text (Chou & 

Chan, 2016). Moreover, RT strategies are considered comprehension fostering and 

monitoring fostering. Therefore, when students become more controlling of the process and 

self, their perception of their learning enhances and they develop more positive attitudes. 

Adkins (2005) was in favour of teaching RT as it promotes self- regulation through the 

natural dialogue in practicing summarizing, predicting or questioning. In this study, clarifying 

was found the most beneficial strategy for fostering understanding and summarising was 

found difficult strategy to practice. This finding coincides with the results of many researches 
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in strategy teaching field. For instance, this was consistence with Lestari (2016) who 

concluded that clarifying provides learners with opportunities to interact and construct the 

meaning cooperatively. Which more, clarifying provides other peers help in making logical 

inferences, finding the meaning of difficult words and explaining the difficult ideas. That 

may create an encouraging environment especially for the poor readers. When it comes to 

summarising or retelling the idea, students are challenged in their vocabulary store and their 

ability to write coherent paragraph. Summarising is considered challenging to poor readers, 

regardless to the teaching method implemented. This was also fostered by the findings of 

Murray (2010) who stated that students’ reading achievement affected their ability to 

determine the main idea. The high-level readers were significantly found stronger in 

identifying the main idea in a reading. In contrast, low-level readers are stronger in problem 

identification than the high-level readers. Students of Komariah et.al (2015) preferred 

predicting and questioning. Yet, summarizing was found challenging to them. Questioning 

according to Ciullo & Billingsley (2013) is a fundamental strategy of comprehension 

monitoring, keeping students on task and increasing the chances of correct responses. 

Further, the statistics showed that students reported that RT assisted them to read 

better and that the strategies they learnt can be applied to other reading texts items. In 

addition, most responses showed positive perception of the learning context. They thought 

that RT gave them the chance to participate in the English class and that the cooperative 

activities offered them the chance to engage in groups discussions. Students also reported that 

RT group work gave them the chance to ask for clarification to foster their understanding and 

wished that the teacher would continue using this approach for the rest of the school year. 

Regarding their feeling towards their learning, responses revealed that more than the half 

preferred group wok to individual work (55.48%) and that RT made them enjoy reading 

classes better. In general, students found that RT and group work have promoted enthusiasm 

to learning, gave the chance for higher engagement and made learning more enjoyable. 
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This positive affective impact of RT is found consistent with Lestari (2016) who 

stated that when students hold positive attitude towards RT, they enjoy the reading class. 

Students develop these attitudes when they become sure that group’ interaction will provide a 

context for better understanding, especially that they receive help and clarification from their 

mates to foster their comprehension. Group’s discussion helped students reach their goals and 

expand their knowledge on the topic of reading. This, in turn, will positively influence their 

reading achievement. When they notice, they have benefited from working in RT groups; 

they become more enthusiastic and will not feel bored during the class. The current research 

strongly justifies the positive impact of RT on students’ attitude to the supportive learning 

context it provided. Group work and RT roles have systematically engaged all students in a 

meaningful learning. This involved all students in tasks for constructing the meaning of the 

reading cooperatively. Less proficient readers, who seldom or never were charged with real 

roles in class, were given the role to work as group predictor, summariser, questioner or 

predictor at each class. Despite the fact that they were receiving the help of the teacher and 

mates, this has inevitably enhanced their self-perception as important elements of the process 

of learning. Their engagement created a feeling of equality among high and low achievers. 

This made students realize the only way to receive teachers reward is to cooperate. Ostovar-

Namaghi & Shahhosseini (2011) believed that “regardless of a student s’ perceived ability or 

level of intelligence, the teacher assumes that the student is capable and will eventually be 

able to accomplish the task as an expert would” (p.1239).  Moreover, less proficient readers 

will be given the chance to mix with more proficient reads and benefit from their use of high 

thinking reading skill. This was supported by the finding of Chang (2011). Pairing abilities 

empowers them to go beyond their primary strategies (word decoding, vocabulary 

identification) into practicing high order reading strategies like predicting and forming 

questions. When struggling students find that interaction has increased their comprehension 

outcomes, their attitudes towards learning naturally nurture. Finally, less proficient students’ 
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attitudes are likely to improve as they are taught what they lack for reading: the strategies. RT 

explicitly teaches less proficient readers what good readers implicitly use while reading. 

Thus, prepares them with the theoretical bases to equally interact in their groups (Palincsar et. 

al, 1991) 

Leading Themes in the Cooperative Reciprocal Learning Groups 

To note the relationships, interactions and the progress within the group, it was 

necessary for the teacher to record her observations in a journal. These journals were 

analysed using the thematic analysis approach (AT) and produced six leading themes on the 

types of interactions that dominated the RT context and how they evolved over the period of 

intervention. Cohen & Lotan (2014) clarified that this observation is very necessary for 

teachers not to fall in troubles when working with the groups. Through noting groups’ 

behaviours, teacher can detect any undesirable actions, dominations or attitude and make her 

decisions regarding the group formation. The following few pages will try to give an 

explanation of each of the six themes as appeared in the final report in chapter four in 

consistence with the conceptual framework of this research. 

Theme (1): Heterogeneous group formation. 

  Heterogeneous relationships were established in each group and produced positive 

impact on students’ achievement in the first place. It also affected students’ acceptance to 

differences among them and granted them the chance to exchange different experiences. 

Jacobs et al (1997) recommended heterogeneous groups when teachers want to promote peer 

tutoring or second language use. The results in chapter four showed that mixing students 

according to their achievement was not easily accepted by them, but succeeded at last. In fact, 

grouping students in heterogeneous or homogeneous groups is still a controversial issue 

(Palincsar et.al, 1991).  There is no evidence, though, that grouping students in homogenous 

groups is effective (Cohen & Lotan, 2014). However, for pedagogical considerations, each 

group was organized to have high, middle and low proficient abilities. The challenge of not 
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easily accepting the differences was taken in consideration by the teacher. The subjects of the 

research were intact students who are not accustomed to work in groups or to work with 

others who don’t basically have social contact with. It was their first real experience to 

serious grouping and RT classes. Before that, group work to them meant non-systematic 

gathering to do a task, during which, usually less proficient readers often copied the answers 

from more proficient ones. This was made clear by Cohen & Press (2015). Students may 

assume status orders in their relationships, based on their competence, social status, gender 

…etc. For teachers to hinder that hierarchy grow in the classroom groups; they need to 

encourage positive social relationships and reinforce new behaviours. Results in this regard 

show that big efforts were made to encourage social skills and help students consider each 

other’s differences. However, RT’s different roles offered a successful natural chance for 

different abilities to interact. Some students in the groups were great in brainstorming and 

recalling previous knowledge, others were good in clarifying as a result of their vocabulary 

knowledge, and other students were also good in writing questions or summarizing. The 

diversity of roles of RT helped the learning process to assume different roles for learners as 

they participate in their groups. This finding was supported by Palincsar et al (1991) findings 

regarding RT context. They found that RT promotes heterogeneity due to its diversity in the 

instruction levels. Learners assume different learning roles as predictors, clarifiers, 

questioners and summarisers, which definitely suppose different cognitive demands each 

time. Moreover, students of the current research were mixed to realise better engagement of 

low proficient students. When these students are engaged in dialogues, their learning 

experience increases. When they interact with high achieving ones, their higher- order 

thinking skills are positively affected. A strong correlation between heterogeneity and 

boosting higher thinking abilities was supported by Cohen et al (2004). She concluded that 

mixing high and low achievers can certainly enhance the high order thinking abilities of the 

low achievers. This finding was also assisted by the results of the pre/post-tests. The results 
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suggested a significant difference in the results of the experimental group in their 

performance in the high cognitive level skills. Cohen & Laton (2014) commented that mixed 

groups had registered better comprehension gains in several standardized tests. They 

explained that learners benefit more in heterogeneous groups because they serve as academic 

and linguistic resources for each other’s. For example, those proficient in reading can read the 

instructions for others, the other members may work to suggest solutions. Less proficient 

readers, as a result of interaction, can diagnose what still makes a problem for them and ask 

for further explanation.  Moreover, according to Cohen & Laton (2014) traditional classes 

have the problem of status. In these classes, proficient readers are given the chance to 

participate more and consequently increase their achievement status. Less proficient readers 

talk less and get less academic rank. Working in heterogeneous groups, thus, increased the 

chance of equal chances of participation, based on administered tasks and roles. Working in 

heterogeneous groups made students and teacher also discover the ignored abilities of many 

class members. When proficient readers started to read, several times there were comments, 

from those assumed less proficient, which contributed to solve the problem of the task and 

made them receive better appreciation from their mates. Hence, every member in the group 

found the contributions made by others useful in completing the missing part in their 

understanding. 

Theme (2) Developing Social Values in Groups 

Coding the data has given a strong indication to the idea of socialization. Students 

have developed more positive social attitudes toward each others. Group work offered them 

the chance to socialise with students in their class who they didn’t know before. Through 

groups, they became more considerate to the differences in abilities and social backgrounds 

of their group’s members. It is worth mentioning that the school only teaches 11
th

 and 12
th

 

grades. That is why 11
th

 graders are considered new comers and in this class they are in their 

first year at school. They also come from different public and private schools, city, refugee 
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camps or rural areas. They are also diverse in their language achievement. Mixing them in 

groups resulted in two positive ideas. On the one hand, it was a chance for them to introduce 

to each other’s, make new friends and experiences. Second, it was a chance to limit making 

“coalitions” based on the previously mentioned backgrounds. Mixing students according to 

achievement may also have held some bias also, but definitely, it was better than leaving 

students choose their group members based on their socioeconomic relationships or other 

considerations. At the end, they discovered it was not bad and it has extended their 

friendships and their learning experience. Moreover, grouping students that way, offered 

more equal chances to everyone to share and learn. Feeling of equity is considered a vital 

condition for building self-confidence and increasing motivation to learning. In addition, 

groups have set students to work cooperatively based on one fact: achieving the task. This 

gave them the feeling they are a team of different abilities but at the same time of same aim 

and rights. Cohen, Brody & Sapon-Shevin (2004) summarised the social values that this type 

of leaning holds in encouraging the mutual respect among learners. They become more 

considerate to the different abilities, values, talents and social background every student has. 

In this learning environment, the group becomes familiar with each individual’s strength and 

needs. More importantly, the rule for deciding who is the smartest is intercepted because the 

group understands that their success depends on the final product of the task, not on the 

individual answers. To conclude, this research has found that group work has promoted 

positive social values among students. It was successful in bringing students to work together 

and consider the different abilities. Definitely it has succeeded to limit the prejudices among 

them. 

Theme (3) Cooperation as Learning Drive  

Analysing the third theme in the data showed that cooperation in the groups grew over 

the period of intervention and was productive in achievement and participation. Consistent 

with questionnaire’s results, students found cooperation in small groups useful in increasing 
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their learning gains. However, the results indicate that for cooperative groups to succeed two 

important conditions were taken into consideration. First, teacher’s scaffold was essential in 

encouraging students to the cooperative work values and monitoring the relationships at the 

group level. Teacher’s role in organizing and monitoring the groups was found consistent 

with Roger & Johnson (1994). They declared different roles for the teacher in processing the 

group including : promoting good working relationships among members, facilitating group’s 

task the learning of cooperative skills, giving feedback on their participation and  reinforcing 

the positive behaviors of group members. Second, teacher’s scaffold was needed to support 

the less competent students’ strategy use and interaction. There were many less proficient 

students who have already developed several reading strategies but apply them wrongly. 

Those students didn’t regulate their strategy use and needed a lot of scaffold to function 

better in their tasks. Several tools were used to help students regulate their thinking at the 

cognitive/metacognitive level. Graphic organisers such as four-door chart were used to clarify 

the RT strategies in one sheet to make it easier for them to fill in as they read. RT worksheets 

were also used. Feedback was instantly provided. In addition, cards that hold the four 

strategies names were available for each group to assign roles among them each reading 

class. The previous scaffolds were recommended by several researchers to control the groups 

and increase interaction during group work (Laton & Cohen, 2014; Oczkus, 2010; Rasinski & 

International Reading Association, 2000). 

Analysing how the cooperative relationships among the group evolved showed that 

(1) group’s scaffolding and processing were key elements in regulating and encouraging 

cooperative practices among the group. McCafferty et al (2006) referred to this as organizing 

the social context of the learners.(2) administering definite tasks is vital for group work to 

succeed. RT has helped to distribute roles among the group members. Each member 

represented one strategy and talked about during reading. Though students worked together 

to make summary, for example, one group member was officially responsible to tell the rest 
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of the class the summary they made. That was true regarding the other strategies. Dividing 

the whole comprehension task into sub sequential small skills rather than separate subskills is 

unique feature of RT strategy according to Pearson & Dole (1987) who believed that when 

each subskill is performed the whole task is being performed in a different way. This type of 

group labour was supported by Cohen & Laton (2014) who considered the clearly assigned 

working task a key condition for the group’s success. (3) Students of this research succeeded 

in developing good cooperative behaviour taking in consideration they are novice in the 

approach. Good achievers scaffolded and helped their group mates and showed high 

responsibility towards their mates. Less competent learners made big efforts to hold their 

responsibilities and perform their roles in the reading task. (5) Cooperative work in this 

research reduced the social and cognitive burdens which are usually imposed on the poor 

readers. They were guided by the teacher and supported by their peers. In addition, it was 

easier for them to understand through their interaction with different abilities in their groups. 

This finding relate to what Brown & Palincsar (1989) stated regarding RT potential. The 

method facilitates comprehension since meaning is constructed through cooperative effort 

and at different cognitive levels. RT, according to them, provides novice learners with the 

chance to practice their raw skills. In addition, less proficient readers will not feel left 

because comprehension is viewed as a collective responsibility and not theirs alone to 

struggle with (Doganay & Ozmen, 2014). (6) Social interactive with group members helped 

students enhance their metacognitive awareness through imitating the explicit reading 

strategies of teacher and group members. This finding was fostered by De Backer et al (2015) 

that during collaborative learning, students monitor their own cognition and observe the 

strategic behaviours of their peers. Thus, when students become cognitively challenged by 

peers through clarifying, questioning or predicting, the chances of regulating their monitoring 

skills and cognitive regulation increase. In the same regard, Chang (2011) clarified that 

struggling readers may have acquired a repertoire of reading strategies, however, fails to use 



143 
 

 

them appropriately to draw inferences. Strategic teaching was proved to regulate the strategy 

use of struggling readers. Metacognition abilities of this research subjects’ may have 

developed as a result of drilling with RT strategies, verbalizing the appropriate strategy when 

reading, and observing the strategic behaviour so called good readers. Above all, in these 

cooperative groups, students were provided with the opportunity to check and adjust the 

strategic plan with peers. Achieving understanding gave all the members of the group the 

chance to participate equally in the class. 

Theme (4): The Relation between Interaction and Organization 

It was found that students’ interaction should be organized and not left to be 

spontaneous. Basically, the purpose of grouping students was to give roles to everyone of 

then and engaging the poor achievers in tasks. There will be no meaning of group work if 

high achievers continue rushing their answers without consulting the group members and 

working cooperatively to achieve the task. Groups became more active and organized when 

chemistry was higher between group members. Using RT helped organize students’ at two 

levels. First, RT is self-regulating method. Hence, practicing the four strategies, helped 

students of all levels to plan and regulate their strategy use (Bilgi & Ozmen,2014). Second, 

RT is a procedural strategy; it is operated through giving roles to learners. The group of four 

has four tasks to perform in order to reach their final production (Palincsar & Brown,1983). 

Therefore, it can be confirmed that RT has brought order to students’ work settings at the 

personal and social levels .It doesn’t lean on the incidental responses of members. Rather, it 

builds on the cooperative engineering of meaning among the group, as well as declaring the 

answer is based on the group’s consensus. Brown (1992) has concluded that RT is used to 

contextualize the learning setting, promote collaboration and regulate cognition. According to 

her experience, when students work with definite task for each member, every student 

becomes expert in his subtopic and owns part of the knowledge needed to complete the 

missing parts his colleagues need. Sharing information with the group, everyone has 
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informative part that the others need to complete their knowledge on the topic. In this 

research, RT and cooperative learning has helped regulate and shape the context of learning, 

consequently, resulted in greater interaction, engagement and better group’s organisation. 

The findings show that groups in this research were progressing in their organisation, 

cooperation and their interaction was taking more systematic way due to the strategy use. 

Inevitably, RT in its own has helped bring order among group members, who by the time 

became more familiar with the strategies. This helped them divide the tasks among the group 

more automatically, and work cooperatively for the final outcomes. Exchanging the roles of 

predictor, questioner, clarifier and summariser anticipated highly in labour division and 

cooperation on one hand. On the other, it apparently gave equal opportunities to members of 

all achieving levels take parts in their groups.  

However, two factors were discovered to affect the levels of interaction among the 

group. Task design and task type. When tasks are well designed to address all the cognitive 

levels, students are better engaged and become more committed towards the task and the 

group. Varying the task level’s made each student feel she needs to adhere to her role since it 

is fundamental in completing her mates’ understanding. This was found of great effect on 

dividing the labour and promoting serious cooperation among members. These results were 

in harmony with Herrenkohl (2006) regarding the cooperative reciprocal learning. The 

explicit practice of the procedures within small groups promotes labour division and the 

feeling of equality. When roles shift every day, students are more likely to do several tasks 

and this promotes equity among them. Assuming different roles in their groups, students 

perform unique social and cognitive roles every reading period. Moreover, taking turns in 

leading the group’s discussions fosters the social and intellectual roles of the learners. The 

second factor that affected students’ cooperation and interaction was the types of texts used 

for reading. When texts are more culturally and socially related, students’ interaction and 

adherence to task increased. Ciullo & Billingsley (2013) stated that using the reading 
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strategies for regulating reading is hindered when the text is challenging in its readability 

level, contains many new vocabularies or doesn’t relate to student’s previous knowledge. 

Alfassi (1998) has confirmed on presenting materials that intersects with students’ prior 

experience. Wagar (2008) stated that struggling comprehenders need to be given questions 

that build on previous knowledge and experience. Moreover, these texts need to be 

meaningful to students and delivered in context. Likewise, Palincsar & Klenk (1992) have 

used in their assessment texts that hold similar themes to ones taught at class in order to 

assess students’s ability to build analogies to the texts based on previous knowledge   . 

Moreover, Spörer & Brunstein (2009) clarified that students better regulate in their work 

when the first step is correct. That is when the prediction phase is correct; students continue 

the second step on generating questions and summarising. The role of the text was also 

highlighted in the findings of Palincsar et. al (1991) as a critical component of the learning 

outcomes. In the current study, groups showed higher task organisation when topics of 

reading were appealing to students and held similarities to their previous knowledge or 

cultural orientations. To sum up, cooperative learning with RT was able to regulate students 

thinking, and regulate their group relationships under the conditions of appropriate task and 

appropriate text.  

Theme (5): Group’s Interdependency Established in Reciprocal Teaching Groups 

The fifth theme in this research reveals that students have developed a sense of 

responsibility towards each other’s and a mutual support was established among them at the 

academic and personal levels. These results correspond to the statement of Johnson, & 

Johnson (2002) that cooperative groups promote greater personal and task support among 

members. Mutual cooperation and social accountability have grown among group’s members. 

They became more socially and cognitively dependent on each other’s. Johnson & Johnson 

(2002, 2009) confirmed that shared goals and resources in the group create a positive 

interdependence. It is a situation by which students work together to increase the learning of 
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every member, offer mutual support and celebrate the team success. A strong correlation can 

be drawn between developing positive communicative skills and the teaching method. RT has 

offered students with the necessary tools to interact and cooperate. First, RT is a social 

learning method. It has provided teachers’ and peers’ support where needed. Thus, less 

proficient readers became more interactive and involved when social support was assured. 

When teacher and peers model the strategies, and explicitly show their problem- solving 

techniques, struggling readers are more likely to integrate and use them. RT, in this sense, has 

scaffolded students’ ability to function more actively in their groups ( Palincsar 2013; Trif , 

2015). Second, RT has contextualised students’ interaction due to its dialogic nature. Results 

showed that dialogue and negotiating meaning had had positive results on high and low 

achievers in the groups. When the mental processes are verbalized through discussing the 

meaning, student monitors his and others strategic thinking. This provided the chance for 

students to provide feedback within the group, allowing more corrective steps in their 

reading. According to Kucan & Beck (1997) findings, RT’s thinking aloud increases 

student’s social interaction through the collaborative discussion to construct meaning. Tarchi 

& Pinto (2016) confirmed that students develop cognitive, affective and regulative 

behaviours when they receive training on them and when they are provided the context to 

practice them. 

Moreover, developing social accountability within the group had positive impact on 

students of all levels. Struggling readers were supported and cared for. They had roles in their 

groups. Even if the task was not a complex one, it was a strong indication that they were 

gaining status in the group (Cohen & Laton, 2014), interacting with peers and regulating their 

skills’ use. This was also an indication that groups were replacing the competitive spirit with 

the team spirit. For example, challenged readers were given the role of presenting the 

predicting or summary of reading to the class. It is known to the teacher that this was the 

summative effort of the whole group and not their personal achievement. However, 
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struggling readers were encouraged by teacher and peers to stand and read aloud the reading 

summary. The role of reporter who presents the group work to the entire class, was 

considered a difficult work by Herrenkohl (2006) who confirmed that exchanging roles in the 

group ensures the feeling of equity and help learners adapt scientific behaviours. In addition, 

intermediate achievers were improving fast due to receiving scaffold and working in teams. 

Situating them in groups, offered them the chance to practice the strategies while reading, 

compare their performance with the lower and higher achievers, consequently enhanced their 

strategy use and regulation. However, Palincsar (1986) stated that RT roles were better 

played and strategies were better interchanged when group members were of intermediate 

level of proficiency neither high nor low achievers. Results also reveal that high achievers 

were enjoying the group work and celebrating the success of their peers. In fact, in most 

groups, high achievers have shown commitment to their groups and supported their mates 

socially and intellectually. Group work has helped them practice RT strategies and diagnose 

what they needed to learn for better reading. At the social level, they were making new 

friends and better appreciating the needs of the less proficient readers. Jacobs et. al (1997) 

clarified that the gains that high achievers make through group work are more affective and 

social such as the feeling of belonging, friendship and contribution to the group’s success. 

Theme (6): Motivation to Read Maximized under Certain Conditions 

Results show that the cooperative context has affectively influenced students’ 

aptitude. The context of RT daily activities, the social influence of the group and the 

teacher’s expectations from the group were in fact extrinsic motifs. However, when members 

started to realise that working cooperatively had individually affected their performance and 

their social status, it is thought that a motivation of intrinsic type began to urge them work. 

Motivation to read and use RT strategies was manifested in various forms. For 

example, (a)  showing up full attendance to the explicit teaching of the strategies, (b) 

enthusiasm in imitating the teacher’s procedures of RT prior teaching the book’s texts, 
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commitment to the roles students were given in their groups, (c)  cooperation with other 

group’s members, (d)  perseverance to understand,  (e) developing some good reading habits( 

checking the dictionary continuously), (f) preparation for the class, (g) checking reading 

comprehension with teacher and peers before or after the class. 

The findings also show that students’ motivation to read was maximized when 

cooperative work was rewarded and when the texts of reading were of their own choice. This 

is consistent with Johnson & Johnson (2009) declaration that positive goal interdependence is 

enough for increasing the comprehension input; however, combining the goal with rewards 

maximizes the achievement and productivity.  Cheng et al (2008) considered group rewards 

and praise a basic component of group work which leads to higher motivation and 

achievement. Praising the group performance creates a type of group norms which encourage 

performance. That means members support each other’s success to increase their portion of 

reward. Jacobs et al (1997) commented that students’ motivation increases when they act as 

mutual resources to reinforce the learning of each member. Cohen (1994) confirmed the 

whole group reward and warned against praising individuals on competitive bases. Though it 

is effective in increasing motivation, individual reward would harm intergroup relationships.  

Concerning the finding that students were higher motivated to read topics of their own 

choice rather than textbook’s, Pearson & Dole (1987) aroused the ever dialectic question 

about what makes students understand better. Sometimes, they claimed, students who read 

books outside the textbook and not good at applying the strategies or exercises outperform 

those who always complete skill exercises. Regardless to the paradigm that controls the 

comprehension instruction, it was concluded that determining the ability to comprehend is 

strongly related to how much one already knows about the topic. This implies that students of 

the current study chose to read texts that connected to their previous knowledge and so the 

chance of building meaning out of reading increased. This also implies that students 

motivation to read may have witnessed rising and falling according to the topics under 



149 
 

 

discussion of the textbook. At some other place of this discussion, it was found that a text that 

holds cultural, contextual and conditional catalysts were more appealing for students to read. 

Linguistic and cultural cues of the text help students structure the meaning especially in 

social and science studies (Pearson & Dole, 1987). This finding holds a serious implication of 

what topics should be included in the Palestinian English curriculum to motivate students’ 

comprehension grow and learn more about everything. However, implications and 

recommendations of this study will directly follow this discussion. 

Conclusions of the Study 

This mixed-methods study investigated the effects of an intervention, which 

implemented the reciprocal teaching and the cooperative context, on the reading 

achievement, strategy use and attitudes of the Palestinian students who study EFL.  The 

context of learning was designed to support the cognitive and social aims of RT under the 

social constructivist paradigm. To measure the impact of strategy teaching on comprehension 

gains, two groups of the 11
th

 graders were compared. The first received RT in cooperative 

heterogeneous group work setting, the other was taught by the conventional way.  

The findings of the current study indicated that the intervention was helpful to the 

learners on their achievement, strategy use and attitudes towards learning. It also indicated 

that the RT training condition was more beneficial for teaching reading than the non- 

reciprocal or traditional condition. Despite the fact that the subjects of this study were intact 

strategy learners, the results showed they were able to increase their reading gains and to 

expand their strategy use. Students showed improvement in their strategy awareness and 

maximized their use of the high- order thinking skills. Their attitudes were positively affected 

by the reciprocal cooperative context, as a well. In addition, the findings revealed that the 

heterogeneous group work context have largely affected the growth of the group work values, 

which in turn, facilitated the strategy acquisition cooperatively , especially for the poor 

readers. Accepting the values of group’s interdependency, cooperation and group’s 



150 
 

 

heterogeneity served in providing a rich learning environment and made up the for the 

deficits in reading abilities for many learners. Such a context generated the feeling of equity, 

engagement and belonging of the group members. At the same time, it provided the teacher’s 

and group’s scaffold  have increased students’ input in reading comprehension and motivated 

them to invest the social, cultural and contextual clues to increase their comprehension of 

English as ELLs. However, the finding that the difference in the reciprocal group 

performance only showed a significant difference in a late period of this intervention 

indicates that RT is a time consuming method which requires a sufficient time of training and 

practice to make a difference in the learners reading ability. In addition, the findings of the 

questionnaire showed that students needed more time to regulate their use of strategies such 

as summarizing or questioning.  It was concluded that longer term RT training and practice 

can generate more independent reading behaviors and better strategic awareness.  

Implications of the Study  

The findings of this study have some implications for practice and theory.  

The findings of the current study which taught RT in group work environment demonstrate 

that RT was useful for the learners in their reading achievement, strategy use and attitudes. 

The cooperative group work setting was also useful in promoting some vital social learning 

values which enhanced the strategy learning of the group over the individual. Therefore, the 

researcher strongly recommends adopting RT strategy in teaching English reading 

comprehension.  

The study findings also imply that comprehension is a process of thinking that can be taught. 

EFL students can improve their comprehension gains through applying the reading strategies. 

These strategies promote thinking, and are more likely to enhance students’ 

cognitive/metacognitive abilities of the learners regardless to their language competence. The 

results of the study shed the light on the centrality of strategic teaching that provides students 
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with thinking tools to approach all types of texts with understanding. When students of this 

research were explicitly taught the RT strategies, they showed a statistical evidence of 

improvement in their comprehension ability and their high order thinking skill. 

 Beyond the statistical gains in comprehension, the researcher has come to realise that 

structuring the context of teaching and learning occupies the lion’s share in creating 

meaningful learning. The present study provided a learning context through which students 

were explicitly taught how to think and monitor thinking, how to articulate their thinking 

processes, and receive feedback from teacher and peers. Students cooperated for making the 

text comprehensible and produced their knowledge based on their negotiated understanding. 

Such rich engaging context is by no means comparable to the setting of the conventional 

class where teacher is the only source of facts and where individual competition rules the 

students’ relationships. Reciprocal Teaching in this study provided the students with tools to 

regulate their thinking and plan their next step for achieving understanding. In each step of 

the four comprehension processes, they were fostering their understanding and checking their 

comprehension. Predicting, questioning, clarifying and summarising were not practiced as 

separate strategies. On the contrary, each time students used any of them, they were checking 

understanding using a different technique. That enabled them to negotiate the meaning, 

connect what they read with their previous knowledge to build new one. Such interactive 

scaffolding atmosphere justifies the necessity to strategy teaching and the centrality of the 

teaching context as fundamentals of learning EFL. 

Based on the effectiveness of RT in facilitating reading comprehension, the researcher 

thinks that RT in particular and strategy- based instruction, in general, are what actually ELLs 

need in the 21
st
 century. Students are living in an era of fast changing data. Understanding the 

enormous changes in the different fields of knowledge stipulates building connections to their 

current knowledge, checking and appreciating what they read, accepting or rejecting 

hypotheses while reading. It was found that teaching these strategies of thinking are effective 
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in dealing with all types of texts. Applying the right strategy in the right place enables the 

learners comprehend and judge the reading, which in turn, increases learners’ knowledge and 

makes them successfully deal with the massive amount of knowledge around them critically. 

In addition, the current study implies and recommends utilizing the positive social 

values among learners to encourage mutual learning through peers’ support. Through group’s 

interaction, the quality and quantity of learning is increased. When students act as resources 

of learning for each other’s, they learn through interaction. This shifts the pedagogy of 

teaching into more learner- centered approach. The social accountability of the learners 

makes each one feels responsible about his team’s success. Thus, learning becomes a 

learners’ product instead of teacher’s prophecy. 

 The researcher hopes the study will add to the rationale for adopting more strategy- 

based teaching in Palestine. Moreover, it is hoped the study will enlighten the prospective 

teaching practices of other Palestinian teachers to encourage learning comprehension that 

invests in students’ cooperation and utilizes the differences among students to foster 

cooperation rather than competition.  

Recommendations for Further Research 

Despite the success of this research in promoting reading comprehension and 

cooperative learning, more research needs to be devoted to examine the strategic, cooperative 

contexts of EFL. The following recommendations will reinforce any future research in the 

field of strategy teaching: 

 Textbooks, reading materials and schools’ policies have been the focus of research for 

long time. The researcher believes time has come to shift this focus towards teaching 

itself. Teachers and schools need to really rethink what makes teaching successful. More 

serious efforts need to be paid to know what type of teaching engage students in reading 

and what teaching is able to acquire them with lifelong skills. 
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 Strategy- based instruction is rarely implemented in the Palestinian classrooms. Few 

studies have examined the impact of strategic teaching on students’ abilities, often 

limited in their duration and sample. Therefore, a longitude study that investigates the 

impact of RT or other reading strategies in a developmental pattern will be a 

precedent case of research in Palestine and will inevitably enrich the theory of 

learning and teaching. 

 The results of the school tests in this study were drawn upon the teacher- designed tests. 

These tests were examined in their validity by the teacher’s colleagues. Yet, for future 

research, an additional work may be needed to develop this type of instrument for more 

sufficient results. Likewise, the qualitative results were drawn upon analysing the teacher 

of her own journals. For higher reliability of future research of the same type, it will be 

more valuable if additional researcher works out the coding phase and compares the 

results to the researcher’s. 

 The current study has examined the impact of RT on teenagers’ ability to read 

comprehensively. However, a replication of this study in basic education will be effective 

in improving children’s cognitive /metacognitive abilities and support them with reading 

tools that fosters their long term reading skills. 

 The current study could be replicated to investigate the impact of RT with a variable like 

the text type. This can be done by comparing the effect of RT on two groups. The first will 

study using expository texts. The other will be applying RT strategies to the narrative 

texts. Such a study will offer perceptive insights into the most effective types of texts to 

develop the metacognitive strategies of reading, taking into consideration that the impact 

of RT with narrative texts is rarely studied in literature. 

 A teaching that promotes cooperative learning will not only yield better group 

performance in reading, but will also establish for cooperative education in Palestine. 
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Cooperative practices need to be promoted, processed and rewarded among all learning 

levels. Promoting the social values of cooperation and joint group goals will shift the 

whole pedagogy of learning into more learner- centered approach and bound the 

educational outcomes to their social foundations. 

 The current study can be replicated investigating other variables like gender. The 

population of this study consisted of girls only. Therefore, it will be interesting to reveal if 

RT’s comprehension outcomes differ when two groups of boys and girls study using this 

cognitive strategy. 

 A qualitative study in diagnosing the affective outcomes of cooperative strategy teaching 

will fill a gap the qualitative research in this field and provide rich data on the nature and 

types of the learners’ interactions and the impacts on their learning. 

 A study that compares RT instruction in group work context to RT individual learning will 

reveal much about the most effective environment for teaching this strategy. 

 There is a serious need for a research that questions the real reading strategies that students 

actually implement while reading. Asking students to describe what strategies they utilize 

to make meaning while reading will curtail the scope and cost of research in the field of 

reading comprehension. Knowing the most beneficial strategies that makes readers 

understand a text will support EFL teachers to teach and train such strategies. 

 Thematic Analysis which was applied to the qualitative part of this research is a pioneer 

research method which is distinctive in its ability to provide rich condensed results. 

Applying the method to students’ journals or teachers’ journals will be a great addition to 

the literature of qualitative research. It is recommended to train different teachers who 

teach different learning levels to the RT protocols. Teachers may be observed or asked to 

write their own reflections on their teaching process. Moreover, students could be asked to 

write their journals and register what cognitive processes they applied while reading. 
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Analysing teachers’ and students’ reflections using the thematic analysis approach by an 

outside researcher will more objectively assess the effectiveness of the RT, diagnose the 

most dominating values and provide deeper insights into the qualitative research regarding 

the process of teaching and learning EFL. Applying the TA to such a study will reinforce 

using the method in education, knowing that TA is much intensively used and related to 

the fields of health psychology and nursing. 

 “The impact of RT on the far transfer of reading strategies” is a suggested title for a 

quantitative study that would investigate students’ ability to extend the strategies they 

learnt into new reading texts. Such a study will provide deep insights into the quality of 

strategies that students can transfer beyond the reading text. 
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Section One : Read the following announcement and answer questions 1-4:    

Student Volunteers Needed! 

On Saturday, December 12th, from 10 A.M. until 4 P.M., Victory Middle School will be 

holding a music festival in the school gymnasium. The special event will feature a variety of 

professional musicians and singers. 

Task Time Date 

Make posters 1 P.M.–4 P.M. December 5th 

Set up gym 11 A.M.–4 P.M. December 11th 

Help performers 9 A.M.–4 P.M. December 12th 

Welcome guests 10 A.M.–2 P.M. December 12th 

Clean up gym  4 P.M.–7 P.M. December 12th 

Interested students should speak with Ms. Braxton, the music teacher. Students who would 

like to help at the festival must have written permission from a parent or guardian. 

1. What time will the festival begin?  

A. 10 A.M.                                                       B.  11 A.M. 

C. 1 P.M.                                                            D. 2 P.M. 

2. In line 2, the word feature is closest in meaning to _______.   

A. look                                                 B. keep 

C. include                                           D. entertain 

3. What job will be done the day before the festival begins?  

A. Making posters                                          B. Setting up the 

gym 

C. Cleaning up the gym                                D. Helping the 

performers 

4. Who is told to talk to Ms. Braxton?  

A. Parents                                                       B. Students 

C. Teachers                                                     D. Performers 
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Section Two: Read the following story and answer questions 5- 11:   

"Did you see that?" Joe said to his friend Bill. "You're a great shooter!"  

  Bill caught the basketball and bounced it before throwing it again. The ball flew into 

the net.  "Bill, you never miss!" Joe said admiringly. 

   "Unless I'm in a real game," Bill complained. "Then I miss all the time." 

 5             Joe knew that Bill was right. Bill performed much better when he was having fun 

with Joe in the                       school yard than he did when he was playing for the school team 

in front of a large crowd. 

  "Maybe you just need to practice more," Joe suggested. 

   "But I practice all the time with you!" Bill objected. He shook his head. "I just can't 

play well    when people are watching me." 

10              "You play well when I'm watching," Joe pointed out. 

  "That's because I've known you since we were five years old," Bill said with a smile. "I'm 

just not 

comfortable playing when other people are around." 

   Joe nodded and understood, but he also had an idea. 

  The next day Joe and Bill met in the school yard again to practice. After a few minutes, Joe 

excused 

 15         himself. 

  "Practice without me," Joe said to his friend. "I'll be back in a minute." 

  Joe hurried through the school building, gathering together whomever he could find—two  

students, a math teacher, two secretaries, and a janitor.   

  When Joe explained why he needed them, everyone was happy to help. 
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20          Joe reminded the group to stay quiet as they all went toward the school's basketball 

court. As Joe had hoped, Bill was still practicing basketball. He made five baskets in a row 

without noticing the 

silent people standing behind him.  "Hey, Bill!" Joe called out finally. 

  Bill turned. A look of surprise came over his face.  "I just wanted to show you that you 

could play 

well with people watching you," Joe said. "Now you'll have nothing to worry about for the 

next game!" 

5. What would be the best title for the story?   

A. Joe Joins the Team                                   B. Practice Makes Perfect 

C. Bill Wins the Big Game                            D. Bill's Basketball Problem 

6. In line 5, the word performed is closest in meaning to _______.  

A. acted      B. played   C. moved      D. changed 

7. Why is Bill upset?  

A. He plays better in practice than he does during games.    

B. The school yard is not a good place to practice. 

C. Joe watches him too closely when he plays. 

D. His team loses too many games. 

8. Why does Bill play well when Joe is watching him?  

A. He is comfortable with Joe.                       

B. Joe tells him how to play better. 

C. He does not know that Joe is there.        

D. He wants to prove to Joe that he is a good player. 

9. Why does Joe decide to gather a group of people?  

A. Because he wants more players for his team 

B. Because he wants to help Bill feel less nervous 
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C. Because he wants to show them his talent 

D. Because he wants more people to see the next game 

10. At the end of the story, all of the following people watch Bill practice EXCEPT _____.  

A. Joe      B. a janitor C. a math teacher D. the basketball coach 

11. Why does the group have to be quiet when they go to the basketball court? 

A. Because Joe is telling Bill what to do    

B. Because they do not want Bill to know they were there 

C. Because Bill likes to practice alone       

D. Because the group needs to listen to Joe’s instructions 

Section Three:  Read the following passage and answer questions 12-20:  

 

When another old cave is discovered in the south of France, it is not usually news. Rather, it 

is an ordinary event. Such discoveries are so frequent these days that hardly anybody pays 

heed to them. However,  when the Lascaux cave complex was discovered in 1940,   the 

world was amazed.  

 Painted directly on its walls were   hundreds of scenes showing how people lived thousands 

of years ago.  
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5        The scenes show people hunting animals, such as bison or wild cats. Other images 

depict birds and, most noticeably, horses, which appear in more than 300 wall images, by far 

outnumbering all other animals. 

   Early artists drawing these animals accomplished a monumental and difficult task. They 

did not limit 

       themselves to the easily accessible walls but carried their painting materials to spaces that 

required 10       climbing steep walls or crawling into narrow passages in the Lascaux complex. 

   Unfortunately, the paintings have been exposed to the destructive action of water and 

temperature changes, which easily wear the images away. Because the Lascaux caves have 

many entrances, air movement has also damaged the images inside. 

         Although they are not out in the open air, where natural light would have destroyed them 

long ago, 15               many of the images have deteriorated and are barely recognizable. 

 To prevent further damage, the site was closed to tourists in 1963, 23 years after it was 

discovered. 

  

12. Which title best summarizes the main idea of the passage?  

A. Wild Animals in Art                              B. Hidden Prehistoric Paintings 

C. Exploring Caves Respectfully             D. Determining the Age of French Caves 
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13. In line 2, the phrase pays heed to is closest in meaning to ______. 

A. discovers                                              B. watches 

C. notices                                                  D. buys 

 

14. Based on the passage, what is probably true about the south of France?  

A. It is home to rare animals.                  B. It has a large number of caves. 

C. It is known for horse-racing events.  D. It has attracted many famous artists. 

 

15. According to the passage, which animals appear most often on the cave walls?  

A. Birds                                                      B. Bison 

C. Horses                                                   D. Wild cats 

 

 

16. In line 5, the word depict is closest in meaning to _______. 

A. show                                             B. hunt 

C. count                                             D. draw 

 

17. Why was painting inside the Lascaux complex a difficult task?  

A. It was completely dark inside.               B. The caves were full of wild animals. 

C. Painting materials were hard to find.   D. Many painting spaces were difficult to reach. 

 

18. In line 8, the word “They” refers to _______.  

A. walls                                                     B. artists 

C. animals                                                D. materials 

 

19. According to the passage, all of the following have caused damage to the paintings  

EXCEPT _______. 

A. temperature changes                            B. air movement 

C. water                                                       D. light 
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20. What happened to the site in 1963?  

A. Visitors were prohibited from entering. 

B. A new lighting system was installed. 

C. Another part was discovered. 

D. A new entrance was created. 
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Key Answers  

1. A 

2. C 

3. B 

4. B 

5. D 

6. B 

7. A 

8. A 

9. B 

10. D 

11. B 

12. B 

13. C 

14. B 

15. C 

16. A 

17. D 

18. B 

19. D 

20. A 
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Appendix B: Sample of School (Teacher- Designed Tests) 

AlBireh Secondary Girls’ School 

11
th

 Grade/ Sections A,B,C,D           Reading Comprehension Test           Total Marks:30 

Name ----------------------------- 

________________________________________________________________________ 

Read the following text carefully, then answer the attached questions. 

DISAPPEARING BEAUTY                                   NABIL HAMED 

As a child, Nabil Hamed used to wander in the hills and valleys of Palestine with his father, 

a shepherd. After taking a break to continue his education abroad, he returned to Palestine 

and continued hiking, simply for the love of walking and nature. As time went by, he began 

to notice irreversible changes: the beauty of this ancient land was being destroyed by the 

Israeli occupation, sometimes rapidly, sometimes gradually. Olive trees and grapevines were 

pulled up, old stone buildings and even whole villages were pulled down to make room for 

more and more settlements, their roads and dividing walls. 

The walks he describes in this book cover the hills of Ramallah, the wild countryside around 

Jerusalem and the valleys near the Dead Sea, and each takes place at a different period of 

Palestinian history. Today, many Palestinian natural treasures have become impossible to 

visit. Nabil Hamed, now in his sixties, has written this book to preserve them, at least in 

words. It tells the story of how a pleasure so many of us take for granted is being taken away: 

the freedom to wander through the countryside. 

Disappearing Beauty is Nabil Hamed’s first book. It has been highly praised and has won 

several international awards, including the Marshall Prize for political writing.  

                                                                                                                      Sunday Journal 
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How the nature of Palestine is being changed 

 

Answer the following questions.(7Pts) 

1. Why was Nabil, as a child, given the chance to wander in the hills and valleys?  

     -------------------------------------------------------------------------------------------------------------------- 

Mention two things the Israeli occupation has done to change the land? 

a.----------------------------------------------------------------------------------------------------------------------  

b.---------------------------------------------------------------------------------------------------------------------- 

2. What areas in Palestine has the writer covered in his book? ---------------------------------------------

------------------------------------------------------------------------ 

3. What pleasure was stolen from the Palestinians? 

     -------------------------------------------------------------------------------------------------------------------- 

4. Based on your observation, mention other two changes that took place in the Palestinian nature 

lately. 

------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------ 
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Complete the following statements with sentences from/about the text.(3 Pts) 

 

1. In his sixties, Nabil still practices hiking in the mountains because -----------------------------

------------------------------------------------------------------------------------------------------ 

2. The main reason Nabil wrote this book is to -------------------------------------------------------

-------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------ 

Decide if each of the following sentences is True or False.(6 Pts) 

1. Palestinian natural pressures are easy to visit. --------------  

2. The book of Nbil Hamed won a prize for a historical narration. ----------------- 

3. The comment by the Sunday Journal is considered a form of book - review.------------ 

 

What does each of the underlined words or phrases refer to?(6Pts) 

1. “this ancient land” ------------------------------------------------------------------- 

2. “them” ---------------------------------------------------------------------------------------------- 

3. “a pleasure so many of us take for granted” --------------------------------------------------------

------------------------------------------------------------------------------------------------------------- 

Complete the following sentences with the suitable words and phrases from the text. 

Choose only from the bold typed.(8 Pts) 

1. After many years under-------------------------- , the country has finally become 

independent. 

2. They ------------------------------------ the wall in the park to make a bigger play area. 

3. We don’t have any plans, so we have time just to--------------------------- around the city on 

foot. 

4. Some people don’t even think about basic freedoms. They just -----------------------------

them----------------------------------------------------- 
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5. His decision is -------------------------------. There’s no going back to how things were 

before. 

6. This event ---------------------------- every year on the same date. 

7. I sometimes --------------------------- fruit in sugar to stop it from going bad. 

8. The film was highly------------------------------------- . Everyone said how good it was 

 

Reader are Leaders 
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Appendix C: A Questionnaire on Reading Practices and Student’s Attitudes 

 

The Effect of Reciprocal Teaching Method on Students’ Reading Comprehension Ability 

and Their Attitudes Towards Using It 

 

Dear Student, 

Attached is a questionnaire on attitudes towards using the Reciprocal  Teaching (RT) method 

in teaching reading.  The purpose of the survey is to find out your attitudes towards reading 

and the reading strategies that you have used during the Reciprocal Teaching method reading 

activities used in the class during instruction.   The questionnaire takes 10 -15 minutes to 

complete.  The information collected will be used confidentially and for research purposes 

only. Please answer all questions by putting a check mark ✓in the appropriate box that best 

describes your views / actions. Thank you very much for your cooperation. 

Most Truly,  

Ms. Oraib Khammash  

English Teacher  
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Survey on Reading Practices, Effect of Reciprocal Teaching Method on Reading 

Comprehension and Students’ Attitudes towards Using It 

 

 

 

 

Part 1: Reading Practices  

 

Never 

1 

Occasionally 

2 

Sometimes 

3 

Often   

4 

Always  

5 

1 I read the heading and sub-headings of 

the passage first. 

     

2 I refer to the diagrams / illustrations 

when they are available to help me 

understand the topic. 

     

3 I try to make connection between the 

text that I am reading and previous 

knowledge / experience. 

     

4 Before reading, I ask myself what I 

already know about the topic and 

predict what will come next in the 

passage. 

     

5 I skim the text first to find out its type 

and the way it is organized. 

     

6   I try to figure out the meaning of new 

words or phrases from the context. 

     

7 I look up unknown words in the 

dictionary. 

     

8 I underline or circle information in the 

text to help me remember it. 

     

9 I discuss what I read with the group to 

check my understanding 

     

10 I ask myself questions about the text 

during reading. 

     

11 I summarize what I read to reflect on 

important information in the text. 

     

12 I go back and forth in the text to find 

relationships among ideas in it. 

     

13 When I don’t understand, I keep on 

reading hoping for clarification further 

on. 

     

14  I stop from time to time and think 

about what I’m reading. 

     

15 I skip words or parts I don’t 

understand. 

     

16 I give up and stop reading when I don’t 

understand. 

     

17 When text becomes difficult, I reread 

to increase my understanding. 

     

18 I try to guess the meaning of unknown 

words or phrases when reading.  
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Part 2: Attitudes Towards Using the Reciprocal Teaching Method in Teaching Reading:  

 

 

Item  

Strongly 

Disagree 

1 

Disagree 

     2 

Undecided 

3 

Agree 

4 

Strongly Agree 

5 

19 The reading strategies I learnt in the 

English reading lessons using the 

Reciprocal Teaching Method can be 

applied to other reading contexts. 

     

20 The summarizing strategy was very 

helpful in understanding the passage.   

     

21 The predicting strategy was very helpful 

in understanding the passage. 

     

22 The clarifying strategy was very helpful 

in understanding the passage. 

     

23  The questioning strategy was very 

helpful in understand the passage. 

     

24 Practicing reading strategies improved 

my reading skill.   

     

25 Cooperative group work in Reciprocal 

Teaching (RT) helped me participate in 

the discussions. 

     

26 Communicative activities used in 

Reciprocal Teaching (RT) encouraged 

me to communicate in English.  

     

27 I didn’t like group work. I prefer to read 

quietly alone. 

     

28 Using RT strategies encouraged me to 

ask for clarifications.  

     

29 Using RT strategies made me more 

enthusiastic in the reading class. 

     

30 Using the RT strategies in group work 

was boring. 

     

31 Using the RT strategies in reading 

English made it more enjoyable. 

     

32 I like my teacher to continue using RT 

method in all reading classes for the rest 

of the year.  

     

33 Using RT method didn’t affect my 

reading ability. 
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Appendix D: Arabic Version of the Questionnaire 

 

 أثر استخدام طريقة التعلم التبادلي على فهم المقروء لدى الطلبة واتجاهاتهم نحو استخدام هذه الطريقة في التدريس 

 عزيزتي الطالبة،

لقياس ااتجاهات نحج استخدام التعلم التبادل   ف  تعليم  هارات القراء  باللغة االنجليزية. ويهدف هذا  ف   ا يل  استبانة

الميح الى كشف اتجاهات، و جاقي، يجل القراء  واالستراتيجيات الت  استخد تها  أثماء يصص القراء   ن خةل التعلم 

دقيقة لمأله .المعلج ات ف  هذه االستبانة ستبقى سرية وررراض  51- 58يحتاج هذا االستبيا   ن .التبادل  ف   جمجعات

 البحت فق .

 ف  المربعات الت  تصف بصدق  جقي،/ سلجك، . ✓الرهاء ااهابة على هميع ارس لة  ن خةل وضع إشار  

  ع الشار الجزيا على تعاون،

   ع الشار الجزيا

 عريب خماش

  علمة لغة انجليزية
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سات القراءة باللغة االنجليزية،أثر استخدام استراتيجية التعلم التبادلي على فهم المقروء لدى الطلبة استبانة حول ممار

 وإتجاهاتهم نحو استخدام هذه الطريقة 1

 دائما

0 

 عادة

7 

 أحيانا

0 

 نادرا

3 

 أبدا

. 

 طريقتي في القراءة الجزء االول:

 5 أقرأ العمجا  الر يي  والعماوين اليرعية للمص أوال     

 9 أستعين بالرسجم التجضيحية والبيانية اةا تجفرت  ع المص     

 0 أياول ا  ارب  بين المص الذي اقرأه و عرفت  وخبرات  اليابقة عن المجضج      

قبا القراء   أسأل نيي  عما أعرف  يبقا يجل هذا المجضج  وأياول أ  اتمبأ عما سيحتجيه      

 المص اليقا

8 

 1 لمص سريعا  ن خةل  ةيسة نم  المص وترتيبهأتصيح ا     

 6 أياول أ  أستدل على  عان  الميردات والعبارات الجديد  بالرهج  الى سياقها ف  المص     

 0 أبحت عن  عان  الميردات الجديد  ف  القا جس     

 4 أضع ختجط أو دوا ر يجل المعلج ات الت  أود تذكرها ف  المص     

 0 المص الذي اقرأه  ع المجمجعة للتأكد  ن فهم  له  أناقش     

 58 أنا أسأل نيي  أس لة أثماء القراء  اعتاء  عمى للمص الذي أقرأه     

 55 ألخص المص الذي أقرأه لمعرفة االهزاء المهمة فيه     

 59 أتمقا بين أهزاء المص لمعرفة العةقة بين أهزاءه     

 50 ر ف  القراء  آ لة الحصجل على تجضيح اليقا يين ال افهم  استم     

 58 أتجقف بين يين الخر وافار فيما اقرأه     

 51 أتختى الالمات واالهزاء الت  ال افهمها     

 56 استيلم وأتجقف عن القراء  يين ال افهم المص     

 50 يين تزيد صعجبة المص أعيد القراء  رتأكد  ن فهم  له     

 54 اول أ  أيزر  عان  الالمات والميردات أثماء القراء  أي     
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أوافق 

 بشدة

0 

 أوافق

7 

 ال اعرف

0 

 ال

 أوافق

3 

 

ال أوافق 

 بشدة

. 

 

 الجزء الثاني: موقفي من استخدام طريقة التعلم التبادلي في تعلم مواضيع االستيعاب 

 ن خةل التعلم استراتيجيات القراء   الت  تعلمتها اثماء يصص القراء         

 التبادل   ساعدتم  على تماول نصج  هديد  بميردي

50 

 98 استراتيجية التلخيص ساعدتم  هدا  ليهم المص     

 95 استراتيجية التمب  ساعدتم  هدا  ليهم المص     

 99 استراتيجية التجضيح ساعدتم  هدا  ليهم المص     

 90 ليهم المص  استراتيجية طرا االس لة ساعدتم  هدا     

 مارسات القراء  الت  قمت بها اثماء هذا اليصا ساعدتم  ف  القراء  بصجر       

 أفوا

98 

التعلم التبادل  ف   جمجعات تعاونية أعتان  اليرصة للمشاركة ف  يصة اللغة      

 االنجليزية

91 

المقاش باللغة للتعلم التبادل   شجعتم  على المشاركة ف   ارنشتة التياعلية       

 اانجليزية

96 

 90 لم أيب طريقة العما ف   جمجعات الن  افوا القراء  ويدي وبهدوء     

 94 التعلم التبادل  أعتان  اليرصة لي ال  علمت  و  يةت  يين ال افهم المقروء     

اسا استخدام استراتيجيات التعلم التبادل  ف  القراء  باالنجليزية هعلم  أكثر يم     

 ف  يصة القراء 

90 

 08 استخدام التعلم التبادل  ف   جمجعات تعاونية كا   مة     

 05 استخدام طريقة التعلم التبادل  ف  القراء  باالنجليزية هعلها اكثر  تعة     

ايب ا  نيتمر باستخدام طريقة التعلم التبادل  ف   جمجعات لبقية هذا العام      

 الدراس 

09 

 00 ستخدام التعلم التبادل  لم يحدث اي تغيير على  هارات  ف  القراء ا     
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Appendix E: Metacognitive Awareness of Reading Strategies Inventory 

(MARSI) Version 1.0 
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Appendix F: The Teacher’s Journal 

Teacher’s Journal 

 August 28 

11th grade students of the literary stream were distributed into four classes. The 

average class number is 40 students and still, more students may come or leave the school along 

the semester. 

I teach English for those four classes who will be divided into two groups: experimental and 

control. 

Students were distributed to classes by a committee of teachers who checked their records 

and classified them according to their results in the previous class. That’s why it is expected 

that the level of achievement among these classes is similar if not equal.  

I chose two classes randomly to be the experimental group; they were classes (B +D). At the 

same time, I held the pretest for the two groups and left it unmarked until I conduct the 

posttest by the end of teaching with Reciprocal Teaching and the two tests will be marked 

together after the end of the experiment. 

September 1  

For me as a teacher, Teaching RT was the same as it will be for my students. It’s the first time 

I teach using the reciprocal teaching strategies (RT).  Therefore, I have to prepare myself very 

well. I read intensively about the method and watched many videos, but when things come to be 

implemented in class, it’s amazing how each class context presents itself as a unique context in 

terms of numbers, students’ fluency, harmony and interaction.  

I told my students that I am going to use RT to teach reading comprehension for this semester 

and encouraged them that using the strategy will enable them to work cooperatively in groups 

and understand texts better and will result in better achievement in English. I made it clear to 
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students that in RT students and teachers exchange roles after students will be able to master 

the four strategies of RT and be able to lead the dialogue in their groups. 

 I started to explain to my classes what RT is using the explicit strategy instruction. I divided 

the board into four sections with four headings: Predicting, Clarifying, Questioning, 

Summarizing.  

September 6 

I started modelling each strategy and writing my notes under each heading, reading a random 

short passage aloud and thinking aloud in front of them. For a week, students watched short 

videos for teachers and classes modelling the strategy followed by my own modelling through 

passages from their book. For example, I chose a short text about “learning styles” in the first 

unit in their book and started looking at the title, subtitles and pictures asking myself aloud 

what this text is going to be about and writing my notes on the board. I wrote correct and 

incorrect predictions to show them that mistaken predictions will not be that big problem 

because they will exclude them when they read and clarify. Then I read the text aloud and 

paused myself when I found difficult words or new expressions, I wrote them under the 

heading: Clarification, and tried to guess some of them referring to their word families if it is 

more familiar, or referring to their word type and when I couldn’t totally guess I opened my 

dictionary, found the meaning and wrote it on board. Many times, I pretended not to know the 

meaning of words. I wanted to challenge their memories to recall similar words. I referred to 

them to ask if they know it and they were very happy to help me. 

I read for the second time aloud ,this time with higher comprehension since all words in the 

text are now familiar to me and ask myself questions about the text and write them on board , I 

also asked myself about linking words and what is their role between the two paragraphs, are 

they conveying an example? Addition? Contradiction? or any other purposes and wrote that down 

too, under the questioning headline.  
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When it came to the last heading: Summarising, I choose one paragraph and tried to give the 

main idea of the paragraph on board. 

I repeated that modelling for two weeks when they were still sitting in columns in their desks 

and not in groups yet. In the second and third class, students were competing with me to model 

the strategies and do what I do. Later in other classes, I used to write the four strategies on 

board every period and collect ideas from students that tell me what each strategy imply.  

Teaching the strategies in this explicit, declarative way was the best and the fastest to 

scaffold students’ awareness of how to use them and to shape their cognition regarding using 

them since understanding will be the ultimate goal for these comprehension classes. Saying the 

name of the strategy and how we practice it confirm that students were involved in the process 

of comprehension especially low achievers who I guess are majority in the class. 

September 10 

 A diagnostic test in reading comprehension was conducted for the students to enable the 

teacher distribute them to heterogeneous groups according to their abilities and to make sure 

that each group is equivalent to the others. Results of the test were used to distribute the 

students into heterogeneous groups of four students with different abilities. I prepared 

coloured labels, each with a name of the four strategies, each student in a group was given a 

card holding her role in the group, for example one will be a predictor, the second will be 

clarifier, the third is questioner and the fourth will be summarizer. Groups themselves are given 

numbers that students put in front of them to make it easier for me to call the group with its 

number. 

I brought RT hand-outs and worksheets to my students. The hand-out is divided into four 

section ,each section clarifies a strategy of the four that each student should keep in front of 

her in the class to remind her what things she need to be careful about when she performs the 

task. The worksheet is also divided into four sections with four heading strategies to make it 
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easier for students to write down their predictions, clarifications, questions and summaries 

under these titles for every text they study. 

September 14 

I recorded the numbers of the groups and the names of each group members on cards that I 

carried to the class with me for the first few classes until I be able to recognise each group 

and its members. It was not easy to train students how to sit in their groups and organize 

themselves quickly before the class started. I have no special English room at my school to 

organise the tables and chairs in fixed group order. Therefore, I have to teach my classes in 

their classrooms. Some teachers didn’t like students to keep sitting in groups in their classes 

and students needed to change the way they sit before the English class begins. At the 

beginning I used to go to the class and find them still moving here and there searching their 

groups and moving their chairs to join in, but after may be a week and with some tips to make 

things easier, things went better and students got accustomed to move quickly and match their 

groups by helping each other to turn each two desks opposites to others before they move to 

their groups. Within a week I went to the class to find them already sitting in their groups 

quietly without that much mess. They also used badges that hold the role of each member in her 

group during that class. Students began to show their enthusiasm towards working in the groups 

and helping eachothers. However, they were still not accustomed to their intergroup roles. Some 

enthusiastic readers were gushing their answers without consulting the others. Those needed 

more time and advice to pay attention to cooperative work and attend to their mates roles. 

Sep 20   

Friends wanted to be grouped together but due to the research purposes, I distributed 

them according to their abilities to heterogeneous groups. Some group members didn’t get on 

well with the rest ,therefore I needed to exchange them with other students from other groups 

who are of the same proficiency level and can work better with them. That also took some time 
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of the class but scored better with group work later. Moreover, I was still receiving complaints 

from some members who didn’t feel they want to stay in their groups. In other occasions, it was 

noticed that some students especially the less competent, are still reluctant to share. 

Sometimes, some high- achievers came to me complaining that their colleagues are not 

completing their tasks. Again, I needed to talk to those students and convince them that they 

need to be more patients and hold their less achieving partners hands for better achievement 

of the whole group. It took time and patience to talk to some high achievers. I wanted them to 

feel comfortable as possible. I needed them to understand that improving the group’s 

performance depends highly on their cooperation with mates. These conversations helped them 

understand that their groups improve when they share knowledge and skills with the team 

instead of nagging. I started using my ways to comfort them by encouraging them and convincing 

them that this experiment is not about competition but rather cooperation. I had to make them 

understand that they need to see thing from different point of view, and enjoy the work and 

help of others instead of thinking about beating or excelling them.  

September 30 

We wrote a big logo on a poster “either we swim together or sink together” and kept 

repeating it each class to encourage each other’s that our success is about the success of the 

group not our individual preponderance over the team. After a time, the majority of those 

students changed their attitudes toward their groups and in mostly very positive towards the 

group work. I notice they more now enjoy the work with others. The quantity of dialogue has 

increased, too. There was still one student who was achieving well in her tests but insisted on 

her attitude that she’s a solitary learner and can’t function well in the group. Nevertheless, she 

respected the rules of the work and kept working with her group but I added another member 

to the group so that the group will interact and function better. Usually the member was of 

intermediate level. This was found the mean of both low and high achievers. Both can find their 



198 
 

 

ways to interact with her. However, in other successful case, good achievers were vey positively 

cooperating in their groups. In one of the groups, they kept trying and they have succeeded to 

push their less proficient reading partner to overcome her shyness, stand up and read her 

summary. She didn’t stop reading when she committed mistakes in reading” 

Some students who have good English competence don’t participate as they should. I didn’t get 

surprised to find students who oppose working with others simply because our traditional 

teaching methods encourage competitive over cooperative spirit among learners. However, I 

didn’t ignore those students, on the contrary, I had many conversations with them and I told 

them privately that they are very important in their groups and without their work the group 

will not improve. It seems that was the way to overcome this obstacle: some students needed to 

tell them they are important in the class and the teacher depends highly on them .I kept telling 

them I trust their abilities and I’m sure they will play great role to make their groups develop. 

Those were magic words to many students who had passive attitudes at the beginning especially 

when I started praising their groups and the effort they do together.  

October 2 

Students interact in their groups comfortably as friends now.  Drilling the reading strategies 

each reading class made them follow the routines smoothly; they don’t need much time now to 

prepare themselves for the class. Moreover, they scaffold each other’s to be ready for their 

roles as predictors, clarifiers, questioners and summarizers Interaction in the groups began to 

take more confident form by the time students got accustomed to the strategies they practice. 

Practice made students more comfortable in work and repetition of the strategies every reading 

class encouraged those hesitant students to become more confident because the now share with 

their answers after they have discussed them with the group and some of students specially of 

those known to be low achievers kept coming to me after classes to tell me how happy they feel 
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when they participate and how confident they became when they started writing their answers 

on the board. 

It really surprised me that some students confessed to me that despite they are in the 11th 

grade ,they have never before wrote on the board in the English classes ! 

Students also expressed their gratitude and surprise of having the teacher sitting in their 

groups, taking a role and participating as group member. I sat with the group as a member of 

them, doing the task of the low- achiever, asking her to repeat what I did. Honestly, I 

preferred to sit around the tables with the groups as much as I can to do the role of the 

learner, over sitting to my table as a supervisor. I felt this way I will hit two birds with one 

stone: I will have the chance to imitate the strategy when I am closer to the students as group 

member and this way it will influence them highly. Taking part in the group, I found a chance to 

send messages to two categories of students. Show some arrogant students it is normal and 

enjoyable to work with others and help them and show those who are shy to participate and talk 

it is normal to make mistakes when I “predict” or “question” because later the discussion with 

the group and the comparison with the other groups answers will reveal the mistake and 

everybody will discover the correct answers or predictions. 

October 7 

Test maps/ Graphic organizers/ Study guides 

I wanted my students to develop cognitive reading skills and be aware about these skills in order 

to be able to transform them consciously to other reading texts. At the beginning I wanted my 

students to feel secured while they are studying for their reading comprehension tests so I 

designed a test map that included different question types that might be expected in reading 

tests, I hanged the paper on board so that they can review it any time they liked. I told them 

that my tests will contain similar questions’ rubrics. For example, they will be answering 

information questions about the text, cloze completion question, matching the meanings, 
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summarising a paragraph, completing sentences with the opposites or word families and pack of 

other questions. I supplied my test map with answers for students to revise. I thought that 

would help them build a mental representation of what tests will look like. Students welcomed 

this step and I often found them standing in front of the board revising the paper and the 

expected types of questions. In addition, I brought in the four-door chart that visualizes the 

four RT strategies. This will help each member of the group recognise and remember her role. I 

made many copies, so that students use new papers at new tasks. This was used as graphic 

organizers for applying the four strategies on ready designed papers. It was easier for each 

student to keep a group of papers that are already divided and sub-headed with the name of the 

four strategies and each reading class take a new paper out of their files and just write the 

title of the lesson and the date and start working together under each of the four strategies. 

The worksheet reminded students with the name of the strategy and provided some tips under 

each strategy to remind them what we do when we predict/question/explain or summarize. 

Leaving students with helping tools made them more organized and felt safer while working or 

even studying because they can expect what questions they might face in the test and that 

created another sort of dialogue among groups regarding the test content and the expected 

questions. 

October 11 

 I often sat with a group, held a worksheet and started thinking aloud in front of them, 

predicted using the available illustrations and sub-headings, questioned myself about a meaning 

or information and recalled my previous knowledge and summarized a paragraph using suitable 

simple language. Students always showed their enthusiasm when I was doing this, they even 

hurried to help me predict, answer questions or recall a background of a word or its meaning. 

They were so happy help me understand!! 

October 13 
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Students now understand the meaning of working cooperatively, the group has become a family 

for them; they compete with other groups to finish their tasks first and when one of their 

groups is not performing well, the other members help. Students feel more equal now; there are 

no biases against any of them based on their test grades. They understand they receive 

appreciation and reward according to their commitment to the cooperative task and the effort 

they pay. Some high achievers who didn’t show high enthusiasm towards group work became 

more active in their groups now. Their feeling of responsibility toward other group members has 

matured. Sometimes I saw them in the playground gathering in a group preparing for the class 

and that really gave me the ultimate happiness. I was proud to see that groups’ leaders have 

volunteered to prepare lists of new vocabulary and distributed them among their group to 

confirm reading with understanding for their less proficient mates. It must have taken time and 

effort from them, but their true feelings toward their colleagues and high motivation to work 

pushed them to prepare vocabulary or correct mistaken answers for their partners which 

created very positive environment in the class and showed me that students are now taking the 

ownership of their own learning. When the groups were on task, every member had a role. Some 

less competent members were charged in using the dictionary for finding the meanings of new 

words. I notice they are happy to function as clarifies for students who are used to achieve 

higher than them 

October 16 

Students kept working in their groups, following the reciprocal learning routines. I noticed after 

this period that students are still facing a problem with the strategy of summarising and that 

they do the summarising in each group mainly depending on the high achievers, so it was 

necessary for me to stop little by this strategy and show them the rules of summarizing in a 

simple way. I prepared a poster at home which was like a reminder of what to include and 

exclude when summarising and what should I focus on or ignore. I fixed my poster on the board 
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and started reading the lesson of the class then I returned to my poster and followed the rules. 

I was doing this while I was speaking and applying aloud to the board what I am doing. Then I 

chose a paragraph and asked every group to follow the poster tips and start summarizing. I did 

this for a week, many students improved but many others are still facing a problem with the 

strategy. However, students were cooperating to correct the inaccurate summaries of their 

partners. The lack of previous knowledge, language and practice of the strategy when they were 

younger was the main reason behind this I guess. It was not easy for them to put the idea using 

their own language and keeping to the meaning. 

 October 20 

 Scaffolding students metacognitive process needed more time than expected, but it was ok 

with me as I understand that I need to create the most supportive environment for learning and 

I also understand I need to talk very seriously and patiently to the weakest student in the group 

to give an example to the other members of the team, how important the dialogue is in our 

process and that the guided dialogue will produce positive results with those weak students. 

Student with low abilities kept coming to me in their breaks and before or after class to show 

their gratitude about the care and effort I do for them, or to tell me how satisfied they are 

with the method we are using, at other times some of them kept coming and telling me their 

plans and strategies to organise themselves and study better. In other times, students came to 

show their preparation of the lesson they did at home to function higher during the class and of 

course I kept encouraging and supporting their efforts. Some students who are known to 

achieve low in other school subjects told me that they started seriously studying and preparing 

their English lessons, they have bought their own dictionaries to keep them with them all the 

time and that they intend to pass their English tests successfully despite their weakness just to 

reward my effort with them!! Students were amazing …they were able to recognise that I 
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believe in them, and I needed them to believe in themselves. They worked hard to confirm to me 

that they are making a difference. 

October 26 

Socially supportive environment is known to be key element of reciprocal work. Learners need to 

feel appreciated and find help of others to move on. Some students suggested starting a 

Facebook group with only 11th graders as members and the page was created by them. The 

teacher and some students added almost all the students to the page; we started using the page 

for sharing worksheets, resources, materials about our unit topics and exchanging ideas. 

Students found the movies about the stories and novels we read this year and shared them so it 

was easier to discuss them later after they have watched them. At each unit students or I 

provided the page with different illustrations or exercises that made understanding easier and 

discussed them whether on the page or later in class. Nowadays, students find social media a 

life necessity, so creating the page made them more active to search the units’ topics, read 

about them and share the relevant material to the page. The page is still the place where all my 

students meet and discuss specially that they have units in their book about virtual learning and 

about internet and technology so they found the learning and conversation through the page a 

practical example of what they have in their book. 

November 1 

I asked my students to write their reflection on the group work they do if they like.  I gave 

them the freedom to express in English or Arabic, I also recommended writing the positive and 

negative feelings. Some students wrote their impressions on pieces of paper and gave them to 

me the same day.  

Some of the writings were the following: 

“It was a very nice chance to learn in a different way specially that I love to work in a group, I 

feel I am spending the English class in active environment and my partners understand the text 
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better now. However, we are still facing the challenge of timing to finish the task because this 

way is time consuming”. 

“I see this way of learning as a time saving because we share our knowledge with others and by 

sharing the meanings and information with others the texts becomes clear faster than reading 

alone, but I guess some weak students need to spend more effort like reading before the class 

or preparing at home to interact better with the group”. 

“I am happy to understand with others, I have never engaged in group work before”. 

“RT gave me the chance to understand better and learn the new words and know their meanings 

because I didn’t do this before, but some students who have good English level don’t participate 

as they should” 

“Now I go home more comfortable, when I read the text at home I feel happy I understand 

what is written there, as I write all the meanings and main ideas at class” 

“I loved the way we trained to work in the group, it has made me and my colleagues in the group 

read with bigger understanding, I think we now learn better, but X in my group thinks she is 

perfect in English and doesn’t want us to explain everything, she thinks we should hurry and she 

thinks she’s perfect in English!!” 

“We exchange the roles each class. When I predict about the text, another friend prepares the 

questions, another one uses the dictionary to tell us the meanings and a fourth one summarises. 

But we consult each others of course before we declare our answers” 

“my group is now highly organised ,we exchange the roles each class, predict ,question ,explain 

and summarise all together in the group and consult each other’s, we have our dictionary on our 

table ,we make use of it every class, we are not anymore shy to think allowed, as you did.” 

“When we were in groups in last years, we were used to copy the answers from the clever girl 

and that’s it” 
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Many other students preferred talking to me orally to writing their opinions or feelings. Many 

notes have been taken into consideration to modify the work of the groups. In some cases we 

needed to exchange group members with others, at other cases I just needed to give some 

notes to some students on how to do better, in others I needed to sit again with the group 

during the class and work with them to return them back to the track. I can feel the 

cooperation and passion to work in its perfect situation. Students interact in their groups 

comfortably as friends and family members, drilling the strategies each reading class made 

them follow the routines smoothly, they don’t need much time now to prepare themselves for 

the class. Most of the time now ,I go to my class to find the groups already organised, RT 

worksheets are already on the desks, title on the board and the board is neat and divided into 

four parts with four headings of the four strategies. 

November 7 

Sometimes we needed some refreshment in the class, at the same time I needed to tap previous 

knowledge, critical thinking, predicting and summarising without reading the topic. I didn’t 

forget my role as a facilitator in the class but I needed sometimes just to guide students to 

create the theme themselves. For example, I only write the title in the middle of the board and 

start asking questions tapping previous knowledge and generating relevant vocabulary. Students 

as usual search their memories and give me many words, I write them around the topic in a net 

or a semantic map. When I’m satisfied with the words, I point with the pointer to the words to 

write them as sentences, then provide some linking words to connect the sentences and ask 

them to put the paragraph in order and that in fact is the summary of their lesson. Students 

write and read the paragraph they made cooperatively and when they finish, I ask them to turn 

their books on and read the lesson. They get very impressed that they already understand this 

and just summarised it before minutes!! At many other times I gave them only a look for a 

minute at the text before closing the book and starting the same process on board. I used to 
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recall vocabulary, create a map and write a paragraph that says everything about the lesson 

they are going to read. Students were having much fun and learning with these activities and at 

the same time I was making sure they are developing their vocabulary, writing skills and cross- 

subject knowledge.  

November 12 

Despite I have made sure that teaching in groups is one way of controlling and organising large 

classes, it was hard to take all the groups to present in the same period. I had eight groups in 

the class; I had to find way to enable them all to participate so I distributed the activities 

among them. I used to ask four predictors from groups 1-4 to come to the board and write their 

predictions, then I would ask questioners from groups 5-8 to come to the board and write their 

questions and collect answers, next I will return to clarifiers in groups 1-4 to write their new 

words on board with their meanings or word families or opposites, and back to the groups 5-8 to 

read their summaries to the class if we didn’t have much time to write them. It was much 

pressure on me not on students to control the activity and the available time to work. But, at 

the same time it was very interesting and fun to see students from the different groups 

competing friendly to present and excel other groups in their answers and get the teacher’s 

compliment and rewards. Their cooperation is transforming the class into bees’ cells. They are 

all busy. That showed me that students are now taking the ownership of their own learning. Each 

group was investing well in the available time to prove their group is the best! 

November 19 

I wanted to adapt my students to regular reading norms. I wanted them to understand but not 

in an automatic way. I had bought a number of English novels for the school library last year and 

I asked the principal to buy more this year so the novels available would be enough for every 

student to borrow one. I bought the series of stories from levels 2- 6 so I can give every 

student the suitable level to read. I designed a reading log for my students and distributed the 
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novels, gave a deadline to give the reading logs done. Students expressed their thanks as it was 

the first time the school was reading English and students of all fluency levels felt they possess 

the same tools. “When I collected the logs for evaluation, I noticed the amount of effort done 

(especially by the low achievers) to complete and return them in time. This experience increased 

my trust in my students and their abilities. Some low-academic achievers reported to me that 

they were reading for long time at home to complete their logs. They were using the dictionaries 

to continue reading. I guess they wanted to show me they are not stupid and can function well to 

fill in their logs”.. Some low achievers reported to me that they were reading for long time at 

home to complete their logs, using the dictionaries and making connections to show me they are 

not stupid ,but they don’t care about school text books because they are bored of them and of 

the way they study!! 

November 24 

Students’ interaction in the groups became higher, I guess, and they feel better about each 

other’s concerns as for many times they come to talk to me as a group about their roles in the 

group and how they now organise themselves to achieve best understanding of the themes they 

are studying. Cooperation was growing also. Good readers feel more now about the concerns and 

challenges “weak readers” face. They became aware of the importance of their roles as 

facilitators to their colleagues. In teaching a unit about “the different genres of fiction” 

students agreed to focus on “folk tales”, its characteristics, origins and themes. After studying 

them, it was agreed that every group should compose its own folk tale with full elements, theme 

and a lesson to teach. I gave my students a graphic organizer on the folk’s elements which they 

used to analyse a folk in their books into its elements including: title, characters, problem, 

solution, ending and the lesson we learn. In the next class, each group was asked to think about 

their own folktale. Every group was given a story map to establish their own folk tale; they 

consulted me often about the logic in their stories, and then ran back to their groups to 
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continue I couldn’t believe the how great the class climate was. They were working very actively 

and cooperatively to compose their own folk tales. Students used the same story map to 

establish their own stories; they consulted me often about the logic in the story then ran back 

to their groups to continue. Groups were competing in a fantastic way to give their best; they 

gave me more than what I asked them to do. They had made their folk tales clear by attaching 

pictures and illustrations of their drawings. The collective effort of the group has produced 

very well written tales which decorated the walls of the class. 

November 30 

Group work with RT is more mature now and the relationship within the one group is very stable. 

Students feel equal in the treatment and effort they pay. RT rise from the social 

constructivism where the process of learning develops with the scaffolding of the skill through 

the teacher and other students. That shows that the trust, respect and cooperation are key 

elements for the process to mature. At the beginning of teaching it was impossible to drive 

many students to talk. With dialogue (as a primary feature of RT), I could slowly create a 

simple, easy –to understand language, through which many students acknowledged they 

understand what the dialogue mean. Through dialogue and question generating from the very 

simple to the more complicated, I can say now that many silent or hesitant students raise their 

hands with more confidence to answer and share.  Group members were supporting each other’s 

learning. when I asked groups to send one predictor to the board to write the group’s 

predictions, I was surprised to find that most groups have delegated one of the low achievers to 

do the task They now come to the board without fear to write with mistakes, after I was able 

to convince them that the process is about understanding rather than writing perfectly without 

mistakes. Sharing roles, dividing work into four strategies in which every student has a role 

helped less competent reader define what they will do and reduced the burden of doing the 

whole task alone. Unfortunately, I still have students who are unfortunate to pass the tests yet, 
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but I can tell they have the confidence to participate and interact within groups in a very 

positive way and by the way those less fortunate students are the ones who spread fun and 

smile in the class. 

December 3 

Reciprocal “manners” have grown among the students in my classes. They are sharing knowledge, 

strategies of learning, helping each other’s to give meaning to the text and at the same time 

becoming closer to each other’s. Reciprocal relationship in English class has extended to the 

social context of the whole class. Students from different social backgrounds feel more 

comfortable in their relationship outside the class. “Well established” readers feel more now 

about the worries and challenges “weak readers” encounter and became more familiar of the 

“teacher’s role” as a facilitator to their colleagues. Feeling of responsibility and learning 

ownership have expanded and good feelings towards the group have replaced the competitive 

feeling they used to have at the beginning. Students needed to feel closer, so they suggested 

making same T-shirts for all of them. They worked actively and happily to search the net for 

ideas, colours and designs to make special thing, collected money and donated for those who 

can’t pay. In  two weeks, the whole classes of 11th grade were wearing the same blouse even 

me and that really gave us a positive feeling of being family and real friends. 

December 8 

As the process of learning moves on, I notice that the degree of understanding and the amount 

of interaction in the groups varies according to the themes students learn. When the themes 

are more culturally related to them, they become more active and keen to participate and share 

their own opinions and reflections to it. Topics like “Going places”, “Political Systems”, “A good 

read” or “The food on your table” were more appealing to students to discuss and generate 

dialogues about, I guess, because these themes are connected to their culture, personal 

interest or daily life. That supported my point of view about the role of culture in reinforcing 
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language learning .When themes were close to students interests and values, they were more 

active in turns taking and responding to the theme. May be “clarification” and “predicting 

strategies” consumed less effort as they could quickly refer to their previous knowledge to 

build understanding. On the other hand, understanding as well as interaction was lower when the 

texts were not culturally related or the text itself was of a complicated nature or language. 

December 15 

 Interaction in the groups varied also according to the social contexts and the harmony 

among the students of the one group. Harmony and friendship between the one group members 

were noticed to be an effective factor to scaffold low achievers skills, they were imitating their 

competent partners who have mastered the strategy, without feeling embarrassed and they ask 

for help with higher attendance. Feeling like in a family or sense of “community” of learning 

created a strong ground for many hesitant students to stand on. They were watching teacher 

and partners, imitating the strategy and trying themselves. In my plan to encourage learning 

norms, I encouraged my slow readers to monitor their reading and make use of the community 

work they interact with. Having a variety of roles of people who predict, ask, clarify and 

summarise was a non- preceded chance for those students to make use of through dialogue, 

observing, and imitating. Thinking with others made the difference. 

December 18 

Teaching with RT in such large classes, on the other side, was very exhausting and consuming to 

me as teacher for many reasons. On the one hand, focusing on the poor readers required great 

effort to keep up with them as a majority in the class. The necessity to move from one group to 

another to model and foster their learning couldn’t give me time to breath in the class time. On 

the other hand, the challenge of the large class with only one teacher of multifunction was a big 

burden. I found myself required to be a teacher, director, facilitator and organizer at the same 

time, which fact exhausted me but the high spirit my students spread encouraged to me to 
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continue. I think if classes were more focused less in numbers or had a co-teacher, things would 

move on easier and RT would be more effective.  

I can’t say that large classes were totally bad idea, it was demanding but at the same time, 

having a variety of students with different abilities was one of the factors that helped the 

process of learning continue. Having large number of students among them were skilled ones, 

average students and weak readers created the chance to work in heterogeneous groups where 

students can reshape eachothers skills and improve together as a small community supporting its 

members.  

December 26  

Decoding the meaning from a text and put it in their own words, was still a challenge to many 

students after this period of teaching with RT. Poor strategy teaching when they were younger 

and getting used to drilling traditional ways of reading wasn’t easy to demolish in one semester 

and replace with strategic thinking about the text. Average students made the clear difference 

in class by using RT. Those are the ones who have appetite to learn but didn’t match with the 

traditional teaching styles they used to be taught with. Those students showed fast improve in 

adapting the strategies of RT and representing them in their groups. The fast improve in the 

average students reading is not only ascribed to their willingness to perform better, but also to 

the social climate of RT, where these students were brought into light as leaders of the groups 

and responsible about couching their weaker colleagues. RT gave them the chance to be more 

confident and equal to the high achievers in the roles they perform in the group. Large group of 

these students have touched the change that happened to their status in the class, specially 

with the improvement of their tests results. The feeling of accountability of these students 

encouraged them to start their project with me. The aim was to promote RT as a comprehensive 

schooling method. I suggested the idea of starting a learning support room; my students were 

very enthusiastic about the idea. We got a permission to start our project and those students 
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started making use of every unit topic in their books to perform a new poster, illustrated 

materials, summaries, dimensional shapes and many other ideas. Some of these students 

considered the project their own, they are performing the ideas and my role is limited to some 

revisions of their work or giving advice. As usual, I always get surprised of the abilities students 

have and I weren’t given the chance to notice before. They draw and make illustrations and maps 

of the reading. That was the best evidence that these students read with meaning and analysed 

what they have read in order to model it or represent it in a different way. 
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Appendix G: Reciprocal Teaching Handout 
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Appendix H: Reciprocal Teaching Worksheet 
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Appendix I: Reading Log used by 11th Grade for Extra Reading 

 

AlBireh Secondary Girls School              11
th

 Grade A\B\C\D               

                
Reading novels sharpens your reading comprehension skills and enriches your vocabulary. 

To apply the different comprehension strategies, assignments related to reading will be given 

throughout the year. 

Novel Assignment 1 {due date December 15
th

, 2015} 

1. Title of the novel .---------------------------------------------------------------------  

2. Name of the author \illustrator.-------------------------------------------------------------- 

3. Main characters of the novel:--------------------------------------------------------------------

-------------------------------------------------------------------------------------------------------

-------------------------------------------------------------------------------------------------------

-------------------------------------------------------------------------------------------------------  

4. Use your dictionary to find the meaning of ten new words, use five of them in full 

sentences. 

 

Write two questions about the story and answer them in complete sentences: 

Q1:--------------------------------------------------------------------------------------------------? 

A:-------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------- 

Q2:-----------------------------------------------------------------------------------------------------------? 

-----------------------------------------------------------------------------------------------------------

----------------------------------------------------------------------------------------------------------- 

5. Main idea of the story --------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------

Word Meaning Sentence 

1                     ------------------------------ -------------------------------------------------------------------------- 

2   

3   

4   

5   

6   

7   
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-----------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------

----------------------------------------------------------------------------------------------------------- 

6. After reading the story ,use the table format to find the following: 

Verbs in 

the 

present 

form(5) 

Verbs 

in the 

past 

form 

(5) 

Singular 

nouns(5) 

Plural 

nouns(5) 

Compound 

words(3) 

Words 

with 

prefixes 

\suffixes 

Feelings you 

lived during 

reading(3) 
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Appendix J: Cooperative Groups Logo 

 

 

 

 

 

 

 


